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PREFACE

One of the highlights of my working life has been The Flourish Movement Program we run in partners
with Deakin University. In this project, we get to study school leaders deeply and work with them to m:
constructive changes to help them to develop sustainable leadership practices, making them more e ec
get better outcomes for their students and sustain their wellbeing. | not only respect how hard this grc
works but have fallen in love with their sense of dedication and passion for the role.

What started this project was a conversation with a principal. In our conversation, she recounted what
happened to her the day before. | was horri ed at some of the things she relayed. Just one of these ev
would have oored the average person yet she faced multiple signi cant events in the space of hours; all
stemmed from the fact that the students had experienced trauma. Some of the stories of the trauma sta
with me for months. | thought, “If that has a ected me so heavily and | don’'t even know the student, imag
what it is like for the educator?”

As a researcher, | began to immerse myself in the literature exploring the impact of Secondary Traum:
educators. To my surprise | could nd very few studies. It is an issue that we know very little about, inclu
educators themselves. | met with my team, and we decided there was no way we could abandon a grou
meant so much to us. | called Dr John Molineux from Deakin, who we’ve worked with for over a decade
and his response was exactly what we hoped for. He was in and we were o . This project has been ful
confronting, challenging and sometimes heartbreaking. Most of all, we are proud that this research

only sheds a light on this devastating, silent cost; but that it provides strategies for reduction and mitiga
for educators who face this daily as well as for the systems and departments who are there to serve
educators and students alike.

Dr Adam Fraser

THANK YOU!

We want to extend our heartfelt appreciation to all the educators who
participated in this research study. Your time, insights and experiences have 2 2 8 5
been invaluable, and we deeply appreciate the openness with which you

shared your thoughts and stories. Your participation o ered great insights SURVEY

. . : RESPONDENTS
into the challenges educators face in relation to Secondary Trauma.

We are committed to honouring the data and stories you have entrusted us
with, and we hope to be able to provide individuals and decision makers alike 1 O 6 8
with insights and strategies that will drive positive change.

COMMENTS
We are inspired by your dedication to your students and the broader
education community, and we are humbled to have had the opportunity to

learn from you. 1 O 7

Thank you for being part of this important journey!

INTERVIEWS
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ABOUT THE RESEARCHERS

DR ADAM FRASER

Dr Adam Fraser is a human performance researcher, consultant and speaker who studies how pec
organisations adopt a high performance culture and the importance of wellbeing to thrive in this challengi
evolving world. He holds a PhD in Biomedical Science.

¥ . Adam has a true passion for the research behind his work a
g long held partnerships with various Universities throughout
Paci c. He founded the e-lab in 2017.

The e-lab collaborates with University partners to deeply rese

a speci ¢ industry, role or organisation, in order to underst
what limits their performance and uncover the speci c strateg
that will make them more successful. These research pro
inform Dr Fraser’s books, keynotes and programs.

gy

DR JOHN MOLINEUX

Dr John Molineux, FCPHR, is a Senior Lecturer in the Department of Management at Deakin Business S
and Course Director of the Master of Human Resource Management program. John joined Deakin in 201(
over 30 years in Human Resource Management (HRM).

John is currently teaching HRM and leadership to postgrad
students, as well as supervising PhD students. His rese
interests focus on industry-sponsored projects, with an emp
on human performance and wellbeing.

John is keenly interested in strategic HRM, organisation chg

and action research. In his previous career, he worked in HR
in several organisations as a HR manager/director, HR strat
and other HR professional roles. He also serves in voluntary
with the Australian HR Institute, where he is a Fellow Certi
Practitioner in HR, and is a board member and Vice-Presig
Australasia of the Action Learning Action Research Associati(
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CONTRIBUTORS

DR GEORGIANA CAMERON

Dr Georgie Cameron is the consulting psychologist for the project and has had experience in educating
about dealing with trauma. She works in the School of Psychology at Deakin University. Dr Georgie was an
part of the survey design and interpretation of the high Exposure, low STS group.

Dr Georgiana Cameron is a Research Fellow and Lecture
Deakin University, specializing in trauma and trauma-infor
approaches in both research and practice. As a member o
CONNECT Research and Training Initiative and educatio
psychologist, she focuses on advancing mental health suppo

trauma-aware systems across education and community sect

DR BEN ARNOLD

Dr Ben Arnold is a Senior Lecturer in Education Leadership and Course Director for the MEd Leadersh
Learning at Deakin University. Ben’s teaching and research focuses on education leadership and work, h
sustainability in the education sector. Dr Ben completed the statistical modelling of the data and was an i

part of the survey design.

Ben also works on the Educator Health and Wellbeing rese
program at Deakin, investigating the relationship betws
education policies, psychosocial work environments, and m
and physical health in the education workforce. Ben's expe
includes assessing workplace health and wellbeing, and

methods research design, analysis and interpretation. He curr
works on a number of large-scale longitudinal research proj
tracking education professionals work environments and h{
and wellbeing over time.
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and organization she contributes to.

Impact and Management of Secondary Trauma in Educators - Report 20:



FOREWORD

In 2016 we began working on The Flourish Movement a research project and training program to help scho
their career and be more e ective in their roles. We studied their wellbeing, where their time was spent ai
build better cultures in their schools. This project has been the most important and ful lling piece of work | |
in 25 years.

During this time our research uncovered a devastating silent cost that educators are dealing with every
one of the biggest threats to their wellbeing, mental health and likelihood of staying in the role. This siler
Secondary Traumatic Stress. It is the stress one experiences when you hear about the trauma of others. W
there was next to no research done on this issue both domestically and globally. We are proud to conduct
in Australia to explore the impact of this trauma on educators as we feel it is a huge missing link in underst
context of education in Australia today. The purpose of this research is to not only better understand this sil
also provide educators and leaders with tangible strategies to help them cope with Secondary Trauma.

To all the educators | have worked with you inspire me every day and | thank you for your geierositieana ser
you were tireless throughout this project and your contribution was invaluable.

Dr Adam Fraser

Ada
Fraser

When we started thinking about this research over 12 months ago, | had no idea about the extent of the iss
Trauma in education. Now with 2285 completed surveys, 1068 comments and stories, and having conducte
| fully realise the broad extent of the impact of trauma on educators and the need for change to better suppol
in their roles.

In particular, to those whom | interviewed, | want to thank you so much for sharing your stories with me. | h
to honour your dedication and commitment to your roles by helping to bring about change into the future.

| also wish to thank Psychologist Dr Rebecca Diehm for her partnership on this project, her insight and c
the research design, Dr Georgie Cameron from Deakin’s School of Psychology for her guidance and ad\
design and interview protocols, and Dr Ben Arnold from Deakin’s School of Education for his contribution
construction and advice on education research, and to my research assistant Reihaneh Valizadeh for he
interview data.

Dr John Molineux

DEAKIN

UNIVERSITY
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FOREWORD

As the National President and CEO of the Australian Special Education Principals Association (ASEPA), | ar
introduce this pivotal research initiative. This study, led by Dr. Adam Fraser and Dr. John Molineux, focuse:s
and management of Secondary Trauma among educators, a topic of profound importance in our eld.

Educators in special settings often encounter complex challenges that can have signi cant emotional impact
students who face diverse needs, educators may experience Secondary Trauma, a ecting their wellbeing a
the students they serve. ASEPA recognises the critical need to understand and address these challenges ta
and resilient workforce in our schools.

This research represents a signi cant step forward in identifying the prevalence and key factors of Seco
as well as the strategies that educators currently employ and those that prove most e ective. ASEPA’s c
commissioning this research re ects our dedication to advocating for the wellbeing of educators and esy
educators across Australia. We hope these insights will drive meaningful change, o ering educators th
resources they need to continue their essential work in an increasingly demanding environment.

Mr Matthew Johnson —

- ' #’ i
ASEPA

AUSTRALIAN SPECIAL
EDUCATION PRINCIPALS"
ASSOCIATION
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BEHIND THE DATA,
THERE ARE REAL PEOPLE

Before diving into the data, we invite you to pause for a moment and remember what this report is really
people. It's easy to forget, when reading a research report, that behind every statistic is a real person.

In the pages that follow, you'll nd numbers, graphs and ndings designed to shed a light on this importa
that is a ecting so many educators across Australia — Secondary Traumatic Stress. But those numbers dc
in a vacuum. They come from real people who generously took the time to share their experiences, often
vulnerable way.

Data can help us see patterns and trends, but it can also unintentionally atten the complexity and emc
lived experience. Keeping their humanity in focus is what gives research its true value. Without that, we ris
decisions that are e cient on paper but disconnected from reality. So, as you read on, we encourage you to rel
every number has a face, a voice, and a story behind it.

To help you not lose sight of that, and to honour everyone who has taken the time to share their stories wi
have included some of them here.

We would be remiss if we did not advise that the stories can be quite confronting. Please choose if you nee
these stories and if you do, read with care.

1. Rural Secondary Teacher - Impact on educator of student’s tre

“I was in my second year out of university and got this remote locat
and quickly learned that there was a lack of mental health resour
the students, but particularly for sta as well. The more | began to
relationship with these kids, the more they opened up to me and wouls
about what's going on at home.”

READ FULL STORY

2. School Principal - Concern for child’s safety at home

“We’ve had one little girl who was in care and has been in long ca
with a family, with her and her sister. There’s been child protection
a number of in-depth interviews happened. They have removed the
out of the home and left the younger sister in the home. And most afternoQas®
we the younger girl refusing to go home and stating that she doesn t fee
So, from about two o’clock on, she becomes hypervigilant. ”

READ FULL STORY

12 Impact and Management of Secondary Trauma in Educators - Report 20:



https://www.dropbox.com/scl/fi/cemr5c5me0e832g08amwb/Story-1-Behind-the-data-there-are-real-people.pdf?rlkey=q3y8go5l9t7r7uiphsrze8erz&dl=0
https://www.dropbox.com/scl/fi/baf2pnlqykh6a01sfoioo/Story-2-Behind-the-data-there-are-real-people.pdf?rlkey=6vvz9ll5niqie43qyhfyc7gy3&dl=0

3. Secondary Teacher - Teachers becoming counsellors

“There’s been reports of kids being jumped or getting in ghts after .
There’s a report of physical abuse from parents. I'm just trying to think
even remember what I've said now, but many domestic violence. Thet
a signi cant amount of stu going on in our kids’ homes that comes to
and is reported to us.”

READ FULL STORY

4. Primary School Principal - Domestic violence and medical i

learning support and our exec meeting and we've taught the girl if i
happens, how to ring triple zero, how to go and knock on a neighbg
get help. This is not our job!

READ FULL STORY

5. Primary School Teacher - Young children with trauma/issues

“A particular cohort of children there last year were excessively viole
for that environment. So, every day | was obviously as kindergarten
I’'m then going in and seeing very small children coming from place
their needs are not being met, they’re not clean, not fed, violent backg
hearing the stories, but then going out and having violence subjected

READ FULL STORY

6. Special Education School Principal - Complexity of multipl

“Last Wednesday for instance was a prime example. | had a 1
student have an 18-minute seizure. So, we had to administer Mid
call an ambulance. And we had the most gung-ho paramedics I'y
who we had to argue with because they insisted on transporting tg s’
And the mother insisted on not transporting the student, but she wa

READ FULL STORY
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https://www.dropbox.com/scl/fi/vhgct2yfdeifqvoilwmbo/Story-3-Behind-the-data-there-are-real-people.pdf?rlkey=p1cvr825y15cwhg0nudz7nqy3&dl=0
https://www.dropbox.com/scl/fi/myhnja3p5ob5keo275lpd/Story-4-Behind-the-data-there-are-real-people.pdf?rlkey=uoc7u0p7chfxwn82p3njfh3db&dl=0
https://www.dropbox.com/scl/fi/r34vff74ncjkt9ojg5p3g/Story-5-Behind-the-data-there-are-real-people.pdf?rlkey=icebqw35aylwa610vu73xdc8y&dl=0
https://www.dropbox.com/scl/fi/yogb3ll396n3k7slqe5ti/Story-6-Behind-the-data-there-are-real-people.pdf?rlkey=60sgkcdsga5rvs7i6zj6vfhio&dl=0

EXECUTIVE SUMMARY

Having worked with and researched school leaders’ wellbeing and e ectiveness since 2016, we became
another factor in uencing the overall wellbeing of school leaders and their sta . They described situations, st
circumstances within the school context that had a harrowing impact on them. It was something within the r
educator that had fundamentally changed, and it is called Secondary Trauma.

The purpose of this project was to gain an understanding of the prevalence of Secondary Trauma in ;
educators and the impact that it has on them including who is most impacted and, most importantly, ho
manage its impact. To do this, we measured Secondary Traumatic Stress (STS), which is a measure of t
impact of Secondary Trauma on an individual.

We were able to have 2283 people working in education complete a survey, we collected over 1000 s
Secondary Trauma and interviewed 107 people. Our results show that 74.9% of educators scored in the n
high range for STS. Looking at this nding, it is more than fair to say that STS is a problem for Australian ed

KEY FINDINGS

1. Impact of Demographics

Secondary Traumatic Stress is higher for:

» School leaders (Principals, APs, DPs), closely followed by teachers, with a 2% di erence between them.

» Educators that work in Special Education within Mainstream Schools score signi cantly worse, followed b
Education (Special Education within Mainstream Schools STS levels are 3.6% higher than Special E
Schools and 9% higher than Mainstream Schools).

* Rural and remote schools, over regional and metro schools.

e Educators with 16 years or more of experience.

2. Educators have more STS that other professions in Australia

It's assumed that those in medical and caring professions will experience Secondary Traumatic Stress but
associate STS with educators. Our results show that STS for educators is:

» 21% higher than Psychologists

* 23% higher than Mental Health Nurses

* 34% higher than Paramedics

14 Impact and Management of Secondary Trauma in Educators - Report 20:



3. Burnout is high, but it's only part of the story

In our study:
* 70.8% of educators scored in the medium to high range for Burnout;
* 61.4% answering often or very often to the statement “I feel overwhelmed because my workload seems

When STS combines with Burnout the result is called Compassion Fatigue. Compassion Fatigue is a state |
individual struggles to have empathy for others and is so emotionally disconnected they nd it di cult to rec
signs of abuse or distress in others. Tackling Burnout alone will not reduce STS nor reduce the likelihood of
role.

3. Secondary Traumatic Stres©idd D &ludatdrs to leave the profession

Secondary Traumatic Stress alone is a risk to an educator’s health. Secondary Trauma alone is fast becc
reason why educators are leaving the profession and action to address this is required. In our study, 37.3% @
indicated that they are likely or extremely likely to leave the role because of Secondary Trauma, with a fur
undecided on whether they will stay.

4. Self-care training is key

High-H I I H F W kéffid@peHovotessional learning delivers the strongest results across JiecondacyStress
(STS)Compassion Satisfaction (CS), and Burnout (BO).

E ective self-care professional learning leads to the most signi cant positive impact for educators—reduci
by 7.6%, increasing Compassion Satisfaction by 9.77%, and lowering Burnout by 13.73%. This makes i
promising form of professional learning identi ed in the study.

In contrast, poorly delivered self-care training can be harmful—worse than no training at all. It increases ST
decreases Compassion Satisfaction by 4.37%, and causes a dramatic 30.63% rise in Burnout.

15 Impact and Management of Secondary Trauma in Educators - Report 20:



5. STS can be minimised and mitigated against, but it takes more than the individual alone

The report warns this is not a problem educators can x on their own. It calls for urgent system-level intervent

Governments, and Education Departments, and School Leaders to introduce:

» Formal recognition of STS as a professional risk

* Introduction of STS as a concern in all undergraduate teaching degrees

» Provision of highly effective evidence basedageltraining to mitigate STS and Burnout

» Provision of trauma informed practice training at a school level for better student outcomes

» Access to professional supervision for educators

» Increased funding and resourcing to child and health care services and systems — mental heath care
department of child services to meet the levels of mandatory reporting

» Better coordination between schools and community services in regions

* Timely and effective responses from mandatory reporting systems

e Supervisor support for School Principals as they provide supervisor support to their teachers

Relying on the individual as a prime strategy to prevent, reduce and mitigate STS will not work.

16 Impact and Management of Secondary Trauma in Educators - Report 20:



BACKGROUND

The study was initiated following conversations between school leaders and Dr Adam Fraser abo
implications of Secondary Trauma on teachers. A preliminary study in one school found that some te:
were able to cope with trauma better than others.

A more detailed study was considered to nd out more information. This involved Dr Rebecca Dieh
psychology lecturer from Deakin University, who had undertaken research in Secondary Trauma.

Dr Molineux and Dr Diehm then applied to Deakin University to obtain funding for an interdisciplinary gr
Dr Ben Arnold from the School of Education came on board, followed by Dr Georgie Cameron from
School of Psychology after Dr Diehm moved to work in psychological practice.

The grant was awarded to the team and design work commenced in late 2023 and early 2024. An ¢
application was submitted by Dr Molineux in March 2024 and an amendment was submitted in June 2
Approval was given on 4 April 2024 to the application and on 29 July to the amendment.

Preliminary data collection started late in Term 2 and in full during Term 3 2024.

METHODS

17

A mixed methods approach was developed to ensure that su cient data was collected to enable the reses
to understand the extent of issues contributing to Secondary Trauma in educators and to explore the mitit
factors that helped reduce the impact of Secondary Trauma.

A survey of approximately 10 minutes was constructed so as to enable a high proportion of comy
responses. We believed that if the survey was too long people would drop out of it or not complete i
survey also contained two text response questions where individuals could write about their experient
the end of the survey, participants were asked to volunteer for an interview.

Interviews were designed to take about 40 minutes and were based on answers given by participants
survey responses.

A total of 3007 people had accessed the survey by 1 October 2024, with 9 declining to give consent. A ful
107 did not answer any questions and withdrew from the survey. A total of 2285 completed all compol
of the survey, with 609 partially completing the survey. Survey analyses were undertaken using the
completed surveys.

Interviews

A total of 345 people volunteered their interest in participating in an interview. Of these 342 provided
email address and these were sent consent forms. Of these people, 136 returned the signed consen
with 107 of these people booking an interview. No follow up was done with any of the volunteers, due
voluntary nature of this research.

Impact and Management of Secondary Trauma in Educators - Report 20:
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Interviewees that booked an interview were sent a copy of their survey results in a PDF format prior t
interview. Interviewees were asked, if they were comfortable, sharing a story relating to Secondary Ti
After this, the results from the survey formed the basis for explanatory discussions on the construc
explained in the survey measures below. The interviewees consisted of 31 principals, 25 deputy or &
principals, 31 teachers, 6 teaching/education support/assistants, 8 counsellors/wellbeing sta and 6 in
support roles. 52 interviewees were from NSW, 24 from Victoria, 12 from Queensland, 8 from WA, 4 fi
SA, 2 from Tasmania, 4 from NT and 1 from the ACT. A total of 33 males and 74 females were intervie\

Measures used in the survey

The Professional Quality of Life Scale version 5 (Stamm, 2010). The ProQOL Scale measures three se
constructs: Secondary Traumatic Stress; Burnout; and Compassion Satisfaction. There are ten quest
each of these scales with measures from 1=never to 5=very often.

The K10 Mental Health Scale (Kessler et al, 2002) was used to measure Mental Health Risk. It consists
guestions on a frequency scale from 1=never to 5=all of the time.

We used 12 questions from the Recovery scale of Sonnentag and Fritz (2007) to measure recovery expe
The scale consists of four sub-scales: Detachment; Relaxation; Mastery; and Control. It was measured
point scale from 1=strongly disagree to 5=strongly agree.

Experience of trauma was measured using two questions about personal trauma and one question atl
level of Secondary Trauma at work. A frequency scale of 1 to 10 was used.

In relation to where respondents obtained support, a Yes/No response was asked for each of: Principal,
or Assistant; Teacher colleague; Wellbeing Coordinator; EAP; Psychologist; and Other people (inclt
family and friends). For those who responded with Yes, a scale was provided as to the level of satisfact
that support. The 5 point scale ranged from 1=very dissatis ed to 5=very satis ed.

A guestion was asked about the level of professional learning participants had experienced in ve se
components of trauma informed practice. This was scored O if no training had been received, otherwise
rated 1=has not helped at all to 5=helped to a very large extent.

The Trauma Coping self-e cacy scale (Benight et al, 2015) was used relating to individual ability to cope
trauma, and was rated from 1=not at all capable to 7=totally capable.

The three questions from the Emotional Demands component of the COPSOQ-III scale (Llorens et al, 2(
were used to rate Emotional Work Demands, with two questions rated from 1=never to 5=always ar
guestion rated from 1=to a very small extent to 5=to a very large extent.

4 questions were asked from the Rumination scale of Trapnell and Campbell (1999) on a frequency of 1
to 5=always.

Support was also measured from the Caplan et al (1980) Social Support scale with ratings from 1=st
disagree to 5=strongly agree.

A single question was asked relating to Likelihood of Resigning, rated from 1=extremely unlikely to 5=ext
likely.

Impact and Management of Secondary Trauma in Educators - Report 20:
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SECONDARY TRAUMATIC STRESS

Secondary Traumatic Stress (STS) is the emotional stress that results when
individual hears about or witnesses the rst hand trauma of another person7 . 5/ 1 O
It also includes the distress of trying to manage the signi cant changes in

. . S . EXPERIENCE
behaviour that usually occur in an individual that has experienced trauma. SECONDARY

TRAUMATIC STRESS

The majority of educators in the survey indicated that STS was an issue in tHgir-EAST SOMETIMES
work. For example, the graph below shows the answers to the question “I think
that | might have been a ected by the traumatic stress of children | teach/

help” and that 37.8% of respondents felt they experienced this often or very 3 7 @/0
often, with a further 38.4% experiencing it sometimes. .

EXPERIENCE
SECONDARY
TRAUMATIC STRESS
OFTEN/VERY OFTEN

| think that I might have been a ected by the traumatic stress of children | teach/help.

50%

40%

30%

20% 38.4%

10% 23.0%

0% -
B Never 1 Rarely Sometimes " Often M Very often
4

| see too often lessons being interrupted to support emotional wellbeing of students, which is more often than not
threatening behaviour, and I've seen in my time at my school the data show a huge decline in student achievemen
outcomes as a result. More needs to be done to support Teachers and Educators with STRATEGY based training fc
students with Trauma. Teachers and Educators are not psychologists or psychiatrists and need more support in that ar
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Concerningly, as seen in the graph below, the question “| am preoccupied with more than one child/studen
showed that 64.9% of educators surveyed answered often or very often to this question, indicating the
respondents were responding to multiple issues with students.

I am preoccupied with more than one child/student | help.

50%

40%

30%

20%

10%

0%

B Never

7.3%

W Rarely

25.3%

Sometimes

32.4%

= Often M Very often

Education work can be all-consuming, as seen in the graph below, with 36.6% of educators indicating that tt
or very often “ nd it di cult to separate my personal life from my life as an educator.”

I nd it di cult to separate my personal life from my life as an educator.

50%

40%

30%

20%

10%

0%
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213%

Rarely

35.5%

Sometimes

21.8%

Often M Very often
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The question “I feel depressed because of the traumatic experience of the students | teach/help” illustrate
showed that 16.4% of educators surveyed stated that they had experienced this often or very often, with
34.6% experiencing it sometimes. This shows the high risk of STS in contributing to mental health issues in €

| feel depressed because of the traumatic experiences of the students | teach/help.

Overall, educators responding to the survey show a concerningly high level of Secondary Traumatic Stress

Education is in a very strange place at the moment. After many years of society dumping on teachers and t
and our load both emotional and educational increasing incrementally each year, there is a sense of numb
lack of purpose in me that | need to overcome, remember when it meant something more than a pay check

back to saying that | love my job and the kids | world Jith.
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COMPASSION SATISFACTION

Compassion Satisfaction relates to how much pleasure we derive from helping other people in need. Re
this survey show that it is very high in educators. This nding shows how incredibly dedicated educators a
profession and especially the commitment shown to helping students. Even though those surveyed are ex|
high levels of challenge, STS and Burnout, they are still dedicated and feel a strong sense of compassic

students.

For example, as illustrated in the graph below, in the question “I get satisfaction from being able to help s
93.1% of respondents answered this as often or very often.

| get satisfaction from being able to help students.

93.1%

EXPERIENCE

COMPASSION

SATISFACTION
OFTEN/VERY OFTEN

74.9%

BELIEVE THEY CAN
MAKE A DIFFERENCE
AT WORK OFTEN/
VERY OFTEN

Love being an educator. Has always been my passion. | have always worked hard and get great satisfactionJHlping si
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Importantly, the question “I believe | can make a di erence through my work” as illustrated below showed tha
of educators answered often or very often. This shows a strong sense of optimism in the work they do.

| believe | can make a di erence through my work.

This also shows through a sense of pride in their work as illustrated in the graph below, with 81% of educatol
stating they were often or very often “proud of what | can do to help students”.

| am proud of what | can do to help students.
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Interviews - Compassion satisfaction

The word clouds were developed after NVivo analysis of the interviews. They put together the most frequently used words in the
on certain topics. Words of under six letters have not been included.

The Compassion Satisfaction word cloud shows that interviewees enjoyed providing support to students
and other family members, and that this support was impactful and brought a great deal of satisfaction to ec
The interviewees saw this work as rewarding as they were able to build relationships and strong connec
students, show compassion, provide good learning programs, help children with disabilities and advocat

behalf.

Comments from interviewees below show the strong connection that they have with the work they do:
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“I'm really happy that | can support other people understanding their community, because then
happier students and the behaviours that are seen as negative reduce. And so that for me is ver
give them a voice, to let other people understand that they have needs, wants, large opinions just li
And that we should be hearing them rst and not making decisions for them. So | think it's satisfac
students are then able to be their best selves and show who they are and that they have all these \
but also that it requires so much work and that's what exhausting mentally, emotionally, physically

“I suppose | entered the teaching profession because | like to help people. The word now is thrive
it was be the best you can be and all of that with that intentionality and that sense of purpose. And
work that I'm currently doing in this role is really closely linked to that. I've also always wanted to he
| think are more vulnerable in society and this role is very much linked to that. So in that sense, |
sense of purpose in what | do and | think that helps that compassion.”

“I think the impact on children especially and the impact on sta is quite signi cant. | call it the privil
principal, but it is the responsibility of this leadership position. People project so much onto leaders
own lives, from their own experiences.”
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Interviews - Engagement

The word cloud on Engagement shows a sense of connection with education and strong and supportive fi
and relationships with colleagues. It recognizes the challenges of working in schools and the interest in stu
working in classrooms, seeing change and the bene ts in e ective learning practices.

Interviewees expressed the love of teaching and being with children and colleagues:
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“| feel connected, but | also feel detached at times because | don't necessarily share that burden v
about protecting them from the trauma. So | think when | am connected to others, | de nitely feel I'
people in my corner and I've, in some of the subsequent questions I've sit around, I've got good s
me, but | sometimes feel disconnected because I'm sort of carrying a lot of it myself because | tf
make sure everyone else is okay, including sta .”

“I had six years of working in the Catholic education o ce and | loved it. | loved that learning and
relationships that you can build up with multiple schools. That's a really lovely thing...de nitely conr
kids, connected to the community more broadly, particularly the parents of the kids and also conr
sta. We've got a nice sta relationship sort of scenario as well, so that all elements of school life &
in the positive zone.”

“I've got an amazing team here at the moment that we’re working with and they’re incredible, but
how worn down they are and we try to do some things to lift them up or help support them...I ¢
satisfaction for me is through the relationships you build.”

“I love being in the classroom. I've done higher positions, but that took me out of the classroom an
enjoy it in the slightest. | didn’t enjoy being around people who made policies, made things for peoy
never even met, they’ve never been part of. So yeah, being in the classroom, being with the stude
keeps me here.”
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BURNOUT

Burnout is a psychological syndrome emerging as a prolonged response to
chronic interpersonal stressors in the job. The World Health Organisation 1
describes Burnout as a “syndrome conceptualized as resulting from chronic

workplace stress that has not been successfully managed. It is characterized OVERWHELMING
by three dimensions: EXHAUSTION

1. Feelings of energy depletion or exhaustion;
2. Increased mental distance from one’s job, or feelings of negativism or 2
cynicism related to one’s job; and
3. Reduced professional e cacy”
FEELINGS OF
SOURCE: (https://www.who.int/news/item/28-05-2019-burn-out-an-occupational- CYNICISM
phenomenon-international-classi cation-of-diseases)

DETACHMENT

| feel overwhelmed because my workload seems endless.

Never Rarely Sometimes Often  Very often

SNOISNdWIAd LNONdN4

61.4%

11 Since joining this profession 12 years ago | have seen a signi cant workload (Administration) increase
and teaching today feels like it is only done 10% of the time. It is hard to teach when you have so many
admin issues going around in your head at once. Students are coming to school with so many ‘issues’ these
days and less resilience and this also impacts the teaching style, the time of teaching and the interruptions

to teaching time} )
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Burnout can have a dramatic impact on an educator's capacity to deliver high performance given s
challenging role with high levels of occupational stress. This is a serious risk to the sustainability of the ec
workforce in Australia. For example, as illustrated below, in the question “I feel worn out because of my w
an educator”, 61.6% of respondents answered ‘often’ or ‘very often’. Only 10.2% indicated it was less of a

| feel worn out because of my work as an educator.

Work as an educator doesn’t have an end point, so it is not surprising, as illustrated below, that 61.4% resf.
answered often or very often to the question “I feel overwhelmed because my workload seems endless.”

| feel overwhelmed because my workload seems endless.



Concerningly, as illustrated in the graph below, 20.9% of educators surveyed believed that they “feel tr:
by my job as an educator.” This should be cause for concern, as it may indicate a signi cant level of conti
commitment, where people stay in the job because they can't a ord to leave for nancial or similar rea

If such people are no longer motivated by their role, then work performance can be an issue, causing
e ects for colleagues.

| feel trapped by my job as an educator.

As illustrated below, 62.7% of respondents answered often or very often to the question “| feel “bogged
by the system”. Whilst it can be easy to blame ‘the system’ for problems at work, the high level of concern
by educators indicates that there may need to be some rethinking about how the education system supp
workforce.

| feel “bogged down” by the system.



Interviews - Burnout

The word clouds were developed after NVivo analysis of the interviews. They put together the most frequently used words in the
on certain topics. Words of under six letters have not been included.

The word cloud on Burnout shows that participants were particularly concerned about workload, the challs
the role, including in relation to the trauma of students, issues with parents, problems with departmental s
emotionally demanding situations and managing behaviour. It resulted in feelings of frustration and a
overwhelm, leading to burnout.

Comments from interviewees below explain some of these issues in their own words:
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T

“I'm transitioning to retirement, | do three days a week, but I've got the workload of someone who w
a week, similar workload. So | nd that really hard to manage.”

“The workload’s ridiculous. And it's been worse this year, partly just because it gets worse every
because these kids have added a lot to the workload. Because we’re such a small school, there’s
sta, it's just me, everything still needs to get done. And sometimes | can be out with the kids for 1
hours and | have a teaching load but all still needs to get done, most of the time | get things done v
else goes home. So I'm here before seven most mornings, and | rarely leave. | never leave befo
leave before seven.”

“Administration as opposed to teaching is completely di erent. We're not in a classroom every sir
the students. However, most of burnout comes from systematic ways and regulations and paperv
of thing.”

“So with my role, there’s a lot of excursions and camps as well. And there’s a lot of processes at
paperwork that go hand in hand with that, and sometimes that's why | feel a bit frustrated with the sy
in our school in general. | think what's happening at the moment is kids are not responding to the
discipline systems we have in place, so | think it needs to be altered. So that's where | probably
trapped and worn out and overwhelmed because it feels like I'm at a bit of a loss sometimes, no ma
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TRAUMA EXPERIENCE
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We asked educators to rate their level of and impact of individual trauma that they have su ered in their |
terms of mean scores, the levels and impact of individual trauma weren’t extremely high for the educatc
responded. These levels are shown below. The current level of Impact of Personal Trauma History is mos
to moderate levels.

Levels of Personal Trauma History

Impact of Personal Trauma History
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Of much more concern is the level of Secondary Trauma that educators are exposed to at work. As show
graph below, 40.1% of educators rated their Exposure at 8 or more out of 10, which is considered high to ve

Exposure to Secondary Trauma at work

As educators have indicated, there is such high levels of Exposure to Secondary Trauma at work that the im
of support strategies is becoming increasingly necessary.

An SSP is an environment that is unique when compared to other School environments. We are nurses,
and educators, the psychological impact on sta in an SSP is completely di erent to those in a mainstream

school. An example | can share is that we have just had a student pass away. This is the 8th student th:
we have lost since | have been here. Another hard part of working in an SSP is seeing student self-harm
Working closely with students that hurt themselves is so hard to do. You feel helpless when it happens and |
happens multiple times a day, hitting themselves, hitting their head on the oor, pulling out their ngernails,

picking at their cuts to make them worse. These are examples of things that happen all day everyday. It i
mentally exhausting and physically draining to a level that cannot be understood without you witnessing it

for yourself.]J
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SUPPORT

35

The provision of Support for educators was measured in several questions. We asked questions
frequency of Support from di erent sources and then measured the satisfaction of those sources of Supp
The graph below shows whether or not educators obtained support from various sources. For the ma
of educators, they obtained Support from colleagues. Next was ‘other’ which includes family and frie
followed by leadership positions in the school. Around a third of educators indicated that they obtail
Support from EAP or psychologists.

We noted that far less people turn to a wellbeing co-ordinator for support. This could be because their sc

may not have them on sta or that the wellbeing coordinator role is for students alone, or they don’t kn
them as well as their colleagues and leaders.

Did you obtain support from....?
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The level of satisfaction of support sources was quite good overall as shown in the graph below, however th
of satisfaction varied between the highest rated ‘Colleague teacher’ at 83.3% satis ed or very satis ed and
lowest rated ‘EAP’ at only 49.2%.

We noted that far less people turned to EAP for support. In the interviews, a number of people said they h
had mixed experience with EAP, with a large variation in quality levels indicated. In fact EAP has the higl
reported dissatisfaction at 27% while all others were less than 10%.

Just over a third of people said they sought support from an external psychologist. In the interviews, a nun
of people said they needed additional support.

Satisfaction levels of support options

kL 1have responded to these questions about my previous work with high school refugees in the langu
school setting. War, murder, trauma, deaths at sea of siblings, violence, despair, self harm, racism...there \
so much these kids had to deal with. I didn't realise the impact until | took leave. | have anxiety and mot
self doubt than previously. Mild depression. | don’t know if it is secondary trauma. | do know that there is n
support. There is no one to talk to apart from colleagues who do help. The teacher hotline....you can't ge

through.1
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ADDITIONAL SUPPORT FOR SECONDARY TRAUMATIC STRESS

Despite the levels of satisfaction with most forms of support and the fact that 24.4% of educators ol
additional support, what is telling is that out of 45.8% of people required additional support, 21.4% did not r
Received additional support. 24.4%
Did not receive additional support, but needed it2 1.4 %
Did not need additional support. 38.8%

Not applicable. 15.5%

We also asked comparison questions about relationships with supervisors, colleagues and family/frien
these questions was whether these sources of support were “easy to talk to about work challenges”. As sh
supervisors rated lowest, with only 60.9% agreeing with this, whereas 71.7% agreed that their colleague:
to talk to and 84.1% agreed that their family and friends were easy to talk to about work challenges.

Easy to talk to about work challenges
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Another of these questions was whether these sources of support “can be relied on in tough times”. As
below, supervisors rated lowest on this question, with only 60.9% agreeing with this, whereas 68.7% ag
their colleagues could be relied on and 75.2% agreed that their family and friends could be relied on in touc

Can be relied on in tough times

kL | think that the way | am treated by senior sta and how much support | receive determines how wel
| cope with stressors. For instance | worked for two years at xxxxxxxxxx, where the Principal had createc
school culture of trust and kindness amongst sta . Although | was working with a few highly traumatised
children, | didn’t take the work home with me and | was able to compartmentalise because the school provids
support for those traumatised students and followed through with boundaries and expectations. This made n
feel safe as an educatdJ
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Interviews - Support

The word clouds were developed after NVivo analysis of the interviews. They put together the most frequently used words in the
on certain topics. Words of under six letters have not been included.

The Support word cloud shows a large variety of support processes and sources such as colleagues, syst
directors, principals, counsellors. Processes involve debrie ng, meeting with others, incident support s
training and supportive cultures.

Some interviewees experienced poor support from education departments and discussed external pressure
discussed supportive teams and practices:
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“There’s certainly no support to be had from the department. | mean, they pay lip service, they
stickers if you have a problem, ring EASA or whatever the current agency around here is and make
time to yourself. And then comes a very long list of things to do, which are basically counterprodt
after yourself if the proverbial shit hits the fan. There’s also no support to be had.”

“To me sometimes it feels like in an SSP that we're our own little world and even the education s
understand us. We're being told we need to work to the curriculum of a mainstream. It’s just ridicul
see what they’re asking our students to do, it's demoralising. So our own education system does
And then when they’re outside of school, | feel the system’s really letting them down.”

“So besides the kids and the sta, we've still got external pressures from department and com
particularly for this site, it's not conducive to the clients that we have. So there’s a lot of time and
with trying to convince other departments that in order to reduce the level of violence or assaults
sta, that actually the environment needs to change...And the system does not support that.”

“And then | was talking to the department health and safety person, and they were quite terrible a
were pretty much telling me, oh, why don’t you just go and make amends, go and talk to the princig
problem. So | did that, and | think from that point is when | just went, oh, this is going nowhere, bec:
was trying to not hear me or just really didn't understand.”
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Support from colleagues was particularly important for many interviewees, as indicated by these commen

L

=

“We de nitely rely on each other. We have each other’s back really. | guess because we're all in
can empathize with one year you might have a class that’s very heavy on violent and aggressive
then another year you won’t. But we all can empathise with each other, however our days are goin
colleagues are my main point of call.”

“I have a very, very strong professional network, very strong and growing, which is great, and very
friends. Also the team that I've built at this school, we're very close as a group, as an admin group
a really strong sta culture here now. So yeah, | feel there’s very little | can't talk about with the pe«
close to me, which is fantastic.”

“So in our school we have the classrooms yarn every day with the students around emotional he:
like that. And we have built it into our weekly communication meetings. So we yarn as a sta and \
about resilience or we might talk about what things are you doing that Il your cup? Or di erent thing
Where do you go when you need support? Who are the people that support you most? And so w
the things that we’ve done in Flourish in our yarning.”

“I think in my current setting, we're all under the pump. We have no casual teachers, which means
we’ve got a lot of collapsed classes with supervision only. So | don’t think other teachers have t
really help when I'm already being pulled a hundred di erent ways and my day is just chockers..
head teacher and a deputy and a principal who are very experienced and are very open. So I'm vel
them. I'm constantly asking how can | improve my practice and thinking about what I've done anc
do it di erently.”

Leadership support is crucial as indicated in the following comments from interviewees:

L
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“Overall, I'm in a good space and | think that we are very lucky here because our principal has &
mental health and wellbeing of the sta . And so | have to say I'm very grateful. I've worked in many
the last couple of decades, and to have a principal that has that as a high focus, it really does lIter fr
And so we do lots of check-ins with each other on a day-to-day basis...I think in our environment t
sta that come with a load that comes from outside of school as well. And so that's why we’re so luc
got the principal that we do because she helps sta to manage both personal and school sort of en
and strains, which is I think important.”

“My direct supervisor, who's the head of senior school, she would be, and she’s great. Just even w
to do is vent, | think. And | have people who vent to me, so she’s very good nding time to do the
that's why | put the principal in as neutral, another layer above me. So | haven't needed to acce:
guess also of all the con dentiality concerns, you really got to be the one person.”

Some interviewees found that supervisor support was not so good:

L
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“I just didn’t feel supported by my principal at all...just in regard to being supported with good comm
understanding what was expected of me instead of having to be a mind reader. That takes a lot of
any kind of positive feedback ever would be helpful. And not being criticized for things that are out
or personal traits and things like that would be helpful as well.”

“We've had people leave on workers’ comp directly related to bullying from the principal, so it's pre



Interviews - Solutions

Interestingly, the word cloud revolves around the word support, whether that be through systems, profe
support, supervision or colleagues. Wellbeing is a critical focus as is the need for change, but intervie
looking for a response. Managing trauma, training, coping, counselling, disconnection and successful pra
mentioned as likely solutions.

Comments from interviewees expanded on some of these ideas:

L

“A, understanding what we can and can’t control in situations. B, how we manage our own emotio
through empathy-based responses rather than imagining ourselves in some-one else’s shoes. Tho:
have been drilled into me from quite a young age, and so they become much more second nature :
all leads into that response ultimately, which is | do get a lot of satisfaction from the work | do, even
of it is quite on the surface, and it can be distress based sort of work for other people who are invo
you’re measuring sometimes positive work as being just able to stabilize and instil a sense of saft
around someone, as opposed to just making everything better, then our perceptions are so impor
are viewing what we’re doing.”

“Setting my own personal goal for something that | was working towards every day. That was the c
was able to get me refocused somehow and get me down the ladder...I've made my own chart. I’
all the human needs, and | score myself out of 10 about how I'm feeling with regards to those hum
the ones that are scoring low, | then make, I've got a chart that | use about, okay, how am | feelin
need? What are my options? What's going to be my obstacles and how, what am | going to do ab«
am | going to get around it?...And I've also got another chart of all the negative emotions and all
emotions, and | score myself out of 10 and then I, out of that, | then go, oh, I've looked at that and |
oh, everything’'s too much. | can’t have anything else on my plate. | just need to sit and watch Net i
like that. It helps me know where I'm at with my emotions...it helps me understand how I'm feelin
to how I'm feeling.”

“I think probably starting from the beginning, by that | mean actually having people at university tc
people like myself who have seen it all can laugh it o, do that, that could actually tell you what the r
is. And not to scare people o, but just go, hey, be prepared. But | think that would make a big di e
as support in schools.”



PROFESSIONAL LEARNING

This question explored the level of professional learning that educators have received in relation to traur
the impact of that training. The gure below shows how many educators have had no professional trair
certain areas. This ranges from 13% in understanding the impact of trauma on learning to 36.4% in sup|
teachers with trauma. This last nding is incredibly important.

Absence of professional learning in ve categories

34.6% 21.3%

RECEIVED NO TRAINING RECEIVED NO TRAINING
AROUND SUPPORTING ON COLLABORATING WITH
TEACHERS WITH TRAUMA FAMILIES AND OTHER

PROFESSIONALS

| often wonder how students are expected to learn and cope with the trauma they experience when | know
well educated and experienced adults who are unable to cope through less. | would like more training in

Mental health and trauma but am restricted due to budgets, time and school relalEd issues.
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For those that had training, they were asked to rate its impact for their role. The results are shown belov
the highest rated categories of training being “Understanding trauma and its impact on learning”, with &
of educators indicating this helped to a large or very large extent, followed by “Adopting a trauma-info
approach in your school” where 52.6% indicated this helped to a large or very large extent. A further 42.
educators rated “Collaborating with families and other professionals” as helping to a large or very large
and 41.7% rated “Supporting teachers with trauma” as helping to a large or very large extent.

Not so good was the rating for “Self-care for teachers/educators”, with only 36.3% of educators indicatint
training helped to a large or very large extent.

E ectiveness of professional learning

The results here show that when it comes to understanding how trauma a ects learning and taking a t
informed approach with students, the majority of educators have received training in that area and repo
the training has helped from a moderate to very large extent.

Where the training is severely lacking, is how they support themselves and their peers within the sct
manage the impact of STS. Those that have received training in this area suggest that the training has r
that helpful. It is a similar story in the context of collaborating with families and other professionals.

Although the majority of educators have received training in self-care, the e ectiveness of the training s
very mixed results.
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Impact of Professional Learning

Using the self-rating of e ectiveness as a guide, a further analysis was completed to review the impact
di erent types of training on Secondary Traumatic Stress (STS), Compassion Satisfaction (CS) and Bu
(BO). This analysis compares the STS, CS and BO scores of three di erent groups depending on their e
Professional learning:

1 - Participants who advised they had received no training in a speci c area.

2 — Participants who have received training but have rated it as ‘has not helped’ (1 out of 5), or ‘to a small

(2 out of 5).

3 - Participants who had highly e ective training for each type of professional learning (rating the training

or 5 out of 5), as seen in the table below.

Impact of Professional Percentage di erence (td

Learning no training)
STS CS BO STS CS BO
Average 2.71 3.98 274
No training 2.75 3.89 2.84
Self-care Not E ective/Low 201 372 371 58% -44% 30.4%
E ectiveness
Highly E ective 2.54 4.27 245 | -76% 9.8% -13.7%
No training 2.71 3.89 2.81
Collaborating :
with Families and| ot E ective/Low 285 376 295 | 58% -33% 5%
. E ectiveness
Professionals
Highly E ective 2.58 4.24 253 | -4.8% 9% | -10%
No training 2.71 3.9 2.81
Supp_ortlng Teachers Not E e_ctlve/Low 587 3.75 295 59% -3.9% 504
with Trauma E ectiveness
Highly E ective 2.71 398 274 0% 21% -2.59
No training 2.64 3.80 276
Traumg Informed Not E eptlve/Low 297 371 303 | 125% -4.6% 989
Practice (TIP) E ectiveness
Highly E ective 2.64 414 | 261 0% 6.4% -5.4%
No training 2.65 3.91 2.78
Adopting TIP at Not E ective/Low 288 368 299 | 87% 59% 7.6%
School E ectiveness
Highly E ective 2.64 417 258| -04% 6.7% -7.2%
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Prior to beginning this analysis, it is important to remember the purpose and role of these di erent fc
of training. Trauma-informed practice (TIP) and Adopting TIP training at a school is essential in educ
professional development given the current shifts in society and the rise of mental health issues in ch
Indeed the students of today need this understanding and support from their educators. However, it i
important to review how these changes to educators’ roles in relation to providing support to children in
themselves.

Scores highlighted in green indicate better scores, whilst scores shaded in yellow represent the poorer

Self-care training for Educators

Most notable in the table above and the graph below are that the best scores reported by participar
STS, CS and BO are in highly e ective self-care training. Conversely the lowest scores reported were
in not e ective or low e ective self-care training. This clearly demonstrates that highly e ective self-ce
training has a protective e ect, improving STS by 7.6%, CS by 9.8% and reducing burnout by 13.7%. Of
concern however are the scores for not e ective / low e ective self-care training, which shows a detrim
e ect thought increasing STS by 5.8%, Compassion Satisfaction reduces by 4.4% and increases Burn
an enormous 30.6%. The importance of this nding cannot be understated. No other training reported «
this study has this impact in either direction or magnitude. This nding underpins the importance of self:
training as the prime strategy that individuals and schools can use to simultaneously mitigate against n
STS, but to improve their compassion satisfaction and reduce their burnout.

Further, it is worth noting that the absence of self-care training resulted in poorer than the average score:
three areas. Self-care training allows the educator to manage themselves and gives permission for then
their health and wellbeing at the centre before assisting others.

9.8%

-13.7%
-4.4%

7.6% I_I 30.6%

5.8%
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Collaborating with families and professionals training

Highly e ective training on collaborating with families and professionals is the next most impactful \
improvements for educators in their STS by 4.8%, CS by 9% and BO by almost 10%, as shown in the
below. This type of training improves the educator’s ability to assist students impacted by trauma by le:
about and understanding the strategies they can use to successfully collaborate with families (a key relati
for an educator) and professionals who can advise on the best ways forward for students and o er sup
providing specialised care or assistance. This is important as ndings in the study reported in the com
section discovered clear evidence that there is signi cant distress for educators when students are in fe
that are experiencing domestic violence, poverty, physical and sexual abuse and they are unable to help

Just like with self-care training, participants who have completed training, but rated it as not helpful or Ic

its e ectiveness report worse scores on all three measures than those who have done no training in thi
This group’s STS score is 5.2% worse than the no training group, CS is 3.3% lower, and Burnout is 5.0%

9.0%

-3.3%

-4.8% | | -9.7%

5.2% 5.0%
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Supporting teachers with trauma training

The graph below shows the impact of professional learning in Supporting teachers with Trauma demon
some interesting ndings. In highly e ective training, STS remains the same as no training, CS increases b
and burnout by 2.5%.

Consistent with other training evaluated here, participants who have done training that is rated as not e ec
low e ective report worse scores for STS, by 5.9%, CS, by 3.8%, and BO, by 5% over those with no train

2.1%

-3.8% -2.5%
0% | | ]

5.0%

5.9%
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Trauma Informed Practice training

Trauma Informed Practice training informs the educator of the impact of trauma on the students and the rest
impact on their ability to learn. The importance of this training as a key piece of professional develor
cannot be understated. TIP training is essential PL for educators to understand their students with traum
the impact this has to their learning.

The data in the graph below shows the impacts of this training on the educators. Pleasingly, highly e ¢
training increases Compassion Satisfaction by 6.4% and reduces Burnout by 5.4% over no training, alt
there was no impact to STS. These gains in Compassion Satisfaction and Burnout are positive. It is likely 1
has the greatest bene t to the students themselves over the Educator.

No or low e ective training demonstrates increases in STS by 12.5% (the largest detriment in this st
decreases in CS by 4.6% and increases BO by 9.8% over no training at all. All three measures get wor
poor training.

6.4%

-4.5%
0% | |

12.5% 9.8%

-5.4%
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Adopting Trauma Informed Practice at School training

Adopting a trauma informed approach across all a whole school makes sense. It is something that can
consistency for all concerned and overall improve the experience for the students and their families. As sh
in the graph below, for the educator, highly e ective training in this area improves their burnout by 7.2%,
compassion satisfaction by 6.6%, but has only a small reduction to their STS at 0.4% compared to no ftr:
This indicates that while there are bene ts to the educator, it is not to their STS speci cally. Not helpful or
e ective training shows detrimental impacts over no training for the educator in STS by 8.7%, CS by 5.9%
BO by 7.6%. This is in keeping with other types of training analysed.

6.7%

-5.9%

-0.29 | \
0.2% 7204

7.6%

R B
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Proportion of survey respondents in each category of e ectiven

The data presented in the graph below reveals signi cant inconsistencies in the accessibility and per
e ectiveness of training received across the di erent types of professional learning, with strong variatior
percentage numbers across the ve areas of training.

Nearly half (47.8%) of respondents reported receiving highly e ective training in TIP, suggesting that w
training is appropriately designed and delivered, it can yield strong outcomes. However, this is counterba
by the 13.3% who indicated they had received no TIP training and a further 13.3% who reported that the tr
they received was not helpful. This means more than a quarter of respondents may be working without ad
skills in dealing with children presenting with trauma.

Within schools that have adopted Trauma Informed Practice, 42.6% of participants reported highly e ec
training. Yet, a concerning 18.7% had received no training at all, and 14.3% found the training they did r
was ine ective.

Support for educators with trauma also appears insu cient. Over one-third (34.4%) of respondents repor
no training in this area, while only 27.1% rated their training as highly e ective.

Training in collaborating with families and professionals was found to be highly e ective by just 30.6
respondents. Meanwhile, 27.1% reported receiving no training in this area, and 18.1% found existing |
ine ective.
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Overall, the data suggest a fragmented professional development landscape, where the availability and
of training varies considerably across areas. While some educators are bene ting from high-quality profes
learning, a substantial proportion are either untrained or report that existing training fails to meet their ne

For all these forms of training, most respondents have been categorised in the ‘highly e ective’ catego
almost double that in the poor or low e ective categories. This is excellent news, as it means that mc
the providers in these spaces are providing good training. This was also borne out in the interviews, wit
participants reporting on the usefulness of the training they had received.

The notable and unfortunate exception is in Self Care. Self-care training was rated highly e ective by
28.8% of respondents, while 27.1% found it unhelpful and 20.2% had received no training in this area. Th
only a 1.7% di erence between the amount of people who have received ine ective training (scoring 1 or
of 5) and people who have highly e ective training. This indicates there is a lot of self-care PL being deli
that does not meet the quality standards required for it to have a positive impact on educators. Givel
well-documented risks of Burnout and Secondary Traumatic Stress in educators, this shortfall warrants
attention.
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COPING WITH TRAUMA

Coping explores people’s capacity to manage their thoughts and emotions about the impact of trauma
the survey, we asked people to rate on a scale of 1 to 7 their capability in Coping with trauma. As illustrat
the graph below, educators rated their ability to “Not be critical of myself about what happened”, resultil
in 51.7% of respondents answering that they were capable (5-7), with 29.4% rating themselves low (1-

this capability.

Self-rating about not being critical of self about what happened

B 1 = Not capable at all ® 7 = Totally capable

Being able to manage emotions is an important aspect of coping with trauma. As illustrated below, educs
rated their ability to “Deal with my emotions (anger, sadness, depression, anxiety) since | experienced
trauma.” 73% of respondents answered that they were capable (5-7), with 10.1% rating themselves low

in this capability.

Self-rating about capability in dealing with emotions following trauma

B 1 = Not capable at all ® 7 = Totally capable



Similar to the previous question, controlling thoughts is another aspect of Coping capability. As illustrate:
the graph below, educators rated their ability to “Control thoughts about the trauma” resulting in 67.4%
respondents answering that they were capable (5-7), with 15.7% rating themselves low (1-3) in this capal

Self-rating about capability in controlling thoughts

B 1 = Not capable at all | 7 = Totally capable

A further aspect of Coping is related to distressing dreams and images. As illustrated below, educators |
their ability to “Manage distressing dreams and images” resulting in 69.1% of respondents answering
they were capable (5-7), with 15.3% rating themselves low (1-3) in this capability.

Self-rating about capability in managing distressing dreams and images

B 1 = Not capable at all & 7 = Totally capable

I nd myself worrying about how | can help my students even when | am home with my own family and
children. Sometimes | nd getting to sleep hard as | am trying to think of what | can do with them the next

day or next scenarid.J




Interviews - Coping

The word clouds were developed after NVivo analysis of the interviews. They put together the most frequently used words in the
on certain topics. Words of under six letters have not been included.

The word cloud on Coping draws from interviewees experiences in education where they have personall
strategies that work for them when faced with impactful trauma situations. These include the ability to keep
be positive, re ect on the situation, seek support and remaining helpful.

Some interviewees commented on their experience in building coping skills and others found it hard to
noted in these comments:

54

e

e

“l guess it's just something you carry with you all of the time and you've got to nd a way of copi
think a way of, | talk a lot about processing stu and working out what you're responsible and wh:
responsible for. I nd having a good support network at school is important so that you're debrie ng
risk and things like that.”

“I do debrief with colleagues or chat with family, friends or my husband who if | need that space to te
through, | will talk it out...I like to spend my time in my car sort of debrie ng in my own head, | supp
strategies, what's been the impact, what can | in uence, what are my next steps so | can stay witt
of control, so to speak, of what | can in uence and what | can’t. So that has de nitely helped.”

“I've been doing a lot of reading on trauma and di erent stu just so that you can put it in perspec
the kids might be feeling and how best to support them...there’s research around the importance o
but then there’s also research around body work. And so I've done a lot with body work to help m:
it, so it's not holding it.”

“We just go around and talk about any issues that day. We always try and discuss what were the p
Which kids did well today comparatively or stayed away from trouble despite it being all around t
really well to ignore things. And it's the positives. We go through all the positives and then we ju:
any issues, particularly if anyone was kicked in the shins or hit, and we record that sort of stu . An
rationale obviously for that sort of thing is to get it o your chest so that you don't take it home.”
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EMOTIONAL WORK DEMANDS

Work in education can be emotionally demanding due to behavioural issues,
con ict, distress and other factors. We asked questions relating to the 8/ 1 O
frequency of Emotional Work Demands. For the question, “My work puts

me in emotionally disturbing situations”, 46.1% of educators assessed this‘MY WORK PUTS ME

as ‘often’ or ‘always’. IN EMOTIONALLY
DISTURBING
. _ _ SITUATIONS” AT LEAST
Another question referred to the extent that the work is emotionally SOMETIMES

demanding. An overwhelming 75.3% of educators thought this was true to
a large or very large extent.

There is no doubt that Emotional Work Demands in education are high, 8 1/ 1 O
which means that the ability to cope with these demands, to recover .
e ectively from them, be supported and mitigate risks, are all critical in

sustaining roles in education. MY WORK IS

EMOTIONALLY
DEMANDING” TO A
LARGE / VERY LARGE

| nd my work emotionally demanding. EXTENT
Very small Small Somewhat Large Very large

extent extent extent extent

2.7% 5.2% 43.4%

My work puts me in emotionally disturbing situations.

Never Seldom Sometimes Often Always

6.0% 13.6% 10.7%

I am young and new to the role. My degree didn’t prepare me for all the emotional distress that comes with
teaching. | like to work hard and I like to make a di erence but working with kids who have experienced

trauma is so much harder than I thoudt.
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MENTAL HEALTH RISK

We measured Mental Health Risk with the K10 measure (Kessler et al, 6 8 3%

2002), also used by Beyond Blue and the Australian Bureau of Statistics.

As illustrated below, when compared to the Australian population, more TIRED OUT FOR NO
educators are in the moderate and high Mental Health Risk category and REASON MOST OR

are signi cantly lower in the low Mental Health Risk. As a group compared
to the Australian population, an educator’'s Mental Health Risk is much

ALL THE TIME

worse. This is a disturbing nding as it raises concerns about sustainability
and likelihood of staying in the role, as well as how well educators may be
performing at work while su ering from mental health conditions and the
possible impact that may have on school culture.

k£ working in a Support Unit with multiple students with mental health ‘b::
diagnoses is very challenging. | am currently seeing a psychologist for
Burnout, including compassion fatigue. This is not the kind of teacher

that | ever wanted to be, but the 17 years of working with students with ’
emotional dysregulation, violent tendencies and own trauma comes with ‘b

N

a lot of extra pressure and stregé ‘b’,

\

Low Risk
43.9%

Moderate Risk
38.5%

High Risk
14.9%

Very High Risk
2.7%



RECOVERY

Recovery is essential for people in stressful jobs. In our survey, we measured four aspects of recovery:

R OH

DETACHMENT RELAXATION MASTERY
Doing something that  Doing something that Undertaking Deciding your own
takes your attention calms you down and something that schedule, and having
away from the stress.  puts you in a state of intellectually autonomy over your
relaxation. challenges you. time.

Detachment

In relation to Detachment, one of the questions was “I don’t think about work at all’. As illustrated belo
only 16.1% of educators agreed with this statement. Most (70.7% of educators) said they could not de
from work at the end of the day. The ability to detach and create clear boundaries between work and h

is essential for educators’ sustainability in their roles.

| don't think about work at all
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Relaxation
In relation to Relaxation, one of the questions was “| take time for leisure”. As illustrated below, a stri

72.8% of educators agreed with this statement. However, a signi cant minority of 15.9% disagreed. Ta
regular time for relaxation and leisure is also critical for the sustainability of educators in their roles.

| take time for leisure

Mastery

In relation to Mastery, one of the questions was “I do things that challenge me”. As illustrated below
strong 60.6% of educators agreed with this statement. However, a signi cant minority of 17.7% disagre
Undertaking activities outside work such as hobbies and interests that take our full attention, are enjoyzs

and we look forward to, are an important aspect of Recovery.

I do things that challenge me



The nal aspect of Recovery relates to Control over our time. One of the questions was “I determ
for myself how | will spend my time.” As illustrated below, 63% of educators agreed with this statemn
However, a signi cant minority of 18.5% disagreed. It is important for Recovery that we have a sense
we are in control of our own time.

| determine how | will spend my time

There seems to be a consistent 15-18% of respondents that have answered they are unable to recover
of these four areas. While not a large amount, the consistency of this result indicates that there are <
educators that have weak recovery techniques which may result in Burnout and impact long term viabil
their roles.

| would’ve answered this very di erently 15 years ago. | have learned to deal with issues from work and
accept the way the system operates rather than try to improve it. My energy now goes into raising my own
children and | show up to work and do an exceptional job every day - however | am completely detached in

order to survive into my 21st ye’a’.
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Interviews - Recovery

The word clouds were developed after NVivo analysis of the interviews. They put together the most frequently used words in the
on certain topics. Words of under six letters have not been included.

The Recovery word cloud sees time outside of school exercising, spending time connecting with friends ar
enjoying holidays and weekends in other activities such as gardening, reading and playing. It can involve r
co ee and relaxation, time in nature, walking, running, swimming, sporting activities, and undertaking hobk

Interviewees discussed restorative activities and walking amongst other options:

60

e

“My experience helps me know what I'm kind of needing to do in situations and that means | take
still do have to reset and go home and exercise and think positive thoughts...I've got di erent tec
and I've got resources and things, but it's actually just a little, it's good feedback for me to not ignc
if 'm having this distress in the night, | need to do more...| like to do self-development and re ectic
about taking time for myself.”

“I've started back into walking and walking every day, and | tend to not be able to focus on work w
that. For some reason, my brain does sort of switch on to something else, which is good enough, t:
to take in the environment and just be present with my surroundings as opposed to be thinking at
so forth...It's when | fall by the wayside and | don’t t those things in, that's when | start to, stress ste
And so that's one of the things I'm really, really sort of staying on top now is to make sure that
hour of me time and also I've got some wellness apps now...In the mornings for 10 minutes, eigh
breathing throughout the day. I've got these apps that | do that at least once a day now in my work
nice...Every day there is something that | do that's my exercise plus mindfulness once a week. The
that | usually do on a Saturday morning, I've put that into place where | go and do my gym and th
have a co ee, and then | proceed onto other nice things that | can do for myself. And then once a m
this into place where | clear my calendar completely and | do something that Ills my cup.”
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Interviews - Detachment

The word clouds were developed after NVivo analysis of the interviews. They put together the most frequently used words in the
on certain topics. Words of under six letters have not been included.

In understanding Detachment, the word cloud indicates interviewees focus on family, and are able to sepat
trauma and switch o work partly through creating boundaries and drawing on support mechanisms. Some
learned behaviour to disconnect and detach including during weekends and holidays, but also involves bei
in the moment with family and others outside of work.

The interviewees comments focused on these issues, but also the struggle in being able to detach e ective

L

e

“I try to invest as much time as | possibly can in my own kids outside of work as well. So just ¢
time with them while they’re around and that sort of thing. And | have a bit of a kind of thing that
guarantees in life either, that we do just have to really cherish each day as it comes...And | try to li
to separate as much as possible. And | also, | try to be judicious about taking work home.”

“Before | became an educator, | was a rst responder for ve years...So for my own mental health
mental health of my family, | developed the strategies when | was working as a rst responder to n
home...There are still days where despite best e orts, you bring things home. However, because r
special ed teacher and we have a half an hour, 40 minute drive to get home, we might just take a
drive to get home so we can debrief outside of the home environment...Whilst my wife and | are g
work, at work, | do have a hard time switching o my own brain and stop thinking about it.”

“I think 1 walk away a lot and go, oh, did | say the right thing? Should | have done more? Could | ha
So switching o from the job is really di cult...I'm getting better at it with the support of EAP and thin
there’s only so much | can do and then | have to let it go. It's really di cult sometimes when kids tell
want to go home tonight, I'm scared to go home. We have to put in a safety plan for them and a ris}
and decide whether it's safe for them to go home. And usually it is, but you can'’t tell the child that
feel. It's awful. So then sometimes you go home and think about those.”

“I do have trouble separating the kids’ trauma from my own. So a lot of my, | don’t even know what a
are really. | mean, | know some of them, but sometimes something will come up and it will really hit
then I'll get all of those, not memories. I've got massive memory gaps, but I'll get all of those em
bubbling up out of nowhere...And the more tired | am, the harder it is to do that. If I'm less tired, I'\
energy to go and do something else. But if 'm exhausted, | don’t have the energy to pull myself ou



RUMINATION

Rumination has a signi cant negative impact on overall wellbeing. High 0
levels of Rumination a ect people’s sleep, their ability to connect with 5 3 /O

others, mood and level of Burnout.
REPLAY NEGATIVE WORK

o : : EVENTS IN THEIR MINDS
In response to the question “You replay negative work events in YOWK/en AFTER LEAVING WORK

mind even after you leave work” as illustrated in graph below, 53% of OFTEN/VERY OFTEN
educators felt this occurred often or very often. If we then add in those
who responded ‘sometimes’ this gure increases to an overwhelming
87.1%.

Finding strategies to minimise Rumination, such as debrie ng and 8 - 7/ 1 O

re ective practice are critical in minimising the negative impacts of REPLAY NEGATIVE WORK
Rumination. EVENTS IN THEIR MINDS
EVEN AFTER LEAVING WORK
AT LEAST SOMETIMES

Extent of replaying negative work events in your mind after work

Ex-Primary school teacher, now working as an administrator in schools. My previous role often lead me

to work with students who were experiencing neglect and various forms of physical abuse. Providing a

safe place for them, at school, was a priority, however it was hard letting them go home at the end of

the day, not knowing what may come... | lost sleep, would be more tearful and eventually left teaching

because | carried too many of my students in my heart and mind (amongst other’raasons).




Interviews - Rumination

The word clouds were developed after NVivo analysis of the interviews. They put together the most frequently used words in the
on certain topics. Words of under six letters have not been included.

This word cloud shows negative re ection that is triggered by problems and incidents with students, pare
others. It can be constant and a ect some people physically and mentally, often involves emotions and mul
issues, mistakes and tricky situations. Some overthink this while others seek to do journalling, debrie ng, o
or running to work through it.

Interviewee comments attest to patterns of rumination and problems with sleep and dreams:
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“I think | walk away a lot and go, oh, did | say the right thing? Should | have done more? Could | ha
So switching o from the job is really di cult. I'll jump into bed at night and go. And that's when the
comes, and that's when | can be quite self-critical and go, is that enough? Are we doing enough f
Should we be doing more? Should we be trying this? The rumination starts to begin.”

“I had this big meeting just recently was actually only last week with DCP, and they told me that the
to remove the child in my class. | found that | have this running conversation in my head about wha
done better? How can | do things? And then | nd that I'm dreaming about it as well. So | do nd tl
let go. Initially, | feel like the school holidays and not being at work has really helped currently at tt
last week, | think | dreamt about it for three days straight.”

“I do ruminate about a lot of things and then | have to really pull my head in and say, this is out of
You can only control the way you behave and not how other people behave, and take it and try anc
a box like that...one of the fallouts from my trauma would be injustice. Why do they get away with
there was a lot of injustice around this suicide. And | fought for a long time to try and put things ri
learned to say, this is out of my control. | can only control my behaviour. And that's quite often witt
members and their antics and their attitudes and things like that.”
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LIKELIHOOD OF RESIGNING

In terms of how likely people are to leave their role, as indicated in the 3 7 3)/
graph below, a concerning 37.3% of educators indicated that they were . 0

extremely or somewhat likely to leave the profession, with an additional

18.2% undecided. If these educators actually did resign from the professionSOMEWHAT/EXTREMELY
; ; LIKELY TO LEAVE THE
then the entire system would really struggle to function. ROLE AS A RESULT
OF STRESSFUL WORK
EXPERIENCES

How likely are you to resign from your job as a result of stressful work experiences?

11 I have been working as a coordinator for the past 2 years. On a daily basis | deal with wellbeing
issues. | no longer wish to be a teacher anymore and have asked my Principal for a year o to try
something di erent. | am very good at my job, however | hate coming home and | don’t want to speak
to my children or husband. | have changed as a person so | have no option but to leave. This position
has consumed my life and it has to stop or | feel as though my physical health will su er and my mental

health will get worsd.]
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Interviews - Likelihood of Resigning

The word clouds were developed after NVivo analysis of the interviews. They put together the most frequently used words in the
on certain topics. Words of under six letters have not been included.

The Turnover word cloud shows the need for support around stress and burnout in the job, with interviewee
at other career options and opportunities, retirement or otherwise resigning and leaving the job. Issues
health, trauma and decisions to leave were prominent, as was re-training and looking for change and oth
pathways to move into.

Some of these experiences are described in the following interview extracts:

e

L

“I'll probably do this for another couple of years and then my plans are to head overseas...And the
a much better opinion of teachers in all areas over there. There is de nitely a more supportive fac
parents, with families, with the school support sta . It's de nitely a completely di erent culture, the
Yeah, it's a lot of work, but I'm okay with a lot of work as long as you come out feeling that you're \

“I've probably noticed more and more how all encompassing it is and you sit there and go, can | k
until I'm 607 Can | keep doing this till 'm 55? | still love it, but I'm 42. Can | keep doing this for a
years? And a lot of the issues you face are student behavioural problems and they weigh you dov
do so much of trying to support the sta through those behavioural challenges. But the behaviour:
are getting worse and worse through no fault of the kids, it's just society’s more complex.”

“The kids are way more complex. They seem to be more complex than they've ever been and the
be less support and less recognition that that is what's happening. So less money, less support, le
of everything, but complexity is increased...So I've considered retraining as an OT, which is still
again, and you can choose your clients and | know that sounds terrible, but it’s like you don’t have t
really complex kids and families.”

“I don't think realistically it's something that I'll do for a long time yet I'm more likely to move into sor
would love to get into university lecturing and start supporting our early career teachers and things
it's so hard to break into and get consistent work in that sort of thing. | think that's something we ne
as a system too, that we are not, we’re not preparing our teachers well enough.”






DIFFERENCES BASED ON ROLE

In relation to education work roles, there are some di erences.
Levels of STS were highest in the leadership positions in a school
(Principal, AP, DP), followed by teachers and then other roles in
the school.

Highest levels of Compassion Satisfaction were seen in Principals
and Educational Assistants, followed by Assistant/Deputy Principals,
the lowest was teachers.

In terms of Burnout, Teachers and Assistant/Deputy Principals were
highest, followed by Principals.

Exposure to Secondary Trauma is signi cantly higher in Principals,
followed by Counsellors/Wellbeing Coordinators and Assistant/
Deputy Principals, with Teachers signi cantly lower.

Ability to cope with Secondary Trauma was lowest in Teachers
compared to the other roles.

Emotional work demands are highest in Principals followed by
Counsellors/Wellbeing  Coordinators and  Assistant/Deputy
Principals, with Teachers lower.

Mental Health Risk is greatest in Teachers, followed by Assistant/
Deputy Principals and then Principals.

Rumination is highest in Principals and Assistant/Deputy Principals
followed by Teachers.

Likelihood of Resigning is highest in Teachers and Leaders.
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DIFFERENCES BASED ON SCHOOL TYPE

68

In terms of school type, a strong pattern emerged that showed educators in Special Education within
Mainstream Schools faced more signi cant challenges and negative impacts.

Special Education within Mainstream Schools have the highest levels of Secondary Traumatic Stres
(3.6% higher than Special Education Schools and 9% higher than Mainstream Schools).

They also recorded the highest levels of Burnout, Emotional Work Demands, Mental Health Risk, Impact
of Personal History of Trauma, and Exposure to Secondary Trauma.

Special Education Schools were second highest in STS, Impact of Personal History of Trauma, an
Exposure to Secondary Trauma.

These results show that people within Special Education are struggling more than Mainstream schools.

In terms of other di erences, Secondary Schools experience more Personal History of Trauma and have
the highest Likelihood of Resigning.

Combined School (K-12 or P-12)

Special School

Special Education Within Mainstream School
Early Childhood Centre

Other
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DIFFERENCES BASED ON AGE

69

As a demographic, age did not have a huge impact on most of the variables we measured and those tt
did show an impact tended to be subtle. There wasn’t a signi cant impact of age on STS.

Compassion Satisfaction, training in trauma informed practice, ability to cope with Secondary Trauma
showed a slight trend to increase as the individual became older. Exposure to Secondary Trauma al
increases with age but drops o after the age of 60+. A similar relationship was seen with levels of
support as it occurred in the opposite direction, whereas levels of support decrease with age.

In terms of age, Burnout peaks in the 30’s and 40’s and then drops after 60 years old. This is most likely
a ected by lifestyle factors, as in the 30’s and 40’s age groups, there is a high level of family pressure
with raising children, whereas people over 60 are starting to think about retirement and focus on things
that are important to them. A similar pattern was seen with Likelihood of Resigning. The most at risk of
this were in the 30-39 year range and lowest risk was in the 60+ category.

Personal History of Trauma and the Impact of this trauma was highest in the 50 plus and 60 plus groups
Recovery levels are best in 60+ age group, as well as Rumination scores.

Emotional Work Demands were the highest in the 40 to 50 age group and the 50 to 60 age group. After
60 years of age it is lower. The 18 — 29 years group scored the lowest scores.

A pattern emerged showing that the older the respondents get the lower their Mental Health Risk. Sta
in schools between 18 — 29 years of age scored the highest in terms of Mental Health Risk.

Age didn’t have a huge impact on desire to leave. The group with the lowest scores was the 60 plus grot
This is most likely due to the fact that they are getting nearer to retirement so would stay to retire rather
than resign.
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DIFFERENCES BASED ON GENDER

Interestingly, there was very little di erence between genders.

One di erence we saw was that STS was slightly lower in males than females.
We also saw that women have experienced signi cantly more direct trauma than
males, and the impact of that trauma was more signi cant on them. Males were

also subjected to less Secondary Trauma and they had more training in the area of
trauma.

DIFFERENCES BASED ON GEOGRAPHY

When comparing rural/remote schools, regional schools and metro scho
we saw a very clear pattern emerge in many of the variables we measure

The pattern is that rural and remote schools have more challenges then
regional schools who in turn have more challenges than the metro sch
group. STS, Burnout, Exposure to Secondary Trauma, Mental Health Ri
Rumination and Likelihood of Resigning was the highest in rural/remo
schools followed by regional schools and were lowest in metro schools.

Regional
Trauma informed practice training is slightly higher in rural areas, with
di erence between regional and metro areas. In terms of Emotional Wol
Demands, remote schools scored the highest followed by regional and me
with the same scores.

Metro
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DIFFERENCES BASED ON EXPERIENCE
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When it came to experience in education we saw a pattern emerge over many variables. Exposure
Secondary Trauma, trauma informed practice training, Rumination, Emotional Work Demands, Persor
Trauma History and its Impact, all showed a pattern where they rise with an increase in experience. -
nding suggests that there may be a cumulative e ect of work stress in the roles of educators.

When it comes to Recovery and Support, the highest scores were in the 0-2 years experience group, W
the other levels of experience not varying signi cantly from each other.

Burnout levels were lowest in the 0-2 years and the 3-5 years group, however it then plateaus for the re
of the experience levels. Likelihood of Resigning follows the same pattern.

Both ability to Cope with trauma and Compassion Satisfaction were highest in the 21 years experier
group. STS was lowest in people with 0-2 years’ experience and 3 to 5 years’ experience and was high
people with 16-20 years and 21 years plus experience.

In terms of Mental Health Risk there was no signi cant relationship between that variable and level
experience.
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FINDINGS FROM CORRELATIONS

We used the SPSS statistical package to run correlations between the variables used in the survey. We
categorise the variables into two categories plus the assessment of sub-variables.

Rumination
Mental Health Risk

Likelihood of Resigning

INDEPENDENT VARIABLES SUB- VARIABLES
Personal Trauma History Burnout
Impact of Personal Trauma History Engagement
Exposure to Secondary Trauma Detachment
Emotional Work Demands Relaxation
Secondary Traumatic Stress Mastery
Compassion Satisfaction Control
Burnout + Lack of Engagement Supervisor Support
Support Other Support
Trauma Training Family Support
Coping
Recovery
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WHAT IS DRIVING POOR OUTCOMES

The correlation of variables showed signi cant positive or negative relationships between most of the vari
However, the strength of these correlated relationships between the variables di ered markedly. The t:
below shows the relationship of key independent variables with outcome variables.

Key correlations on outcome variables

Rumination Mental Health Risk  Likelihood of resigni
Secondary Traumatic Stress 0.612*** 0.653*** 0.412%**
Burnout 0.611*** 0.712*** 0.564***
Exposure to trauma at work 0.359*** 0.324%** 0.207***
Emotional Work Demands 0.543*** 0.420*** 0.333***

Note: **p<.001

The outcome variables that we have chosen to focus on are Rumination, Mental Health Risk and Likelihc
Resigning. Obviously these three variables have a huge impact on the wellbeing, performance and engag
of sta in schools. Rumination is strongly correlated with Mental Health Risk and Likelihood of Resigning

The table above shows that Secondary Traumatic Stress, Emotional Work Demands and Burnout ar
variables which have strong correlations with Rumination, Mental Health Risk and Likelihood of Resignir

In addition, Exposure to Secondary Trauma at work showed a moderately strong relationship with the
outcome variables. What this means is how an educator processes the Secondary Trauma as measurec
is more important than how much Secondary Trauma they are exposed to.

An interesting nding is that an individual’s Personal Trauma History (direct trauma that has happened t:
individual) isn’t strongly correlated with the three outcome variables. When we look at the impact of tt
Personal Trauma History, it has a slightly stronger relationship with the 3 outcome variables (in partic
Mental Health Risk) but not nearly as strong as STS, Emotional Work Demands and Burnout. In other we
Personal Trauma History itself has a weak/moderate relationship to Mental Health Risk, Rumination
Likelihood of Resigning. It's not the trauma that has happened to the educator in the past that has the big
impact, it's the trauma that is happening to other people in the school.

Moreover, Personal Trauma History is weakly correlated with Burnout, whereas STS, Emotional Work Den
and Burnout are strongly correlated with each other. Exposure to Secondary Trauma is moderately corre
with Burnout. Once again this supports the message that it's not the Exposure to the Secondary Trauma
is most important but rather how people process it internally.



MITIGATING FACTORS

We measured a range of factors that we hypothesized would mitigate the impact of trauma on the outc
variables, which are Compassion Satisfaction, Support, Coping, Trauma Training and Recovery. The corr
relationship shown between these variables and the outcome variables are shown in the table below.

Key correlations on mitigating variables

Rumination Mental Health Risk  Likelihood of Resigni
Compassion Satisfaction -0.287*** -0.422%** -0.400***
Support -0.300*** -0.375%** -0.301%+*
Coping -0.439%** -0.583%+* -0.346%**
Trauma Training -0.134*** -0.156%** -0.176%**
Recovery -0.499*** -0.512*** -.0307***

Note: **p<.001

The table shows that Recovery and Coping factors have the strongest, negative correlation with Rumine
Mental Health Risk, and Likelihood of Resigning.

As discussed earlier, the Recovery variable is made up of four factors: Detachment; Relaxation; Mastery
Control.

When you separate out the elements of Recovery you see the following patterns:

» Detachment has a strong negative correlation with Rumination (-0.508), Mental Health Risk (-0.347)
and a negative and moderate correlation with Likelihood of Resigning (-0.226)

* Relaxation has a strong negative correlation with Rumination (-0.408), Mental Health Risk (-0.476)
and a negative and moderate correlation with Likelihood of Resigning (-0.263).

* Mastery has negative and moderate correlations with rumination (-0.279), Mental Health Risk (-0.341
and negative and moderate correlation with Likelihood of Resigning (-0.216).

» Control has negative and strong correlations with rumination (-0.376), Mental Health Risk (-0.472), an
negative and moderate correlation with Likelihood of Resigning (-0.270).
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Coping looks at an individual’s ability to manage their emotions and cognition, which enables people to r
events overwhelm them and have a negative impact. Factors that make up Coping are emotional regul
self-compassion, being optimistic, giving support to others and asking for and receiving help from c
people. Coping is strongly and negatively correlated with Rumination (-0.439), Mental Health Risk (-0.58:
and moderately correlated with Likelihood of Resigning (-0.346).

Compassion Satisfaction is moderately and negatively correlated with Mental Health Risk (-0.42:
Rumination (-0.287) and Likelihood of Resigning (-0.346). It appears that when individuals feel a great dec
satisfaction from helping other people, it has a protective e ect on Rumination and from Mental Health R
and Likelihood of Resigning. Compassion Satisfaction is also negatively and strongly correlated with Bu

However, Trauma Training is weakly and negatively correlated with Rumination (-1.34), Mental Health
(-1.56), and Likelihood of Resigning (-0.176). While Trauma Training helps the educator to manage the stt
more e ectively, it does not help them manage their own wellbeing or support the wellbeing of their peer

Support is moderately and negatively correlated with Mental Health Risk (-0.375), Rumination (-0.300) an
Likelihood of Resigning (-0.301).

The correlations relating to Support are quite illuminative. In terms of Rumination, it appears that Supen
Support (-0.297) has a more powerful relationship than support from other roles in the school (-0.245)
Family Support (-0.142).

When looking at Mental Health Risk, Supervisor Support and other people in the school has a sir
relationship (-0.316 and -0.317 respectively), while Family Support is a little weaker with -0.237.

Finally, for Likelihood of Resigning, Supervisor Support has a stronger relationship (-0.311) than with c
people in the school (-0.246) and Family Support (-0.123).

rhm, SUPPORT
MITIGATING
& COPING
FACTORS @
% TRAUMA TRAINING
[o]
»
RECOVERY
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NORMATIVE DATA

Our results show (page 67) that over 25% of educators in Australia have high levels of Burnout and !
which is concerning. While the results for Burnout are consistent with research done in Australia for m.

78

years now, the ndings for STS are signi cant, adding to a greater understanding of the current state
educators’ mental health and wellbeing.

While the current ndings demonstrate a clear impact of the exposure to STS on Australian educators,
still a relatively new nding in the literature. Traditionally, STS is associated with professions such as ¢
work or psychology, but not in educators. We have reviewed the literature for normative data comparis
to gain some insight as to how Australian educators fare against other professions.

There is data available for comparison on the following areas:
I) Compassion Satisfaction,
ii) Secondary Traumatic Stress and

iif) Burnout.

Compassion Fatigue is made up of Burnout and STS.

Secondary Trauma Stress

Secondary Traumatic Stress is the
emotional duress that results when an
individual hears about the rsthand
trauma experiences of another.

Burnout

Job burnout is a special type of work-
related stress — a state of physical or
emotional exhaustion that also involves
a sense of reduced accomplishment
and loss of personal identity.

v

COMPASSION FATIGUE

Compassion Fatigue is a term that
describes the physical, emotional,
and psychological impact of helping
others — often through experiences

of stress or trauma. Stamm (2010), g -

conceptualised Compassion Fatigue
as a combination of Secondary
Trauma and Burnout.

COMPASSION SATISFACTION

Compassion Satisfaction is the pleasure
and satisfying feeling that comes from
helping others. Compassion has been
de ned in terms of “awareness of the
su ering of another coupled with the
wish to relieve it” (Figley & Ludick,
2017, p. 574), and as “a kind of focused,
action-oriented empathy” (p. 574).
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Means and Ranges for PROQOL

The mean score for Compassion Satisfaction in Australian educators is 39.8, for Burnout is 27.4 and
Secondary Traumatic Stress is 27.1. However, mean scores are not always representative of what is hap
So, in the gure below, we have calculated the percentage of educators that sit in the low, medium and

categories for each sub-construct.

PROQOL Results for Australian Educators

The gure above shows that 27.7% of educators surveyed are in the high range for Burnout, 28.3% are in
high range for STS and 26.8% are in the high range for Compassion Satisfaction. The consistent percen
in the high range for Burnout is not surprising, but disappointing given the wealth of research done identify
this as a problem. However, as there have been so few studies into STS, we reviewed this data in comp
to other professions for reference.

We compared the scores of educators in this survey with other comparable professions such as nurses,
workers and bereavement professionals (De La Rosa, 2018). We saw some interesting ndings.
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Compassion Satisfaction

The Compassion Satisfaction mean scores of educators were comparable to all of these other grc
suggesting that all groups feel that they make a genuine impact on the people they work with and help.

Normative Scores for di erent professions - Compassion Satisfaction
Adapted from data report by De La Rosa et al (2018)

Burnout

However, when we examined Burnout scores, educators in our study showed signi cantly higher scores
the other professions. Given the wealth of research in this area, it is concerning to see the sheer size
percentages. Notably, the same traumatic bereavement professionals have 40% lower Burnout levels
clinical social workers also score 46% lower.

Normative Scores for di erent professions - Burnout
Adapted from data report by De La Rosa et al (2018)
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Secondary Traumatic Stress

In reviewing the data for STS, we sourced studies that had measured STS, as opposed to Compassion F
due to a change in PROQOL itself. We located three comparative professions in recent studies. Patr
and Bensley (2024) found similar results to ours in a smaller sample size of Australian teachers (n=3
The STS score of Educators was 21% higher than Australian Psychologists (Hegarty and Buchanan, -
23% higher than Mental Health Nurses (Lenz, Smith & Meegan, 2024) and 34% higher than Queensla
Ambulance Service Paramedics (Shakespeare-Finch, 2014). This is a key and novel nding. It indicates
there is something in the education setting that results in a signi cant accumulation of STS, that begins \
exposure.

Itis possible to hypothesise that educators have a longer term and almost daily relationship with their stud
seeing them more frequently than in other professions. It's also likely that while other professions, suc
mental health workers, social workers and psychologists frequently experience STS, they are not req
to achieve academic goals in addition to managing the students’ resulting behaviour from their trauma
are not usually in a group setting such as a classroom. It is also likely that there is greater recognitior
understanding of STS in these professions, which is not as present in education.

Normative Scores for di erent professions - Secondary Traumatic Stress
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Model explaining the deeper impact of Exposure to Secondary Tra

This is a preliminary model that represents the strongest statistical explanation for the impact of Expc
to Secondary Trauma. It explains with the greatest statistical validity the relationships between Expost
Secondary Trauma and the other variables in the study. Exposure to Secondary Trauma includes not o
knowledge of what has happened to a student through disclosure, observation or reading of reports,
also managing the resultant student behaviour that comes from the trauma. While our correlations show
Exposure at work is moderately correlated with STS, we know that for STS to occur there has to be expos

Mental
Health
Risk

Exposure to \ [ Secondary

Secondary /] Traumatic
Trauma / Stress
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This model explains that Exposure to Secondary Trauma enables STS, and that STS leads to increased R
and Mental Health Risk, which combined lead to an increased Turnover Risk. The variables that had the
positive impact are in “blue”. Coping strategies positively impact on Mental Health Risk, Compassion Satisf

positively impacts on Rumination. Supervisor Support has two areas of positive impact, mitigating for ST
and Turnover Risk.

Coping
Strategies
| (emotional ang

/
/

Supervisor | J Supervisor \
Support | ‘ Support

Mental
Health
Risk

Exposure to \ [ Secondary

Secondary Traumatic
Trauma 4 \ Stress

Compassion |
Satisfaction }
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This provides us with a practical base as to what strategies are e ective and what changes are necessary
workplaces, elimination or reduction of exposure will have the greatest impact on reducing STS (left hand
the model) than the mitigation strategies on the right-hand side of the model.

Coping
Strategies
(emotional ang
cognitive)
Supervisor Supervisor

Support Support

Secondary
Traumatic
Stress

Exposure to

Secondary
Trauma

Compassion
Satisfaction

Elimination Reduction Mitigation
Strategies Strategies Strategies
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While Burnout is likely to also contribute to Turnover Risk, this model and indeed the purpose of this res
was to investigate the impact of STS in Australian educators. Burnout, as shown in the infographic on p:
is a sub-construct of Compassion Fatigue so its place in this discussion is clear. Burnout is already ve
researched and is recognised as a known issue for educators in Australia. For example, the 2024 Principa
and Wellbeing Survey (Dicke et al., 2025), now in its 14th year, reports that there is little doubt that Burr
plays a signi cant role as ‘Sheer volume of work’ and continues to be the highest source of stress for school
School leaders in that sample also reported concerns for their sta in the following order: Excessive wor
Mental Health and Emotional distress. As Burnout is a sub-construct of Compassion Fatigue, alongside
strategies for preventing Burnout were also discussed by our interviewees, as well as mentioned in the
hence they are also included in this report.

From the model, we know that Exposure is the independent variable. This is a key nding that may seem ¢
but has not yet been acknowledged by the system. Usually, as part of work health and safety, elimina
these risks and variables are the rst port of call. Our research shows that Secondary Trauma is a real and
reality for educators. It has become part of their role. We also know that Compassion Satisfaction come:
helping others and has a unique relationship with Compassion Fatigue. What this means is they are not n
exclusive, and an individual can experience them simultaneously.

An important nding is that even though we cannot completely eliminate Exposure, there are strategies
can be used to reduce it in order to minimise its impact. The group that plays the largest role in this aree
system level, governments and education departments. While the system changes that would have the
impact were beyond the scope of this study, we did collect data from the interviews and survey respons
allow us to formulate recommendations for systems as a starting point. If the ‘system’ does not take thi:
seriously, other attempts to reduce the teacher shortage will be compromised. Another important nding i
role of Supervisor Support in mitigating the development of STS, as well as Turnover Risk. Reducing E
can also happen at other levels such as the school, working group and at an individual level. However,
support from the system, these will not have as great or consistent impact. Relying on the individual to m
the impact of STS as the prime strategy will not work.

With this model in mind, we reviewed the interview data in addition to the survey data for e ective strategi
eliminate, reduce and mitigate STS in educators.
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High Exposure, low Secondary Traumatic Stress group

We compared scores of Exposure to Secondary Trauma with scores in Secondary Traumatic Stress ar
the following pattern in the graph below. It shows that as Exposure to trauma increases, the extent of S°
increases.

Of 902 participants scoring high rates of 8, 9, or 10 on a scale of 1 to 10 in Exposure, we found that only
these people had low STS scores. On further examination of other constructs, we found that 70.3% of
64 people also had strong scores in the mitigating strategies of Recovery, Coping and Supervisor Suppo
another 25% having strong scores in at least two of these mitigating strategies.

This shows the importance of building capability in e ective recovery techniques, coping skills and en
e ective support for individuals in high trauma exposure contexts.

Exposure to trauma and extent of Secondary Traumatic Stress
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A deeper analysis of our data has revealed that High Exposure, low STS participants demonstrate Co
Flexibility in order to sustain themselves in the role and prevent the build up of STS. This process is ex
next:

Cognitive Flexibility

Many of our High Exposure, low STS group are likely using an approach called Cognitive Flexibility. This is
as the ability to adaptively switch between mental processes to generate appropriate behavioural respo
changing environments (Dajani & Uddin, 2015). Cognitive Flexibility has been found to play a critical role ir
educators manage Secondary Trauma arising from school-related exposure (Harel et al, 2023). This alig
our analysis of the quantitative data, which indicates that educators who report high trauma Exposure b
Secondary Traumatic Stress e ectively utilize diverse strategies across coping, recovery, and support-s
domains. These ndings underscore Cognitive Flexibility as a protective factor, enabling educators to ada
navigate the emotional and professional demands of their roles.

Cognitive Flexibility enhances educators’ capacity to seek out and leverage social supports, a vital com
of resilience against Secondary Trauma. Flexible thinkers are better positioned to recognize the value of
perspectives and actively pursue support from colleagues or supervisors, which bu ers the impact of tr
exposure (Cohen & Wills, 1985). Supervisory Support, in particular, fosters Cognitive Flexibility by prov
a safe environment for teachers to share experiences, re ect on challenges, and adopt alternative c
strategies, thereby broadening their adaptive repertoire (Hobfoll et al., 2007). Our quantitative analyses suy
this, indicating that educators who engage in support-seeking, especially through supervisory relatior
demonstrate greater resilience to STS.

In order to identify strategies that are most impactful, we conducted individual interviews with study particip
Within the 107 interviewees, we were able to locate some of those individuals that reported low levels c
despite having very high levels of Exposure. It is worth noting that this group is quite diverse and is mad
people from di erent roles, types of schools and contexts.

We decided to take a closer look at this group and map out the strategies they were using to e ectively m
and reduce, not only the impact of STS, but also Burnout, on themselves, and in their personal and profe
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As we reviewed this group’s interview transcripts, we were able to identify two common characteristics th
all share:

1. Multiple strategies

They all use a multitude of strategies to minimise the impact of Secondary Traumatic Stress. There is
magic bullet’. If you want to e ectively ght the negative consequences of STS in both your professione
personal lives, to enhance your physical, mental and emotional health, you will need to resort to a s
strategies. That being said, each person uses their own unique combination of strategies. So, what work
person might not work for the next. The key thing here is, as an individual, you need to pick things that w
you and your speci ¢ context and circumstances.

Percentage of individuals in this group using multiple strategies:

94% 69% 31% 25%

3+ Strategies 5+ Strategies 8+ Strategies 10+ Strategies

When it comes to the leaders that are part of this group, the percentages are as follows:

100% 89% 44% 22%

3+ Strategies 5+ Strategies 8+ Strategies 10+ Strategies

2. Individual Agency

All individuals in this group felt that they had agency as individuals to mitigate the negative impact o
roles on themselves. They had the mentality/mindset of ‘as an individual, | have some level of power an
over how much | allow my job to a ect me’. They shared a sense of proactivity around STS and recogn
e ectiveness of individual-level strategies. However, we are not suggesting that the responsibility falls sc
individuals. Schools and especially systems play a vital role and have a moral imperative to support educ
schools in addressing this issue.

As we mentioned, these individuals use a series of strategies when it comes to STS, and we have inclu
a list of the most commonly used.
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All strategies included in this report have been categorised under three key areas:

A

Coping strategies

Coping strategies refer to the deliberate actions, techniques, or behaviours that educators
use to manage and mitigate the emotional and psychological e ects of exposure to traums
content, stories, or situations experienced by their students/colleagues/school communities. Tl
strategies aim to reduce the impact of STS, reduce the risk of Burnout, maintain Compass
Satisfaction, and ensure educators can continue to support their students e ectively.

Recovery strategies

Recovery strategies refer to the practices that educators can use to recharge and restore tl
mental, physical and emotional wellbeing. These strategies are designed to help individuals se
and detach from the toll of the job. The goal is to promote sustainability in the role and prewv:
Burnout.

Support strategies focus on external resources to assist educators in managing the emotiona
psychological impacts of their exposure to trauma through their work. The goal is to ensure 1
educators feel they are not alone, have access to services and assistance, and are equipj
handle the challenges of their role without experiencing long-term negative e ects.

Most common strategies being used by these individuals with high Exposure but low STS

Exercise/Nutrition &
Self-care/Wellbeing focus &
Hobbies 4.5
Boundaries — separation of work and home 9 _._
Journalling @ :_
Debrie ng with colleagues 9
Compartmentalisation/Individual debrief/Circle of control Q &
Sleep hygiene @ &
Be present with loved ones 9 _._
Self-awareness 9

Obtain supervisor support
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The interviews reveal that these participants have well-established and consistent strategies for wellbe
self-care, which also serve as e ective coping mechanisms. This overlap is particularly interesting, as it hi
opportunities for educators to integrate both aspects.

For example, setting boundaries or using techniques like The Third Space® works as both a recove
coping strategy. Similarly, journalling, often considered a re ective practice, also supports boundary-se
compartmentalisation, and serves as a personal debrief.

These practices primarily help educators clear the stress of their day and maintain overall wellbeing. Fo
the rst step is developing self-awareness, allowing them to assess their mental and physical health, a
appropriate action. They achieve this through various methods, such as using an emotions wheel, conduct
self-check-ins, or lling out a needs chart.
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STRATEGIES

The High Exposure, low STS group has shown us the importance of using more than one strategy, a
combined use proves e ective in managing Secondary Traumatic Stress in the face of high exposure. We
the following strategies with the understanding that they are most impactful when implemented at all le
and with the recognition that individual approaches alone have limitations. Equally crucial is the role of sy:
departments, schools, and school leaders in creating a supportive environment.

These strategies have been presented at each level of in uence beginning with Government and systems al
down to the individual. From there, each strategy is categorised as being an elimination, reduction or mitic
strategy (Recovery, Coping or Support). This is because some strategies have impact in more than one al

A word about Supervisor Support.

Good Supervisor Support is identi ed in the model as mitigating the development of STS itself and for Turr
Risk. Essentially, good Supervisor Support helps to mitigate for the development of STS. From the inten
good Supervisor Support often involves a leader listening to the sta, demonstrating understanding, care
0 ering assistance. One of the most important questions a leader can ask is ‘what does support look like f
right now?’ to formulate an appropriate response for each sta member. However, almost all of the strate
listed under ‘School Leaders’ form part of good Supervisor Support, depending on context. It is important tc
that Supervisor Support includes supervisors of school leaders, within the Department of Education, and n
school leaders in relation to school sta .

Overall, I'm in a good space and | think that we are very lucky here because our principal has a big focus o
mental health and wellbeing of the sta. And so I'm very grateful. I've worked in many schools over the last
couple of decades. And to have a principal that has that as a high focus, it really does Iter from the top down.
And so we do lots of check-ins with each other on a day-to-day basis...l think in our environment there’s

always sta that come with a load that comes from outside of school as well. And so that's why we’re so lucky
that we’'ve got the principal that we do because she helps sta to manage both personal and school sort of
emotional stress and strains, which is | think imporjdht.
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GOVERNMENTS AND SYSTEMS

Governments and education departments are able to have the greatest impact in the reduction, and potel
the elimination, of the high rates of STS in educators. As society changes, so do the needs of the people €
needs recognition at government and system levels. So many essential services need increases in resoul
funding in order to improve the quality of lives for so many Australians.

B .

Increase funding to essential services for families in need. 6 b

Description/Exampl - Allocate additional funding to Child Protection, Mental Health Care, gnd
Family Support services to ensure mandatory reporting requirements of educators lead to ¢ ective

action and reduced exposure to STS.

B .

Integrate systems/ Inter-agency collaboration. Q b

Description/Exampl - Greater cooperation between education, mental health, and social sefvices
ensures timely interventions and a coordinated response to educators experiencing trauma qr in nee

of assistance to deal with students/families going through trauma.

o ~ 9 4

Elimination Reduction Coping Recovery Support

93 Impact and Management of Secondary Trauma in Educators - Report 20:



94

\.

—H .

Review international practices. 9 b

Description/Exampl - Research and implement successful models from countries with e eftive

social systems, focusing on prevention of Domestic Violence, Poverty and Abuse.

J

\.

— .

Broaden educational priorities. b

Description/Exampl - Shift the national education focus to include wellbeing and trauma-infofgmed

education as key success indicators alongside academic achievement.

J

—a .

Resource high-need areas. b

Description/Exampl - Utilise data-driven decision-making to direct resources, stang, gnd

professional development initiatives to schools and communities with the greatest need. For pxampls

funding for regional schools, where trauma exposure is often higher and professional suppoft servic

are less accessible.

J
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EDUCATION DEPARTMENTS

Education Departments, at both a federal and state level, have the opportunity to have a signi cant impa
eliminating or reducing exposure to Secondary Trauma. This requires acknowledgement as the rst step, ar
the implementation of system wide strategies.

At a local level, regional supervisors of school principals within the Department must assume the role of s
for the school principal in order to be able reduce Turnover Risk.

B .

Engage and leverage experts. 9 b @ &

Description/Exampl- Engage with experts to review education department systems and operations
to reduce or eliminate STS, as well as to co-develop school coping, recovery and support trategie

that are practical and evidence based.
\. J

B .

Provide expert Professional Development. 6 b 9

Description/Exampl - Support and collaborate with experts in this area to design comprehgnsive
coping strategies tailored for school environments, ensuring practical and sustainable applidation an

implementation.

B .

Consider a more exible workforce. 9 b

Description/Exampl - Consider part-time roles, job sharing, and exible scheduling options to

accommodate educators dealing with high levels of stress and trauma.

\. J
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[ ]
Training initiatives. @ A

increase awareness around this issue, as well as to provide educators with the tools to m

emotional toll of their work.

Description/Exampl - Provide education on Compassion Satisfaction and Compassion Fatigue, to

anage

ation

vhen a

\ J
ﬂ \
[ ]
Collaboration with Social Services. A
Description/Exampl - Develop clear, ongoing communication channels between educ
departments and social services to ensure educators know what constitutes a red ag and
how to reach out to Social Services.
\ J
ﬂ \

[ ]
Reduce administrative burden and workload. @ 4&

Description/Exampl - Identify unnecessary systems and eliminate them. Reduce paperwork and

ress fo

administrative work and streamline reporting processes to help reduce workload and s
educators.
G J
(i \
[ ]
Look at international practices. @ A

Description/Exampl - Research and implement successful models from countries with e e

educator support systems, focusing on workload management and administration processes

ctive

. J
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1 .

Resourcing and funding reviews.

Description/Exampl-Implement funding models that allocate resources based on schools’ exposure

to Secondary Trauma and Direct Trauma rather than purely on enrolment numbers.

J

— .

Employee Assistance Program. b 9

Description/Exampl - Review EAP to ensure consistency of service provided, and that support is
given in a timely manner. We would recommend considering using a case manager style model,
that when educators use the EAP program, they don’t need retell their story and basically start from

scratch every time they access this service.

J

\.

E \

Broaden educational priorities.

Description/Exampl - Shift the national education focus to include wellbeing and trauma-infofgned

education as key success indicators alongside academic achievement.

J

\.

B .

O er specialised resources. Q

Description/Exampl - Allocate specialised support personnel, such as school counsellors ang family

support o cers to schools who need it.

J
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SCHOOL LEADERS

School leaders are a vital source of support for educators. Their role and the value they bring to their ste
other leaders cannot be understated. Below we have highlighted some of the areas school leaders can po
use to reduce and mitigate STS and reduce Turnover Risk at their school. We have also outlined key strate
be used at a school leader level. All strategies recommended for individuals should also be considered b
leaders to mitigate the impact of STS on them. We know from this study, the levels of STS and Exposure f
are highest in school leaders, so an individual level approach to this issue needs to be adopted.

B .

Acknowledge the issue. Q

Description/ExampleAcknowledge that STS is real, discuss it with educators and normalise if.

. J

B .

Prioritise sta wellbeing.

Description/Exampl-Implement school-wide initiatives that focus on wellbeing. For example, mjaking

sure each sta member has a wellbeing goal as part of their PPD plan.

. J

B .

Provide options for recovery at work.

Description/Exampl - This is essential in supporting the wellbeing of sta and reducing the irppact

of Secondary Traumatic Stress. In a school setting, this means creating opportunities for sta| to take
short, restorative breaks throughout the day, ensuring they have time and space to recharge withou
feeling pressured to be constantly “on.” For example, designated quiet spaces for sta to refreat to,

and encouraging outdoor activities can all provide opportunities for recovery.
G J
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Professional Development on Recovery.

Description/Exampl - Provide ongoing training on recovery techniques, ensuring educators| have

practical tools for self-care that can be used both at and outside of work.
. J

B .

Lead school-based systems that support TIP. b

Description/Exampl - Lead and assist in developing management plans to reduce frequehcy of

exposure in your school’s context. E.g., rotation of roles, allocation of sta to classes.

\. J

1 .

Model personal recovery. @ A

Description/Exampl-Leaders who model self-care behaviours help normalise these practicesjamong

sta.
\ J
Ask for help when you need it. A

Description/Exampl- School leadership can often feel isolating, with the weight of decision-mgaking
and responsibility resting on their shoulders. However, recognising when support is needed and active
seeking help from colleagues, mentors, or external professionals when facing challenges can preve

burnout and improve overall leadership e ectiveness.

O ~ @ a
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Provide clarity and purpose. b LN

Description/Exampl - Develop clear goals for the school as part of your School Improvemeny Plan

and communicate this clearly and regularly to the sta . Having a clear understanding of the rheaning

and purpose of the school is inspiring and motivating to the sta .
G J

— .

[ ]
Recognise and celebrate success. b A

Description/Exampl-Regularly highlight and reward positive contributions to enhance job satisfaction
and reduce feelings of burnout. The upside of this strategy is it also helps with your own Cojnpassit

Satisfaction.
\__ J

- \

Encourage peer support.

Description/Exampl - Create opportunities for peers to support each other - celebrate it when it

happens.
. J
B x
Create psychological safety. b

Description/Exampl-Develop policies that protect sta from harassment and unreasonable denpands

from parents, students, and colleagues.
G J
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B .

Identify the needs within your school context. b

Description/Exampl - Understanding the needs of your school helps to inform targeted stratggies
for wellbeing and STS management that address the root causes of these issues, rather than simj

treating symptoms.
G J

B .

Structured approach to trauma impacted students. b

Description/Exampl- Create team-based approaches to students to reduce individuals’ expogure to

STS. E.g. Share successful strategies and debrief unsuccessful ones.
G J

i .

Validate experiences and check in with sta .

Description/Exampl - People feel supported when their leader names and validates their emg@tions.

E.g., ‘l can understand why you feel upset after that interaction’. When individuals have a leg@der the

checks in with them and asks about what support they could provide reduces the impact of §TS.
G J

B .

Build strong professional networks. @

Description/Exampl - Establish your own peer support circles as a school leader. Reach out @nd get

support from your peers.
\ J
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Normalise the impact of STS. b @

Description/Exampl - Make it safe to discuss STS and make it ok to talk about negative enjotion.

Embed discussions on STS into regular sta meetings and professional development sessior]s.
G J

— .

Structured debrie ng. 9

Description/Exampl- Create opportunities for guided debrie ng sessions to help educators manage

STS e ectively. This may be di erent in di erent school contexts.

J

E \

Resource awareness. @

Description/Exampl - Ensure sta are aware of the full range of support services available to fhem,

both within and outside the school system.
\. J

B \

Lead by example. 9

Description/Exampl- Actively demonstrate and promote healthy coping mechanisms to encolirage

their adoption school-wide.
G J
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SCHOOLS

Schools as a whole can implement strategies that are supported by the school leader but enacted b
the school. A supportive and positive school culture can be hard to de ne, but we know it when we

y all sta
experie

and it takes the entire school sta to create it. The school level strategies below ensure that individuals and

within the school see these are normal professional practice.

B

Facilitate re ective practice.

Description/Exampl - Integrate structured re ection activities into sta meetings and professi

sta into small groups for debrie ng. Schools would bene t from the use of re ecting on the pg
impact they have had on student outcomes and their own development in their approach. Th

re ection can result in improvements in re ective practice.

al

development days. Debrie ng can take many forms and should be individualised to the schodl and the

sta’'s needs and preferences. E.g., some schools undertake an all sta debrie ng, others divide the

Sitive

S type 0

. J

B .

Embed wellbeing into school plans. A

School Improvement Plan.

. J

B .

Develop sta wellbeing strategies.

Description/Exampl - Work collaboratively with sta to co-design a wellbeing plan that addre

speci ¢ school challenges and needs.

Description/Exampl - Ensure that sta wellbeing and recovery practices are a component of the

SSES

. J
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Provide access to psychological services.

Description/Exampl - Establish partnerships with mental health professionals to provide in-gchool

counselling options for sta .
G J

— .

Team support system. @

Description/ExampleUsing strategies like the buddy system, where each sta is allocated a syipport

buddy is a great way to create a more supportive school culture and ensure that everyone hag somec

to turn to.
\_ J
— \
Professional development. b Q

Description/Exampl- O er quality, evidence-based training that focuses on STS managemeng, and

trauma-informed practice.
\. J

— .

Collaborative approach to student issues. 9

Description/Exampl - Foster teamwork in addressing student trauma and consequent behayioural
challenges, reducing the burden on individual educators. This allows for sharing of experienges aroL

successful and unsuccessful strategies.
G J
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Focus on progress. @

Description/Exampl- As a whole school, re ect on the impact you're having and the progresg you

have made. This will help improve people’s Compassion Satisfaction.
. J

COLLEAGUES

Colleagues are a key area of support and rated very high in satisfaction from other educators. While this m
be a surprising nding, looking at a constructive way to build colleague support is useful and can only se
increase satisfaction. There are ways for colleagues to eliminate or reduce other colleagues’ exposure.

B .

Assist in developing management plans to reduce frequency of expo@. b

Description/Exampl-Provide feedback and observations to your supervisors on areas that thejschool
system can improve.
G J

B .

Avoid repeating details to others unless required. e b

Description/Exampl - Share written or verbal information regarding students, families only as
necessary and only to whom the details are needed for their role.
\ J
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Encourage and support recovery techniques of others. A

Description/Exampl-As educators, we all face challenges, so we should encourage each othgr to use

recovery techniques, such as taking breaks, setting boundaries, or practising mindfulness.
G J

— .

Celebrate the success of others. A

Description/Exampl - Acknowledging the achievements of others, whether it's overcoming a fough

day or successfully implementing a new strategy, is a great way to support your colleagues} This a

helps to increase the Compassion Satisfaction of the group.
G J

—a .

[ ]
Work in teams on strategies. @ A

Description/Exampl - Collaborating with colleagues on strategies creates opportunities for shared
learning, the exchange of ideas, and collective problem-solving. By developing and impllmentin
strategies as a team, you not only strengthen the e ectiveness of these techniques but alsg build :

sense of collective accountability.
\ J

1 .

Support from those who understand.

Description/Exampl- Support from colleagues that ‘get it’ was rated as very e ective in our sfirvey

data.
\ J
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Be as supportive as you would like others to be of you.

Description/Exampl - O ering and showing support to your colleagues is important to help tJvem
recover from STS. Also, by modelling the support you would like to receive, you create a spgce whe

others feel comfortable and safe to ask for help, knowing they’ll receive the same level of carejin returt
\. J

— .

Debrief e ectively as colleagues. 9

Description/Exampl - If a colleague wants to debrief, allow them to lead the conversation, javoid
asking for details and focus on re ection on what happened and how to move forward. Don’'t have

them relive the trauma. A healthy debrief allows your colleague to process the experiencefwithou

becoming overwhelmed by the speci cs. It also prevents the support person from experiencijg STS.
G J

— .

Share your coping strategies. @

Description/Exampl- Sharing your coping strategies with your colleagues can normalise the grocess
of managing STS. Sometimes, just knowing that others have e ective ways of coping can ins;jre othe
to adopt similar practices. Whether it's taking time out for a walk, journalling, or practising mingfulness
your strategies may serve as a model for how colleagues can take care of their mental and femotior

health.
\__ J

O ~ @ a

Elimination Reduction Coping Recovery Support

107 Impact and Management of Secondary Trauma in Educators - Report 20



INDIVIDUALS

As the high Exposure, low STS group (page 73) successfully showed, there are many strategies that can
at an individual level to mitigate the impact of exposure to Secondary Trauma using coping, recovery and s
strategies. They used their sense of agency to prioritise their self-care and give themselves permission
these strategies to be able to tolerate the high levels of Exposure they experience in their role. There are
strategies that aim to reduce or eliminate exposure, which may seem simple at rst but over the course
career can reduce the cumulative impact of STS.

B .

Read information/reports only once. b

Description/Exampl-If reading documents detailing the student’s trauma history is required foy you
to do your role, read them only once.
\. J

B .

Avoid retelling or listening to trauma history details unless necessary e b
for your role.

Description/Exampl - If you need to be informed or inform others on a student’s trauma hisory,

focus on necessary details only.
\. J

B .

Seek out and obtain supervisor support.

Description/Exampl- We know from the statistical model on page 72 the importance of supefvisor
support in mitigating the impact of STS, as well as Turnover Risk. Actively seek out support from on

of your supervisors to help minimise the negative impact of STS on you.
\. J
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Boundary Strength/Work-life separation. 9 A

Description/Exampl - Setting rm boundaries between work and personal life was the numbe

' one

strategy used by the High Exposure, low STS group. They used strategies such as The Thifd Spac

spondin

concept, having designated workspaces at home, setting speci c times for work, and not re
to communications after hours.
G J
{ \

[ ]
Journalling and Re ective Practices. 9 A

Description/Exampl - Engaging in journalling and re ective practices provides a structured w

include writing down thoughts and emotions, re ecting on challenges, and acknowledging s

before leaving school and stepping into the home environment.

ay to

process experiences and emotions. It develops self-awareness and reduces rumination. [Fhis co

ICCESSE

. J

Hobbies. @ &

Description/Exampl-Pursuing hobbies creates a sense of mastery and personal growth, prov

avenue for detachment and relaxation outside of work. Engaging in activities such as music,

— .

Detachment/ Compartmentalisation. A

Description/Exampl - Detachment or compartmentalisation is a healthy separation of wh

educator this detachment or compartmentalisation is needed to enable you to recover and

engaged and available the next day.

o .

ding ar

art, cra

woodwork, or sports, allows individuals to focus their energy on something else besides woj.

At s

happening to the student and yourself. E.g. ‘It's not your trauma.’ To be e ective in your role as an

be fully

. J
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1 .

Sleep hygiene. A

Description/Exampl - Strategies like establishing a consistent bedtime routine, limiting screer] time

before bed, and creating a comfortable sleep environment improve sleep quality.
G J

— .

Self-management. @ A

Description/Exampl-Create your own check-in processes that will allow you to recognise whgn you

may be feeling overwhelmed or burnt out and take action before it becomes unmanageable.|A simp

way to implement self check-ins is by using tools like a human needs chart or an emotions j|art.

G
% \
[ ]
Being in nature. A
Description/Exampl- Spending time outdoors has been proven to reduce stress, improve mogqd, and
enhance cognitive functions.
G J

B .

Small breaks at work. 9 )ik

—

Description/Exampl-Taking short, intentional breaks throughout the day, even just for a few mifutes,

can help you recover and process the stress of the role. These breaks could be as simple s stepj

outside for a breath of fresh air, grabbing a cup of tea or checking in with a colleague for a yick cha

O ~ @ a
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B .

Compassion Satisfaction/Connecting to meaning and purpose. LN

Description/Exampl - Develop ways to cultivate Compassion Satisfaction and connect to |your
purpose as an educator. These can include setting small daily goals, recognising and celebfating sl

successes, and re ecting on the positive impact you have at work.

J

AR .

Seeking assistance early.

Description/ExampleSeek assistance from external provider early if symptoms of stress incrdase.
J

A .

Training on trauma-informed practice. 9

Description/Exampl - Seek training in trauma-informed practice that will give you the tool$ to

recognise the signs of trauma in both students and yourself, and the strategies to e ectively mpnage it
G J

B .

Identifying e ective support.

Description/Exampl - Recognise what type of support works best for you and clearly commuricate

these preferences to close colleagues or supervisors.
G J

m \

Practicing self-care. A

Description/Exampl - Prioritise your wellbeing. Nutrition, exercise and meditation/mindfulnesg are

great self-care practices you can adopt to help you deal with the stress of the role.
G J
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Impact of Demographics

We noted that STS was higher for:

» School leaders (Principals, APs, DPs), closely followed by teachers with a 2% di erence.

» Educators that work in Special Education within Mainstream Schools, followed by Special Education.
* Rural and remote schools, over regional and metro schools.

» Educators with 16 years or more of experience.

There was little impact of age or gender on STS. Personal history of trauma also did not show a strong cot
to STS, which shows that the trauma educators experience through the students impacts them far more
their personal experiences of trauma.

When reviewing the type of school, Special Education within Mainstream Schools have signi cantly p
scores on many of the constructs measured, followed by Special Education Schools. This is a signi cant
for consideration of many involved in education.

When reviewing di erent roles, leaders in the school have the most amount of challenge. They are expc
more Secondary Trauma and have the highest level of STS, Rumination and Emotional Work Demand
result, their Burnout levels are high, and their Likelihood of Resigning is second highest. However, the
have the highest levels of Compassion Satisfaction, which may have a protective e ect.

Compassion Fatigue = Secondary Traumatic Stress + Burnout

STS doesn't exist in a vacuum or on its own. When STS combines with Burnout the result is called Comj
fatigue. Compassion fatigue is a state in which an individual struggles to have empathy for others an
emotionally disconnected they nd it di cult to recognise signs of abuse or distress in others. In our stu
70.8% of educators scored in the medium to high range for Burnout with 61.4% answering often or very
to the statement “I feel overwhelmed because my workload seems endless”. While we have known for
time that principal Burnout is high (ACU’s Principal Health and Wellbeing Survey conducted for the las
years), and that the teacher shortage is a well reported challenge, STS has not been conceptualised as
an educator’s role or reported on with any depth. What our study shows is that STS has silently crept up
our noses and become a signi cant factor with an enormous negative impact on educators. Recent re
on the increase in violence and abuse school principals experience — direct trauma — is highly concerni
unacceptable. However, even without direct trauma — Secondary Trauma alone — is fast becoming a key
that educators are leaving the profession and action to address this is required. In our study, 37.3% of ed
indicated that they are likely or extremely likely to leave the role because of Secondary Trauma, with a ft
18% undecided on whether they will stay.

While Burnout itself is not the focus of this study and has indeed been well studied in school princip:
Australia, the impact of it cannot be understated. ‘Sheer workload’ has been at the top of the list for 14
which indicates that there is not enough change at the system level to have a demonstrated improveme
educators. While there are many issues involved in reducing workload, expecting educators to do more es
around Trauma Informed Practice without appropriate support from the system - professional supervi
training on how to best support themselves and others as mandatory baseline training and preparatic
unconscionable. In comparison to other caring professions, the training and support o ered to educatc
woefully low and well behind best practice. The rst step would be to acknowledge STS as a signi cant
in Education today and then seeking out ways to reduce exposure to STS and partner with evidence-
programs to improve educators’ recovery and coping skills, as well as support services.
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Mitigating Factors

We found that there were mitigating factors that have an inverse correlation with the outcome measure
Rumination, Mental Health Risk and Likelihood of Resigning. These factors are Recovery, Coping and Su
Both Recovery (made up of Detachment, Relaxation, Mastery, and Control) and Coping (ability to man
your emotions and your cognition) are strongly and negatively correlated with Rumination, Mental Health
and Likelihood of Resigning. Detachment in particular, has a speci c role here.

Detachment

In the individual strategies, we note healthy detachment as one of the strategies. The survey revealed th:
of educators have trouble detaching from their work. This means that they do not have an e ective break
work. They carry the STS of the work day into their personal life and back to work the next day. This may
the cumulative build-up of STS seen in people with long careers in education.

It's worth noting that the remaining 30% who can detach from work may not be doing this in a healthy
Unhealthy detachment strategies can include things such as escapism and numbing achieved through the
alcohol/drugs, screens and social media. While on the surface they appear to be detaching and these st
o er relief in the moment, they do not prevent the negative spill of stress (from one environment to another
allow for the constructive processing of STS. Prolonged detachment gets in the way of people developin
to manage their distress and properly heal.

Combining recovery strategies that allow for healthy detachment with re ective practice o ers one of tl
most e ective methods to process the days occurrences and leave them at work, rather than taking them |
with you. The Third Space ® concept with the addition of individual, small team/group re ective practice

Professional Learning

A signi cant proportion of educators have had no professional learning in one of the forms of training ar
trauma for students or for educators themselves. However, 55% of those that had training in trauma info
practice reported it helped to a large or very large extent. Conversely, only 36.3% of educators rated train
‘Self-care for educators’ as helpful to a large or very large extent. This is obvious an area of need for edt

Professional Learning (PL) was found to have a signi cant impact on educators’ Secondary Traumatic ¢
Compassion Satisfaction and Burnout. Professional Learning rated as ‘highly e ective’ had a positive imp
educators, while PL that was rated as ‘not e ective’ or ‘low e ectiveness’ had a detrimental impact on Secoil
Traumatic Stress, Compassion Satisfaction and Burnout, even over those who had received no training ¢
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‘Highly e ective’ self-care training demonstrated the highest and most positive impact for educator’s, lea
to a reduction in Secondary Traumatic Stress and Burnout scores, by 7.6 % an 13.7% respectively,
increase in Compassion Satisfaction scores by 9.8%. ‘Not e ective’ or ‘low e ectiveness’ self-care trail
proved detrimental to educators. Of great concern are the scores for ‘not e ective/low e ectiveness’ self-c
training, which leads to an increase in STS by 5.8%, Compassion Satisfaction reduces by 4.4% and E
also increases by an enormous 30.6%. The importance of this nding cannot be understated. No other tre
reported on in this study has this impact in either direction or magnitude. This nding underpins the import:
of self-care training as the prime strategy that individuals and schools can use to simultaneously mi
against STS and Burnout, while, at the same time, improving their Compassion Satisfaction. This was fc
by ‘highly e ective’ training in collaboration with families and professionals with improvements in STS (4.
Compassion Satisfaction (9%) and Burnout (almost 10%).

PL that increased the educators’ understanding of trauma such as TIP and adopting a TIP approac
school, even if ‘highly e ective’ did not improve educators’ STS levels. PL that was rated as ‘not e ec
low e ectiveness’ increased STS by 12.5% in TIP training and by 8.68% in adopting TIP across a schao
demonstrates the increased need for support and training for educators, as given to other professions s
social work and psychology.

Overall, the importance of highly e ective professional learning cannot be understated, however the pur
and e ectiveness of each type of training needs to be better understood.

Training that primarily bene ts the Student

Trauma Informed Practice is essential professional learning for all educators. It allows them to understan
students better and enables the educators to grow and develop their skills. As with other professions s
social work and psychology, trauma informed practice is part of the core skill set required for a teacher ¢
such should be part of undergraduate teaching courses and ongoing professional development. Althougt
essential professional development, it can come at a cost to the educator that is not mitigated by compl
this training.

Highly e ective professional learning and training improves outcomes for educators in STS, CS and
Conversely, the provision of no training leaves Educators with less skills and capacity to mitigate the ST
experience. However, there is a detriment to educators when they are provided with training that is not e e
or has low e ectiveness as it worsens these metrics for educators.

In noting the importance of TIP, it is likely that TIP has the greatest bene t to the students themselves ove
educators. There are some studies such as Christian-Brandt et al (2020) and Oberg et al (2023) that fo
that with increased TIP training, there were higher scores in STS. One possible explanation for this is tf
educator becomes more aware of the impact of the student’s trauma on themselves. Another is that tea
who are more sensitive to student trauma may be more receptive to TIP training (Christian-Brandt et al, 20

These results show that should Educators be expected to utilise TIP and adopt it across the school, tha
needs to be support given to the educator to mitigate the impact of their likely increase in STS, both in the
of highly e ective training in these areas but also in self-care training.
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Training that bene ts the educator and the student

Self-care training and training on collaborating with families and professionals has clear bene ts in improv
and reducing STS and BO.

Self-Care

There is no other training that has the capacity to simultaneously improve all three metrics for educator:
highly e ective self-care training.

Highly e ective self-care training needs to be tailored to educators and their diverse contexts. Research
The Flourish Movement indicates that school leaders need assistance in developing self-care strategies .
of sustainable leadership practices that work positively within their roles and lives. Such programs tak
and need supportive approaches to build e ective individual strategies and resources to mitigate the ex
demands of the job. The Flourish Movement research showed that school leaders did not lack Resilience
they lacked Recovery. Self-care training heavily relies on individual strategies. However, the program is
on individual strategies, so broader learning on self-care requires support from education department
nancially and with more e cient systems and realistic workloads.

Of great concern is the impact of non-e ective training or low e ective training. This includes training wh
participants might feel good in the moment but yields no actual changes. One possible explanation fc
nding is that poor-quality training may do more harm than good by creating a false sense of preparedne
conversely, by highlighting issues without properly equipping participants with the skills or strategies to
them e ectively. When training is inadequate, super cial, or delivered in a way that lacks practical relevar
may increase educators’ awareness of the challenges associated with STS, CS and BO and leave ther
even more overwhelmed and unsupported than those who have received no training at all. In contrast, thc
haven't received any training might be less aware of the full extent of these issues or may rely more hes
informal coping strategies and peer support, which could explain their comparatively lower scores.

Highly e ective self-care training involves accountability not only of the participant in taking action but of
training provider to measure the e ectiveness of their training programs. Without this, there is little informa
for Educators to know if the training they are doing is e ective.

Collaboration with Families and Professionals

Professional learning that focuses on collaboration with families and professionals is essential for Educ
today’s society. As educators are ‘in loco parentis’ while the students are in their care at school, being able
well to all types of families and any professionals involved in the students’ care is key to working towards
student outcomes. In the comments section there were many participants indicating high levels of distres:
students are in families that are experiencing domestic violence, poverty, physical and sexual abuse a
are unable to gain help from the professionals or local government agencies such as child protection and
health care services. System improvements are needed as interviewees and survey comments indicated
of support and availability of services in many jurisdictions, plus the push back from agencies where it was
the situation was not severe enough for intervention. This was indicated even when educators were ma
reporting incidents. The role of families and of government systems has a direct impact on educators’ we
Highly e ective training in this area is the second most impactful for educators across all three metrics. W
interesting here is that parents working with educators and educators being able to collaborate with profes
on how to manage their students in the classroom involves agencies and people outside of the school envi
and that improves these metrics for the educator.
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Supporting Teachers with Trauma

The purpose of this training is to increase the participants ability to support others hence, we may not e
improvements for the individual themselves. This training is important especially for School Leaders, giv
importance supervisor support. This may also be a window into the understanding of the increases in ST
in school leaders over teachers and in the course of the careers. It is possible that educators seek suppc
those they already have connection with at their school and that training in this area may have limited bene
these measures.

Given that this study has shown the importance and the positive impact of Colleague and Supervisor su
it is possible that educators seek support from those they already have connection with at their school an
training in this area may have limited bene t on these measures.

Statistical Modelling

Statistical modelling was used to best explain the relationship between the key constructs we measurec
modelling gave us the clearest picture to date of what is happening for educators in Australia. The model
that Exposure to Secondary Trauma and the resulting development of STS leads to two outcomes:

1. Increased Mental Health Risk (38.5% of educators scored in the moderate mental health risk categ
and 14.9% scored in the high mental health risk category. These proportions are higher than the av
Australian by 59% and 62% respectively).

2. Increased Rumination (53% of educators reported replaying negative work events in their minds &
leaving work).

These two factors combine to increase Turnover Risk (37.3% extremely likely or likely to resign; 18% undec

In further support of this model, STS is signi cantly and strongly correlated with Rumination, Mental Health R
and Likelihood of Resigning, as is Burnout. We view this model as a path forward to prevention and interve

For Governments and Departments, this is a key nding. Increased STS alone leads to an increased r
turnover. While there is the need to reduce Burnout through increased resourcing (sta , access and fund
and reduced workloads, without addressing Exposure to Secondary Trauma, the high risk of turnover ren

Another important nding is that, even though we cannot completely eliminate exposure, there are stratec
that can be used to reduce exposure in order to minimise its impact. Government and Education Departm
play an essential role in the management of STS. While the system changes that would have the biggest
were beyond the scope of this study, we did collect data from the interviews and survey that allows L
formulate recommendations for systems as a starting point. If the system does not take this issue seriously,
attempts to improve student outcomes, and to reduce the teacher shortage will be compromised. Redu
exposure to STS can also happen at other levels such as school, colleague and at an individual level. F
without support from the system, these other levels will not have as great or consistent impact. Relying or
individual to mitigate the impact of STS as the prime strategy will not work.

In the statistical model developed, the most e ective mitigating strategies were identi ed. The model shc
that Coping strategies mitigate Mental Health Risk, Compassion Satisfaction mitigates against Rumina
and Supervisor support mitigates STS and Turnover Risk. These mitigation strategies can be addresse
roles and at all levels within education— it is not solely an individual’s responsibility. This information giv
all greater understanding of what training and support is needed to assist not only those who are work
education now, but also what is missing in the preparation of future teachers.
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This research also looked at qualitative data to better understand the multifaceted nature of this topic
study included qualitative data collection in two parts:

1. Survey comments

2. Interviews

We collected 107 interviews that are still being analysed and therefore not reported in the interim report
also collected survey comments from 1068 respondents. This allowed respondents the opportunity tc
context and descriptions that they felt important outside of the questions in the survey. These are from
open text boxes within the survey:

1. Comments on Secondary Traumatic Stress and
2. Any other comments

Below is a list of the twenty most common themes mentioned within the comments.

1  Student experienced Trauma

2  Student behaviour a ected by Trauma

3  Frequency of exposure to Secondary trauma
4  Direct Trauma

5 Diculty Coping/Hard to take/wear/hear

6  Mental Health issues

7  Domestic Violence

8  Parental Neglect

9  Student purported trauma

10 Physical abuse/assault

11 Sta experienced Trauma

12 Family experienced Trauma

13 Lack of support and issues with sta an outcomes in Child Protection, health, social services
14 Lack of support - Department/Directors

15 Workload

16 Sexual assault/Abuse

17 Inability to help

18 Frequency of exposure to direct trauma

19 Violence

20 Parent purported trauma
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While this study didn’t look at direct trauma to educators in their work, it was de nitely something responc
wanted mentioned. Some themes relate to the sources of student trauma and others to the systems
speak to what is the opposite of what educators want to do - which is help students. When combinir
themes we nd the following themes happen commonly together:

» Educators know their students are experiencing trauma, predominantly mental health issues than pl
abuse.

» Educators nd it hard to hear or cope with, especially teachers.

» Educators who commented that Students who experience trauma often commented on direct tra
occurring to them as an educator.

« Sources of student trauma identi ed were:
* Domestic Violence, Parental neglect (and commonly together in an almost 1:1 ratio)
* Followed by physical abuse and sexual abuse

» Di culty coping or hard to hear was greatest in teachers of all roles.

» Di culty coping was also commented on with Direct trauma.

» Di culty coping was also often commented on with Workload issues.

» Workload was often commented on with Lack of support from the department or directors.

These themes will be further explored and in greater detail in the interview analysis. The interview anal
also share greater insights into the potential strategies used for reducing STS.

Within the following pages is a sample of comments selected by the research team on key areas of this
These are intended to give voice to the respondents who took the time to write these into their survey ho
we have kept these comments to those we felt were least graphic. We wish to avoid creating any traum:
production of this report.

For the full list of comments, we have included a link for download (click on the button below). We do tl
thank and honour those who took the time to write these comments. We would like to advise those inter:
to read with care and with the understanding that many of these comments are graphic in nature.

SEE ALL COMMENTS
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