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Abstract
Teacher attrition and turnover have been widely studied to understand the reason for the
number of teachers moving each year or leaving the profession altogether. Researchers have
attempted to understand the contributing factors that lead to teacher movement and attrition, yet
a knowledge gap exists between understanding the problem and finding solutions. The aim of
this study was to investigate how implementing trauma-informed practices in the workplace
impacts teacher mobility and attrition. A grounded theory approach was taken, which data from
interviews to investigate the problem. Teachers who have left the profession or have moved from
a position were interviewed to gain a deeper understanding of the problem and potential
solutions. Future research may include implementing the findings of this research to measure the
effect on teacher attrition and movement.
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Chapter 1: Introduction
Background of the Study
“Since the early 1990s, the annual number of exits from teaching has surpassed the number
of entrants by an increasing amount,” (Darling-Hammond, 2003, p.6). Attrition has been a longstanding problem as illuminated by Darling-Hammond and solutions are lacking. Research has
shown that “25,000 teachers stop teaching every year” and “more teachers leave the profession
because they are dissatisfied than because they are retiring” (Hartwick & Kang, 2013, p. 165).
Darling-Hammond (2003) points out that teacher attrition has been a problem for nearly three
decades and Hartwick and Kang (2013) confirm that attrition has become an ongoing problem.
Why are so many teachers leaving each year? According to Dupriez et al, (2015), teachers
leave positions based on the workplace and working conditions. Bartholomew (2007) asserts that
job satisfaction plays a central role in whether or not teachers exit the profession. Fitchett et al.
(2017), note that research is lacking in occupational stress for first-year and early career teachers
and how it relates to attrition. Researchers Hartwick and Kang (2013) suggest that coping
strategies teachers use have not been well researched. Attrition is not a new concept in education
and many studies have been conducted to gain an understanding of the magnitude of the problem
and contributing factors, whether that be working conditions, job satisfaction or skills to manage
the stress of the job. Viable solutions for reducing attrition levels merits further investigation.
Trauma-informed practices in the workplace have not been well researched in education, but are
worth investigating as a potential solution to teacher attrition.
Trauma Informed Practices are not new when it comes to education. Educational leaders
have learned a great deal about implementing these practices to create better learning
environments for children. According to Cavanaugh (2016), some key elements in a trauma
10
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informed school involve creating a safe environment, purposeful positive interactions, and a
variety of supports. Taylor and Barrett (2018) found that implementing trauma informed
practices improved academic and play skills as well as attention to task. What improvements
could Trauma Informed Practices bring to the educational workplace? Would Trauma Informed
Practices serve as the coping strategies that Fitchett et al. (2017) referred to, or increase job
satisfaction that Bartholomew (2007) noted?
A crossover exists between attrition, the cost of turnover and trauma-informed practices.
The overarching aim of this research is to investigate the impact that a trauma-informed
workplace has on voluntary or involuntary turnover. An additional objective is to demonstrate
how creating a trauma-informed workplace aligns with job satisfaction that has been shown to be
a key factor in keeping the top workplace performers. An important underpinning of this
research is the cost of turnover, which might motivate any changes that the research findings
may suggest. The cost of turnover will be explored more in depth in Chapter 2.
Trauma-informed practices in the workplace have not been considered as a solution to
teacher attrition. The seminal research of Felitti et al. (1998) lays the foundation for
understanding the wide-ranging effects of trauma. It is through this research that the world began
to understand the connections between trauma in childhood to health and behavior in adulthood.
Since that time trauma research has grown into a major field of study with branches into social
work (Collins-Camargo & Antle, 2018) and schools (Wiest-Stevenson & Lee, 2016). However,
the research is lacking when it comes to trauma-informed practices in the educational workplace,
with the possible exception being the field of social work.
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Theoretical Framework
Limiting this research to a single paradigm or model will not be sufficient. The
researcher’s background in science lends itself to a positivist paradigm that includes Realism and
Objectivism. Science is a way of knowing and knowledge is gained through empirical data when
a hypothesis is either proven or disproven. Briggs et al. (2012) said that in positivism “it is
accepted that facts can be collected about the world” and “it is possible to develop correct
methods for understanding” (p. 16). Objectivism is based on the belief that there is “one true
description of the world, and this description must command universal assent” (Briggs et al.,
2012, p. 108). Realism is “the belief that a real world exists independently of our beliefs and
constructions,” (Creswell & Poth, 2018, p. 23). The scientific viewpoint is a way of knowing that
is steeped in empirical data, as is the positivist perspective, but data alone does not tell a
complete story. Grounded Theory, according to Strauss and Corbin (1998), requires the
researcher to use analytical thinking to interpret qualitative data to add depth of understanding
beyond the numbers. The use of Objectivism, Realism and Grounded Theory approaches the
research from multiple perspectives, thus is the Pragmatic paradigm.
Hartwick and Kang (2013) measured attrition in raw data reported annually. “In general
the rate of loss to the profession in many countries is around 40-50%” in the first five years in
teaching (Gallant & Riley, 2014, p. 562). Researchers such as Fitchett et al. (2017),
Bartholomew (2007) and Newberry and Allsop (2017) relate attrition to job satisfaction,
therefore a interview questions were included in the research to investigate the possible
relationship between job satisfaction, trauma-informed practices in the workplace and turnover.
“Grounded theory research focuses on a process or an action that has distinct steps or
phases that occur over time” (Creswell & Poth, 2018, p. 83). The study will occur several
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months, gathering interview data from five to seven participants in hopes of developing an
explanation of the impact of trauma-informed practices has on teacher attrition.
Grounded theory, by design, is intended “to move beyond description to generate or
discover a theory” (Creswell & Poth, 2018, p. 82), which is an appropriate theoretical framework
for this study given the fact that trauma-informed workplaces are not well researched,
particularly relating to teacher attrition. Strauss and Corbin’s approach will be used as it follows
a more systematic design and allows for the literature review and question design to occur prior
to the data collection in the field (Kristjansson-Nelson, 2020). A dissertation requires that the
researcher develop a literature review and research design as a part of the coursework, making
the systematic design the best fit for this research endeavor. Strauss and Corbin’s systematic
design aligns well with a pragmatic conceptual framework, confirming the appropriateness of the
approach.
Need for the Study
This study will address the knowledge gap that exists between teacher attrition and
potential solutions. Researchers such as Vagi and Pivovaraova (2016) point out that
understanding the factors that seem to contribute to teacher turnover has not led to solutions.
Hartwick and Kang (2013) examine stress levels and coping strategies in ways they believe the
research is lacking. Fitchett et al. (2017) dive into the stress levels of first year teachers and
Cancio et al. (2013) investigate the impact of administrative support. Research indicates that
teacher attrition is established as a well-known problem and research has examined the potential
causes, but solutions are lacking. “This may be due to the fact that analyses of these factors lacks
a coherent theoretical framework that could provide much-needed insight into the processes that
drive teacher mobility,” (Vagi & Pivovarova, 2016, p. 2).
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Teacher mobility, moving from one building in a district to another or to another district,
and attrition have been studied for some time. Goldring et al. (2014) review the statistical data
from the 2011-2012 school year and note that 16% of public school teachers in the United States
either moved positions or left the profession. Dupriez et al. (2016) found that teacher
qualifications and working conditions can be predictors of attrition. Established teachers who
leave are not studied as often as those who exit early in their career, however, Glazer (2018)
attempted to explain why experienced teachers leave the profession. Glazer (2018) finds that
disillusionment over time due to educational policy was a key factor in established teachers
leaving the profession and recommends that educational leaders “systematically collect more
data on those who leave,” (p. 69). A plethora of studies have been completed with a host of
results. The variation in studies was illuminated by Vagi and Pivovarova (2016) who conducted
an in-depth literature review, noting that a systematic way to research teacher attrition has not
been developed and without a well-developed framework comparison of findings is difficult.
Purpose of the Study
Educators are aware that teacher attrition is problematic for several reasons. “Keeping good
teachers should be one of the most important agenda items for any school leader,” (DarlingHammond, 2003, p.7) and further noted that teachers are a critical resource that is often
overlooked. “Attrition consigns a large share of students in high-turnover schools to a continual
parade of ineffective teachers,” (Darling-Hammond, 2003, p.7). “Teacher shortage and retention
problems have been documented to have an excessively negative impact of students that are atrisk, as well as on schools classified as low performing,” (Watlington et al., 2010, p. 2). DarlingHammond states that educational leaders need to be focused on keeping teachers and an
important reason is because of the negative impact on students.
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It is conventional for teachers to see colleagues begin a career in teaching, only to leave the
profession a short time later. Great teachers are leaving their positions either for a different
position or a different profession altogether (Glazer, 2018; Fitchett et al., 2017; Vagi &
Pivovarova, 2016; Dupriez et al., 2015; Hartwick & Kang, 2013; Bartholomew 2007). One
cannot help but wonder what significant learning experiences students are missing out on
because such a large percentage of teachers leave the field each year.
Knowledge of teacher attrition is not good enough. The time has come to find ways to
intervene and prevent the mass exodus of teachers from the field. The research aimed to
investigate trauma-informed practices in the workplace as a potential solution for teacher
attrition and teacher mobility.
Significance of the Study
This study will address the knowledge gap that exists between teacher attrition
and potential solutions to impede its spread. Hartwick and Kang (2013) examine stress levels and
coping strategies in ways the authors believe the research is lacking. Fitchett et al. (2017) dive
into the stress levels of first year teachers. Researchers Vagi and Pivovarova (2016) review the
factors that contribute to attrition and mobility, but also point out that solutions have not been a
product of previous research. Teacher attrition is established as a well-known problem and
research has delved into the potential causes, but solutions are lacking.
The researcher is interested in the study for multiple reasons. Teachers who clearly have
a heart for the calling and a command of the art and science of teaching continue to leave the
field and one cannot help but wonder what could have kept the gifted professional in the
classroom. The researcher’s child has been placed in a classroom with a teacher who is either
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new to the profession or new to the district year after year. The question arises whether that
teacher will be in the same building in five years, or in the profession at all.
Many experiences throughout the researcher’s career have caused wonderings of what
could keep teachers in the classroom. Great teachers have given up and walked away from the
profession altogether. As an educator trained in trauma-informed practices in the classroom the
researcher has learned to operate under the assumption that any learner could be impacted by
trauma and program accordingly. However, that thinking has not been applied to the teachers
that are desperately needed in the classroom.
Therefore, the desire is to research the impact that trauma-informed practices in
the workplace could have on teacher turnover.
Research Question
1. How does job satisfaction as it relates to the constructs of trauma-informed approaches in
the workplace influence teacher mobility and attrition?
Definitions
Trauma-Informed Practices. Trauma-informed practices in the workplace are strategies
"designed to facilitate the development of organizational cultures that counteract the
wounds suffered by the victims of traumatic experience and extended exposure to
adversity" (Esaki et al., 2013, p. 119)
Trauma-Informed Approaches. Trauma-informed approaches in the workplace are those that
“involve changing culture and operating norms of an entire organization or setting”
(Carter & Blanch, 2019, p. 50) that are “sensitive to the ways in which trauma impacts
organizations and entire systems” (Bloom & Screedhar, 2008, p. 51); respond with
trauma-informed practices, and resists retraumatizing staff or those served (SAMSHA,
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2014); trustworthiness and transparency, peer support, collaboration and mutuality
(SAMSHA, 2014, p. 10); and opportunities to engage in personal interests (Cavanaugh,
2016).
Teacher Mobility and Attrition. Teacher mobility was defined by Vagi and Pivovarova (2016)
as teachers who leave a building or district, but stay in the profession. Teacher attrition
was defined by Vagi and Pivovarova (2016) as those who exit the teaching profession
altogether.
Research Design
The research is qualitative and follows the grounded theory method, utilizing the Strauss
and Corbin model of systematic design. Figure 1 provides a visual representation of this design.
Grounded theory, according to Creswell and Poth (2018), is research and data collection that
occur over time with the goal of developing a theory on the topic of the research. “Grounded
theories, because they are drawn from data, are likely to offer insight, enhance understanding,
and provide a meaningful guide to action” (Strauss & Corbin, 1998, p. 12). Data is often
collected through interviews and the “researcher is constantly comparing data gleaned from
participants with ideas about emerging theory” (Creswell & Poth, 2018, p. 84).
Data is first captured through memoing, which attempts to create snapshots of emerging
themes in real-time, as data is being collected. A series of coding follows in each of the
categories that arise during the memoing, beginning with axial coding to selective coding and
then hypothesis development (Creswell & Poth, 2018). Grounded theory can be messy as the
process cycles when new information is gathered, rather than following a linear model.
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Figure 1
Strauss and Corbin Grounded Theory

The figure above visualizes the process of grounded theory as a research model.
Grounded theory as a research design can be seen as flowing in a circular pattern, beginning with
memoing and cycling until a theory develops (Creswell & Poth, 2018). It is important to note,
however, that at any point the researcher may return to memoing, open coding or axial coding as
new information is gathered. According to Creswell and Poth (2018) the researcher continues to
gather data from the field until new themes no longer emerge. Once that saturation point is
reached, Creswell and Poth (2018) said, the researcher can move to the selective coding phase
where the themes are weaved together to develop a theory.
Fraenkel et al. (2016) used the term constant comparative model to describe how
grounded theory research is conducted. The authors contend, “there is a continual interplay
between the researcher, the data and the theory that is being developed” (p. 423). The authors go
on to describe the messiness of grounded theory as investigating threads and weaving them
together or throwing them out “until a ‘fit’ between theory and data is achieved” (p. 432).
Finding the fit does not happen in a linear fashion or on a timeline, but instead occurs in bits and
18
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pieces as data is collected, analyzed and intertwined to see the theory that appears as the sifting
of information continues.
Scholarship in the field was lacking in trauma-informed practices in the workplace. At
the time this research was conducted, scholarship on the connection between trauma-informed
practices in the workplace and teacher attrition was lacking. Grounded theory was an appropriate
approach due to the gap in the literature, providing a foundation for continued research in this
area.
Assumptions
In qualitative studies the researcher cannot entirely remove themselves from the research,
but rather must acknowledge their presence in the research and then, as Creswell and Poth (2018)
implored, use bracketing to separate themselves from the study. Essentially, the researcher is
called to “write ourselves into the study by reflecting on who we are and the people we study”
and then put boundaries around our own biases and preconceived notions to keep them from
leaching into the research (Creswell & Poth, 2018, p. 54). The assumption is that humans can
effectively create these brackets, or boundaries, to maintain the integrity of the research.
Successful bracketing requires the researcher to recognize their own bias, to critically analyze
themselves and the data, to think openly and abstractly, and to be open to criticism (Strauss &
Corbin, 1998).
An important goal of grounded theory is to create a meaningful theory using field data,
often developing a framework, where there was not one before (Creswell & Poth, 2018).
“Theory derived from data is more likely to resemble the “reality” than is theory derived by
putting together a series of concepts based on experience or solely through speculation,” (Strauss
& Corbin, 1998, p. 12). The assumption is that meaning was not already present and the
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researcher is bringing to light and articulating a previously undiscovered meaning. “Also
underlying this approach to qualitative research is the assumption that all of the concepts
pertaining to a given phenomenon have not yet been identified, at least not in this population or
place” (Strauss & Corbin, 1998, p. 40). Other possibilities Strauss and Corbin (1998) noted are a
lack of understanding of the concepts being researched or that questions are being asked in a new
way.
Theoretical comparison is an important aspect of grounded theory research. According to
Strauss and Corbin (1998), this requires the researcher to make rigorous comparisons of data sets
to challenge researcher assumptions. “Comparing one’s own assumptions against that data in
such directed ways cannot help but bring those assumptions to the surface” (Strauss & Corbin,
1998, p. 68). Also noted by Strauss and Corbin (1998) is the need to be aware of potential
assumptions on the part of the respondents.
Microanalysis, or coding line by line to identify units of meaning, is an important part of
the methodology to ensure that the researcher is not bringing their assumptions and biases to the
data (Strauss & Corbin, 1998). Researchers should be skeptical of themselves, question any
preconceived notions and be able to show the theory they arrive at is credible due to the ongoing
process of microanalysis, according to Strauss and Corbin (1998). The pragmatic approach to the
grounded theory research aligns well with the scrutiny called for by Strauss and Corbin. The
Pragmatic approach provides the framework to implement the cautions suggested, ensuring that
the method is data-driven and bracketing is considered at each step of the research process.
Limitations
Grounded theory calls for repeated microanalysis of large amounts of qualitative data that
cannot be completed by computer software. Data may need to be gathered and gathered again
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over several repetitions requiring additional time to go back to the field. Therefore, one of the
most significant limitations of the methodology is the time required to conduct the research
effectively and as stated previously, it does not follow a clean, linear process.
The education system in the United States is amid an ongoing pandemic, which is a major
limiting factor for conducting educational research. It may be difficult to find schools to work
with due to their overwhelming duty of planning for various options to continue operating
schools on an ever-changing landscape of the pandemic. Teachers may also be over-extended,
allowing for less time to participate in the research.
Summary
According to Hartwick and Kang (2013) teachers are leaving the profession by tens of
thousands each year. Dupriez et al. (2015) and Bartholomew (2007) indicated that job
satisfaction plays an important role in attrition. Research that establishes that levels of attrition
are problematic is not lacking. This study aimed to address the gap that has been revealed
between knowing about the problem and utilizing effective approaches to address the problem.
The research looks to trauma-informed practices as a method of preventing large numbers of
teachers from leaving the field each year.
The corporate world has looked at the financial losses when it comes to employee
turnover, but education may not be considering the cost in the same way. Chapter two will
include the literature review that will investigate the direct and indirect cost of turnover, studies
that have attempted to address turnover and how trauma-informed practices may be useful as a
strategy to prevent attrition. Chapter three will outline the methodology of the study, which will
include a review of the interview questions. Chapter four will review data captured from the
interviews, and chapter five will discuss the findings and recommendations for future research.
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Chapter Two: Literature Review
Introduction
A paradigm shift is necessary to provide an environment where teachers have continued
job satisfaction and are supported in staying in the profession. As noted in chapter one, declining
job satisfaction is connected to leaving a position, which plays a role in the number of teachers
who change positions or leave the profession altogether each year (Newberry & Allsop, 2017;
Dupriez et al., 2015; Bartholomew, 2007; Darling-Hammond, 2003). The business world has a
great deal of research on how to keep good talent and the cost of losing an employee. That extent
of research has not been found in education. Most businesses calculate the financial implications
for every aspect of the operation, including the direct and indirect costs of losing an employee. A
lack of knowledge exists about the financial impact of losing a teacher, therefore, this literature
review will begin with understanding the cost of turnover from a business perspective.
Information regarding the cost of teacher turnover, when available, will be included. Traumainformed approaches and practices will then be explored as potential retention strategies to
reduce teacher movement and exiting the profession as a whole.
Methods of searching will be explored to illuminate the broad research conducted to
understand the extensive information from the reasons employees leave to the cost of
replacement to understanding trauma and the potential impact on educators. This study is built
on grounded theory and the framework will be reviewed as the structure of the research. An
exploration of voluntary employee turnover and the reasons for leaving will lead to investigating
the cost incurred when a teacher exits. Retention strategies and trauma-informed approaches will
also be scrutinized. The chapter will conclude with a synthesis of the research found in the

22

Addressing Teacher Attrition Through Trauma-Informed Practices in the Workplace

literature, a critique of the methods of research reviewed and a summation of the themes found in
the research.
Methods of Searching
The intended audience for this research is primarily geared toward educational decisionmakers such as superintendents and building administrators. Sound reasoning must be provided
when suggesting a change, therefore, the research began with investigating the cost of employee
turnover to appeal to the financial aspect of educational transformation. The research began by
doing internet searches for books related to the reasons people leave a position and the financial
impact of filling a vacated position with materials pertinent to the topic being subsequently
ordered. Searches were then expanded to include scholarly articles and topic-related journals.
Once the financial aspect was fully explored, searches turned to teacher attrition, traumainformed workplaces and trauma-informed practices. Livingston Lord Library, the main library
for Minnesota State University Moorhead, was used to search educational databases EBSCO
Complete, ERIC Database, and JSTOR Full-Text Journals. The searches primarily included peerreviewed, full-text journal articles, and if a broad internet search found a scholarly article on a
related topic, the Dragon OneSearch option for multiple resources was used to pull from the vast
array of sources available to the library. At times articles and books were ordered through
Interlibrary Loan Requests and Distance Education Services to access materials not available in
full text online. See Table 1 for search terms used.
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Table 1

Search Terms
Cost Related
The cost of employee
turnover
The cost of teacher
turnover

Attrition and/or
Mobility Related
Employee turnover

Retention Related

Trauma Related

Teacher retention

Teacher attrition

Teacher retention
strategies

Trauma-informed
workplaces
Trauma-informed
practices
Trauma-informed
schools
Trauma-informed and
learning
Sandra Bloom
Creating sanctuary
Sanctuary

Teacher turnover
When teachers leave
Why teachers leave
Burnout
Understanding
teacher attrition

Three categories of research emerged and sources were sorted into either attrition or
retention, cost of turnover, or trauma-informed. Initially all articles were printed, read, marked
up and notes were taken in the margins, sorted by category and stored in binders. As the research
progressed the same process was used, although it was completed entirely using technologybased tools. After the research was complete and the writing began, selected articles were printed
and categorized further to the specific headings of the literature review for ease of comparison
and access to notes and highlights.
Theoretical Orientation for the Study
The theoretical orientation of the study was grounded theory. “Grounded theory is a
research approach and methodology, employing a combination of inductive and deductive
methods, falling within the interpretive paradigm, relying on conventional qualitative methods of
data collection, and a unique system of coding in data analysis” (Briggs et al., 2012, p. 188). “In
a grounded theory study, the researcher seeks, in the end, to develop a theory of this process or
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action” (Creswell & Poth, 2018, p. 83). Data is collected and analyzed to find the emerging
theory, making it an appropriate orientation for this study as the connections to trauma-informed
practices in the workplace as a strategy to address teacher attrition are lacking in the literature.
Briggs et al. (2012) tell us that grounded theory is a good fit for studies in the education field
“because of its ability to offer a theory or explanation of complex interactive situations involving
human beings in their natural or organisational [sic] settings, such as schools or universities” (p.
189).
The research here encompasses layers of complexity that involve systems, organizational
components, individuals and applications of theoretical concepts in novel environments.
Grounded theory is an appropriate approach for this study because existing theories are lacking
in the application of trauma-informed practices as a strategy for teacher retention. Briggs et al.
(2012) recommend grounded theory both for inexperienced researchers and doctoral students
attempting to add something new to the field and go on to say that the heuristic nature of
grounded theory makes it well suited for research exploring new connections (p.189).
The research here takes the systematic approach of Strauss and Corbin which leans more
toward the positivist idea that there is a reality to be discovered and follows a practical process of
gathering and handling the data. “If embarking upon a grounded theory study” KristjanssonNelson (2020) writes, “it is important for the researcher to choose an approach and stick to the
methods for that particular school of grounded theory, whether the researcher follows Glaser’s
methods, Strauss and Corbin’s approach, or that of Charmaz” (pp. 7-8). Strauss and Corbin’s
approach also lines up well the pragmatic paradigm asserting that discovery requires a
foundation in problem-solving with the intent of creating change (Patel, 2015). Grounded theory
is intended to make discoveries that lead to change and the systematic approach of Strauss and
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Corbin aligns well with both positivism and pragmatism, which is a proper theoretical orientation
for this research.
Review of Literature
Introduction
The perceived need for employee retention may vary in different occupational fields and
locations. Businesses and organizations in rural areas, for instance, that have difficulty recruiting
quality candidates for open positions, may have a stronger focus on employee retention than
those where new hires are easy to find. Likewise, certain fields may have greater difficulty
finding quality candidates regardless of location, making those fields more focused on employee
retention. Entities, such as these, are already aware of the need to strengthen employee retention
strategies, whether or not the impact on the bottom line is considered.
Conversely, in areas where workers are plentiful, businesses, and organizations may see
no need to put time and effort into employee retention. Researchers often discuss both direct and
indirect cost of employee turnover (Boushey & Glynn, 2012; Luecke, 2003; Hinkin & Tracey,
2000). Understanding the cost to the organization in terms of profit margins and human capital
could cause businesses, organizations and school districts to think differently about employee
retention. “There will also be differences in the cost to replace an employee based on the
industry, the region, and general economic conditions, as it may cost more to recruit employees
to a remote location or if the unemployment rate is very low” (Boushey & Glynn, 2012, p. 5).
The goal of this literature review was to understand the cost of employee turnover, the
reasons employees leave and the strategies that lead to employee retention. Exploring these
topics will provide a rationale for putting increased effort into retaining employees and set the
stage for a trauma-informed workplace.
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Employee retention literature generally examines voluntary turnover, but it is worth
considering both voluntary and involuntary turnover. “While workers who were laid off might
not be replaced at all, for other kinds of workplace exits it doesn't matter whether an employee
left a firm voluntarily” as the replacement cost remains (Bouchey & Glynn, 2012, p. 2). This
research is designed to explore how teacher turnover is impacted by a trauma-informed
workplace when implemented as a strategy to retain top performers.
In today’s busy world it is necessary to address the reasons to make changes, before we
add yet another item to our to-do list. The effort required to make structural changes in the
workplace can seem like just another burden on the never ending to do list, therefore justifying
the energy expenditure starts with examining both the reason for turnover and the direct and
indirect costs to the organization. Synar and Maiden (2012) noted the importance of keeping
teachers when they said “staffing all classrooms with effective teachers should be the highest
priority for education policymakers and practitioners” (pp.1-2).
Understanding Voluntary Turnover
Enterprising employers and supervisors will ask pointed questions that will help deepen
understanding of the cost savings of employee retention, the impact on leadership, and the
benefit of implementing a new strategy. Educational leaders will ask similar questions, although
the outcomes questions may differ, which may include how a change allows for more effective
spending, the impact on teacher workload and, most importantly, how student outcomes could be
positively impacted. These questions need to be addressed if implementing trauma-informed
workplaces is to be considered as a strategy to reduce attrition and teacher mobility. Research
shows that retaining employees creates great cost savings, both in terms of dollars and cents and
in time and energy (Bouchey & Glynn, 2012; Chafetz et al., 2009; Hinkin & Tracey, 2000;
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Luecke, 2003). Direct costs can easily be reported in economic terms, but the research shows that
indirect costs can have a significant impact on the success of the organization and the bottom
line. Indirect costs school districts may incur include student performance (Alliance for
Excellence in Education, 2008; Ronfeldt et al., 2012; Synar & Maiden, 2012), employee absence
and moral related issues (Mack et al., 2019).
Chafetz et al. (2009) described the stages of contemplation that employees go through
when considering leaving the organization. The authors explain that some employees may have a
specific plan to leave within a determined timeline. Others, they say, may have started the job
search, but have not yet secured their next position. Still more, according to Chafetz et al. (2009)
may be contemplating leaving when the opportunity arises, lacking any specific plans.
“According to a 1999 study of 2000 employees by Hudson Institute and Walker Information:
33% of employees are at ‘high risk’ (of leaving); 39% are trapped (are planning to stay but don’t
particularly want to); only 24% are ‘truly loyal’” (Luecke, 2003, p. 59). Mack et al. (2019) found
that approximately 17% of the 1,147 teachers studied intended to leave the profession, with
nearly half of those from elementary schools, just under one-forth from middle school and the
remainder from high school.
Business owners, supervisors and managers should be aware of an employee’s potential
to leave in order to intervene, as they stand to lose employees that may be vital to their
operations (Chafetz et al., 2009). “The retention of good employees matters for three important
bottom-line reasons 1) the growing importance of intellectual capital 2) a causal link between
employee tenure and customer satisfaction and 3) the high cost of employee turnover” (Luecke,
2003, p. 59). Employee loss comes with a cost, so it behooves employers to implement strategies
to decrease employee losses even if turnover rates are not currently at concerning levels (Chafetz
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et al., 2009). School districts have more to consider than a business because the consequences
extend beyond what Luecke (2003), and Chafetz et al. (2009), noted to short-term and long-term
student outcomes.
Chafetz et al, (2009) use the term turnover intentions to describe an employee’s
contemplation of leaving the position and say that decreased job satisfaction is a key reason for
voluntary turnover. Turnover intentions will likely become a voluntary exit from the position, the
authors said. Mack et al. (2019) said that just under 20% of teachers surveyed were leaving the
profession, but the study did not identify the percentage of teachers contemplating leaving.
Employers are not likely to know when a worker begins contemplating leaving the position, thus,
it is important to understand why employees leave positions and utilize strategies that increase
employee retention (Luecke, 2003, p. 83). School districts need to have the same understanding
to reduce attrition.
Understanding Why Employees Chose to Leave or Stay
“Turnover of public school teachers has been an issue of continuing concern in education
for the past 80 years” (Synar & Maiden, 2012, p. 5). Many studies, starting in the early 1980s,
have been conducted both in education and business to understand the reasons that employees
vacate positions. In a 1983 study, “Wasmuth and Davis concluded that turnover resulted
primarily from dissatisfaction with the current job rather than attraction to other job
opportunities” and while wages play a role in seeking new opportunities “poor quality of
supervision and poor working conditions were the more frequent reasons” (Hinkin & Tracey,
2000, p. 15). Near exact results were found when the study was replicated in 1989 and 1998,
according to Hinkin and Tracey (2000).
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According to Wasmuth and Davis, as cited in Hinken and Tracey (2000), dissatisfaction
is the primary reason for leaving a position, noting that dissatisfaction is related to poor
supervision, limited autonomy in the work, and unpleasant tasks or working conditions. Luecke
(2003) noted dissatisfying conditions that include a shift in leadership, stressful relationships
with supervisors, friends leaving the company, and unwanted changes in job duties as reasons for
leaving, which relates to the previous studies. A study of EBD teacher attrition found a positive
relationship between job satisfaction and administrative support, which they categorize as
“Opportunities for Growth, Guidance and Feedback, Trust, and Appreciation” (Cancio et al.,
2013, p, 90). Significant predictors of teacher retention, according to Richman et al. (2008) are
“perceived flexibility and supportive work-life policies” (p. 194). “Teachers with lower
organizational commitment, lower job involvement, lower perceived support, lower job control,
poorer school climate and more school problems indicated higher likelihood of leaving the
profession” (Mack et al., 2019, p. 1).
Attending to employee dissatisfaction and other reasons for leaving has not always been a
key component of management or school administration as noted by Cancio et al. (2013). Luecke
(2003) noted that employees no longer stay in one position for the majority of their working
lives, therefore, managers need to focus on retention. “These turnover rates create high costs for
the school community in terms of recruiting, replacing and training new faculty” (Mack et al.,
2019, p. 2). “Understanding the implication of teacher turnover is critical in order to identify how
to retain teachers” (Synar & Maiden, 2012, p. 5). Sound reasons are provided for school leaders
to put forth renewed efforts in understanding why employees leave and how to retain them
(Cancio et al., 2013; Luecke, 2003; Mack et al., 2019; Synar & Maiden, 2012). Perhaps Synar
and Maiden (2012) put it best when they said “it is important to study turnover patterns and their
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implications to determine viable solutions that will reduce the present turnover rate of teachers
and, in turn, help maintain or improve the quality of public schools” concisely stating the key
reason to study trauma-informed practices in the workplace.
Burnout is another factor that leads to employees exiting their positions. “Burnout is
typically described as the result of nontraumatic but stressful work conditions such as long hours
and overwhelming workload, and typified by symptoms of emotional exhaustion,
depersonalization and reduced feelings of personal accomplishment” (Sprang et al., 2011, p.
151). Luecke (2003) used a simple definition of work exhaustion and goes on to say that burnout
is seen in “lower job satisfaction, less commitment to the organization, and heightened [turnover]
intention” (p. 119). “The teaching profession is a demanding profession, and the increased
pressure of laws, bureaucracy, lack of respect, increased at-risk student populations and
decreased parental involvement causes teachers to become frustrated, and in some cases, leave
the profession” (Synar & Maiden, 2012, p.6). Luecke (2003) sums it up in simple terms, “most
people burn out when they feel more stress than support in their work lives” (p. 120).
Johnco et al. (2014) found similar reasons for reduced job satisfaction in the form of
burnout in child welfare workers. Compensation, as it relates to workload, was high on the list of
contributing factors as were overwhelming workloads, poor benefits and training, and inefficient
communication systems. Teachers experience occupational stress that leads to burnout
conditions due to “factors such as overpopulated classrooms, lack of resources, burdensome
workload, and infringement of personal time” (Mack et al., 2019, p. 3). These findings echo what
other researchers have reported within education, other caring fields and employment in general.
“Companies such as Starbucks and Southwest Airlines have attributed their profitability
to good management and overall sound human-resources practices, including and emphasis on
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employee retention and development” (Hinkin & Tracey, 2000, p. 16). Luecke puts it this way,
“Every talented employee counts, and finding ways to keep them simply makes good business
sense” (Luecke, 2003, p. 74). Employees want to stay in positions when they are treated as
assets, are given opportunities to grow and develop and work in a supportive environment
according to Hinkin and Tracey (2000). Mack et al. (2019) relate this to the teaching profession
saying “it is necessary to consider how improvements in the working conditions for teachers
could reduce the likelihood of leaving the profession” (p.11).
Hinkin and Tracey (2000) address the reasons why managers continue to use ineffective
strategies:
First, many managers do not understand the productivity increases that can be obtained
by maintaining a stable workforce by providing employees with meaningful work and a
pleasant workplace. Second, some managers do not understand the additional costs that
accompany high levels of turnover. Finally, there are managers who do not understand
the relationship between employee retention and profitability (p. 17).
Company leaders who are aware that turnover saps profits may not have effective strategies to
prevent turnover. Likewise, school administrators may have a knowing and doing gap when it
comes to using effective strategies to retain teachers according to Cancio et al. (2013). “Many
administrators become so occupied with the daily minutiae of their responsibilities” Cancio et al.
(2013), noted that it becomes difficult to “acknowledge that by providing administrative support
to teachers they can actually save time spent in corrective actions or hiring replacements in the
future” (p. 90).
Leaders who continue to use ineffective strategies may not understand the impact on
efficiency or employee retention. “People stay with a company for many different reasons,
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including job security, a work culture that recognizes the importance of work-life balance,
recognition for a job well done, flexible hours, or a sense of belonging” (Luecke, 2003, p. 75).
Richman et al. (2008) studied how flexibility impacts employee retention and found a positive
relationship between perceived flexibility and retention. Johnco et al. (2014) added “being part
of a supportive environment was important to workers” created by co-workers as well as
management (p. 402). Commitment to the organization, involvement, job control, support,
school climate and school problems are the major influences that determine the likelihood a
teacher will stay in their position according to Mack et al. (2012).
Luecke (2003) quoted “the findings of the McKinsey and Company “War for Talent 2000
Survey” to support the reason people stay (p. 75). Luecke (2003) explained that leaders who
motivate the workforce to be proud of the organization are likely to retain employees. This type
of leader garners respect, Luecke (2003) added, which fosters productivity due to high job
satisfaction. Workers want to be compensated well, which goes beyond hourly wages and salary,
Luecke (2003) asserted, noting that desirable compensation includes personal and professional
development, a benefits package, and achievement opportunities. Many researchers agree with
Luecke (2003) that collegial relationships are vital to job satisfaction and retention.
Johnco et al. (2014) say that “most workers are unlikely to make their decision to quit
based on a single factor, thus, understanding the relationship between these factors can highlight
the synergistic effect of workplace issues that ultimately influence workers’ decision to quit” (p.
406). Company culture, however, is a common factor that appears across much of the research
concerning employee retention, including education-specific retention. It is important to consider
culture at deeper levels within the organization and how it relates to retention. The overall
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culture of the company or organization is vital, but each department or branch has its own culture
that has a direct influence on retention.
Luecke (2003) says:
Gallup researchers Marcus Buckingham and Curt Coffman put it this way:
Managers trump companies. It’s not that … employee-focused initiatives are
unimportant. It’s just that your immediate manager is more important. She defines and
pervades your work environment… [I]f your relationship with your manager is fractured,
then no amount of in-chair massaging or company-sponsored dog walking will persuade
you to stay and perform. It is better to work for a great manager in an old-fashioned
company than for a terrible manager in a company offering an enlightened, companyfocused culture. (p. 78)
Culture can encompass many different tangibles and intangibles in the workplace, and it can be a
key factor in why people choose to stay or vacate a position. Culture is one of the recurring
themes that is seen as important to job satisfaction, as is a sense of belonging. Stress in the
workplace is a theme that is expressed through poor supervision, working conditions,
administrative support along with long hours, unmanageable workloads, inflexibility and a lack
of work-life balance. Employees can become emotionally exhausted limiting feelings of
accomplishment and individual value when stress outweighs the positives. The themes begin to
lay the foundation that lends itself to investigating a trauma-informed workplace as an employee
retention technique.
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Employee Turnover has a Price
Direct Cost
The cost of losing employees, as asserted by Chafetz et al. (2009), should motivate
organizations and business owners to keep the employees they want, whether or not an economic
downturn is a current issue. “Research has shown that teacher turnover annually costs millions -and sometimes billions -- of dollars” (Synar & Maiden, 2012, p. 3). Even if a business or
organization will eventually save money by terminating an employee, leadership must be
prepared to endure the cost of replacing that worker (Bouchey & Glynn, 2012).
The tangible cost, Chafetz et al. (2009) goes on to say, can be 25-200% of the exiting
employee’s annual salary. “Whenever employees leave, the company loses their hard won
knowledge and (often expensively) acquired skills” (Luecke, 2002, pg. 62). Boushey and Glynn
(2012) put the direct cost in terms of salary comparisons, “thirty case studies taken from the 11
most-relevant research papers on the cost of employee turnover demonstrate that it costs
businesses about one-fifth of a worker’s salary to replace that worker” (p. 1). The cost of teacher
turnover in the US is a handsome sum as well, averaging from $6,250 to $8,750 per teacher
(Alliance for Education, 2008) and Watlington et al. (2010) assert that teacher turnover is an
important topic to research due to the “dramatic expense associated with replacing teachers” (p.
1).
Armstrong (2010) breaks the cost of turnover into direct cost and losses. Direct costs
include recruitment, induction, training replacements, and leaving costs, which includes the work
of the human resources (HR) department (p. 200). Bouchey and Glynn (2012) add severance
pay, unemployment taxes, overtime for other employees and specific recruitment costs to
Armstrong’s list. According to Armstrong (2010), output losses incurred include decreased
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productivity from the employee prior to leaving, an unfilled position after an employee vacates
the position and decreased productivity during onboarding. Boushey and Glynn (2012) agree that
costs include decreased productivity both when someone leaves and during the onboarding
process. Recruitment cost plays only a small part of the overall cost according to Armstrong
(2010), inefficiencies during the vacancy and onboarding are the costliest (see table 2).
Table 2
Direct and Indirect Costs of Employee Turnover
Direct costs

Indirect costs

Recruitment
Induction
Training replacements
Leaving costs
HR costs (training, induction, etc)

Decreased output from those leaving
Decreased output from delays in replacement
Decreased output from new recruits while training

Note: the information in this table is taken from Armstrong, 2010, p. 200.
Boushey and Glynn (2012) add that according to 27 case studies, the typical cost of
turnover for all workers, except executives and physicians, is 21% of the annual salary of the
vacating employee. The cost of turnover for workers earning an annual salary under $50,000 is
20% of the annual wage as is replacing a worker earning an annual salary of $75,000 or less.
Replacement costs at opposite ends of the spectrum show a dramatic difference, according to the
authors, typical costs being 16% of annual salary for those earning $30,000 or less and up to
213% of annual salary for executive positions and positions with rigorous educational
requirements (see Table 3). Synar and Maiden (2012) break the cost of replacing a teacher down
in terms of the costing categories in relation to annual salary stating “separation costs averaged
2.29%, hiring costs averaged 8.64%, training costs averaged 48.15% and performance
productivity averaged 40.92%” which calculates to and average overall cost of $14,508.86 per
vacated position (p. 5).
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Table 3
Cost of Replacement Based on Annual Salary
Type or Percentage

Earnings

Typical Cost of Replacement

Executives
90 % of US workers
75% of US workers
Over 50% of US workers

not provided
$75,000 or less/year
$50,000 or less/year
$30,000 or less/year

213% of annual salary
20% of annual salary
20% of annual salary
16% of annual salary

Note: the information in this table comes from Bouchey & Glynn (2012)
Common cost categories emerge across the research. Hinkin and Tracey (2000) cite
Wasmuth and Davis to determine the most common categories of direct costs, “separation,
recruitment, selection, hiring and productivity loss” (p. 18). Bouchey and Glynn (2000) use
similar categories, but consider loss of productivity as an indirect cost as does Synar and Maiden
(2012). Armstrong (2010) uses different terms, but in essence reports the same categories. Synar
and Maiden (2012) used a costing model to replace teachers that utilized the same type of
categories but considered separation and hiring to be direct costs and training and performance
productivity to be indirect costs (p. 4). The cited authors agree that the direct costs of turnover
are significant, regardless of the terms that are used to describe those costs.
Boushey and Glynn (2012) asserted that maintaining a stable workforce can garner
markedly reduced losses. “The cost of turnover is an important economic issue because about
one-fifth of workers voluntarily leave their job each year and an additional one-sixth are fired or
otherwise let go involuntarily” (Bouchey & Glynn, 2012, p. 2). Luecke (2003) noted that cost
estimates vary depending on the position, “but it is rarely low” (p. 65). Watlington et al. (2010)
agreed noting two Florida studies that estimated the cost of losing a teacher from $4,631 to
$12,652 and attributed the difference to the level of investment the district makes in teacher
induction. Estimates of the direct cost of teacher turnover are widely varied, which is the basis of
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Waltington et al. (2010) calling for more studies with an improved data collection and analysis
model.
Indirect Cost
Luecke (2003) described the three types of costs that impact the bottom line. Direct costs
are those that can be calculated in the expense sheet, as discussed previously, and indirect costs
are the effects turnover has on the current workforce and customer base. Opportunity costs, as
Luecke (2003) described it, are costs incurred during the replacement phase. In education, Synar
and Maiden (2012) stated, the cost of losing a teacher is not easily calculated because the
financial intricacies are woven throughout the budget rather than being clearly delineated in the
financials. Calculable costs were only part of the reason school districts, businesses, and
organizations benefit from employee retention, however, “most school districts are still more
interested in hard cost savings and find it far easier to justify a decision on the basis of hard
savings” (Synar & Maiden, 2012, p. 6).
Hard costs are only a part of the reasons to focus on retention because employee turnover
can increase the level of expertise the competitor has gained, both Chafetz et al. (2009) and
Luecke (2003) noted. “Not only has your firm been deprived of an important part of its
knowledge base, your competitors have gained it - without having to invest the time and dollars
in training that your firm may have invested” (Luecke, 2003, p. 62). Synar and Maiden (2012)
noted that these soft costs are much higher than the more easily calculable direct costs.
Furthermore, “teacher turnover disrupts the work of administrators and other teachers in the
school” (Synar & Maiden, 2012, p. 4).
The indirect costs are higher than expected according to Hinkin and Tracey (2000). “The
direct, easily measurable hard costs associated with turnover accounts for less than half of total
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costs” (p. 20). “Soft costs were substantially higher in this study but the school district probably
does not realize their impact because they are not readily apparent” (Synar & Maiden, 2012, p.
5). “In the current “Knowledge Era,” intellectual capital is what defines a company’s competitive
edge. Intellectual capital is the unique knowledge and skills that a company’s workforce
possesses” (Luecke, 2003, p. 60). “Voluntary turnover has also been shown to decrease
workforce performance…[such] as customer relationships are impacted, knowledge is lost and
other employees have to pick up the slack” (Chafetz et al., 2009, p. 47). There are indirect costs
in the education world as well. According to Gallant and Riley (2014), “the costs of attrition go
well beyond the teachers who leave any particular school and have a knock-on effect amongst
those who remain” (p. 563). Synar and Maiden (2012) agree with Watlington et al. (2010) who
found the same issue with calculating soft costs of teacher turnover saying “other costs are more
difficult to ascertain because they are embedded in many areas of the school district budget” (p.
3).
Losses can begin before the employee leaves. An internal study of Sears Roebuck in the
1990s found that employees' attitudes were directly linked to customer satisfaction (Luecke,
2003). Dissatisfaction was previously listed as one of the top reasons for voluntary turnover and
that dissatisfaction is likely to carry over to the customer. Measuring the bottom-line cost of
employee dissatisfaction as it relates to customer satisfaction would be difficult, thereby making
it an indirect cost.
Chafetz et al. (2009) talk about knowledge hoarding as an indirect cost of turnover. At
one company layoffs became regular and they found that “employees became increasingly
reluctant to share information with their colleagues” and in turn “productivity dropped as
employees no longer had access to previous work products” (p. 53). Boushey and Glynn (2012)
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consider lost productivity an indirect cost as well, whether it is due to reduced morale, losing
clients and knowledge, funneling resources to hiring and training a replacement, or errors while
the replacement trains. Watlington et al. (2010) state that productivity costs impact turnover in
education which unfortunately trickle down to the students through reduced achievement.
Staff time may be misappropriated due to employee turnover which can contribute to
lower productivity or decreased customer satisfaction. “Turnover, perhaps more than any other
factor, seems to contribute to a reduction in service quality and a sense of burnout, particularly
for front-line supervisors who are constantly involved in firefighting when their departments are
staffed with inexperienced employees” (Hinkin & Tracey, 2000, p. 20). Quality of service in
education impacts students, Synar and Maiden (2012) said “when new teachers churn through
the district, some students may never get the benefit of learning from a teacher who has taught
for several years in a row and built his or her expertise” (p. 4). The cost of teacher turnover
whether direct or indirect, Synar and Maiden (2012) said, “should be unacceptable to any school
district watching their financial bottom line and providing the best teaching workforce for their
students” (p. 6).
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Figure 2 The Cost and Causes of Attrition and Mobility

Note: The information in figure two represents the author’s conceptualization of the literature.
The design was created for this research by Heide Randall, visual designer.
Employee Retention Strategies
Businesses, schools, and organizations can make concerted efforts to implement effective
retention strategies and thereby mediate these costs. Harvard professor Zeynep Ton writes about
the foundation of retention strategies as noted by Boushey and Glynn (2012):
Highly successful retail chains … have demonstrated that … bad jobs are not a costdriven necessity but a choice. And they have proven that the key to breaking the trade-off
is a combination of investment in the workforce and operational practices that benefit
employees, customers, and the company… (p. 4)
Luecke (2003) says “‘One-size-fits-all’ strategies for keeping good people simply don't work any
longer. Companies can best improve their retention rates by crafting creative, specialized
strategies for each major segment of the workforce” (p. 69). Synar and Maiden (2012) suggest
that intangibles such as “working conditions, support of coworkers and superiors, compatibility
of hours and schedules with family and leisure needs” are among the reasons that teachers stay in
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the profession (p. 2). Investigating trauma-informed practices for the workplace meets Luecke’s
suggestions of crafting strategies that are both creative and specialized and addresses the
nonmonetary items Synar and Maiden (2012) noted.
If, as Luecke (2003) suggested, employees leave due leadership changes, conflict with
supervisors, friends leaving, and unappealing changes in job duties, then retention strategies need
to address these conditions. Effective retention strategies should be crafted to include leaders
with the intention of decreasing turnover of those in management and supervision roles as well.
Trauma-informed practices need to address working conditions, conflict in the workplace, and
work/life balance to have a positive impact on retention, and conditions of culture must be
addressed in any plan to develop retention strategies. Addressing culture in a way that creates a
strong and supportive network across the organization will ensure that each department, or
branch, reflects the overall culture of the business or organization. Valuable relationships can
then be fostered company-wide that will meet the need to have close friends at work. Culture
shifts begin by taking small steps toward the end goal (Luecke, 2003).
Luecke (2003) says that there are a variety of reasons that people choose to stay in a
position, which “include job security, a work culture that recognizes the importance of work-life
balance, recognition of a job well done, flexible hours, or a sense of belonging” (p. 75). In the
years that have followed numerous researchers, both in business and education, have echoed
what Luecke stated in 2003. Employee retention strategies and components of a trauma-informed
workplace will need to address each of these areas to be effective.
Trauma Informed Practices as Teacher Retention Strategies
Retention strategies that have been attempted thus far have done little to reduce teacher
mobility and attrition, according to research. Two of the major concerns with teacher attrition are
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cost and student achievement. According to Ronfeldt et al. (2012), teacher attrition has a
negative impact on learning in math and reading, especially in student populations that are
already struggling. The business world has a great deal of research on the direct and indirect
costs of turnover, however, education has surprisingly little research in this area. Djonko-Moore
(2016) found that high poverty schools spend $70,000 per fiscal year replacing teachers who
leave and Alliance for Education (2008) estimated a cost of up to $8,750 per individual
replacement. Money spent on replacing teachers could be used to build more effective
programming for students if attrition was effectively addressed. Therefore, a review of traumainformed literature will be included here along with the development of practices schools can
implement to curb the tide of teachers exiting their positions.
Understanding Trauma
Trauma is a word that is used regularly in the therapeutic world and education, but the
word can be interpreted in various ways from the physical realm to the psychological. The first
thing that comes to mind when considering the word trauma may be an injury or wound
sustained by the body, which is how the word is used in terms of emergency medicine. Over
time, a new meaning has emerged that reflects injury of a different type, emotional or
psychological. This is not to say that emotional or psychological injury occurs entirely
independent of the body, as a physical aspect is often a part of abuse and neglect.
Craig and Stevens (2016) defined trauma in terms of how a person responds to an event
or events that one experiences. “Events are not traumatic in and of themselves; they become
traumatic when they exceed a person's capacity to cope” and further, a trauma response is based
on a person’s inability to manage the emotions evoked and “return to a sense of calmness and
control” (Craig & Stevens, 2016, p. 16). Hallett and Crutchfield (2017) add that trauma is more
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involved than a sad, emotional, or stressful occurrence in one’s life and echo that trauma cannot
be defined as an event. The definition of trauma put forth by SAMSHA (2014) started with the
idea of a response to an event or events and expanded to include a, “set of circumstances that is
experienced by an individual as physically or emotionally harmful or life threatening and that has
lasting adverse effects on the individual’s function and mental, physical, social, emotional or
spiritual well-being” (p. 6). A common thread among the definitions is that trauma is an
emotional or psychological response to an experience.
The most basic definition of trauma funnels down to the response to an unwanted
experience that limits functioning, which provides an operational definition of many terms that
are often used interchangeably. Researchers refer to the varying levels of impact trauma has as
compassion fatigue, secondary traumatic stress, toxic stress, and complex trauma. It is important
to have a broad understanding of the many facets of trauma before delving into trauma-informed
approaches. Bloom (2013) calls this “trauma theory, a knowledge base that serves as an anchor
for the integration of various psychological theories, techniques and points of view” (p. 23).
The current understanding of emotional and psychological trauma begins with the work
of Felitti et al. (1998) and the Adverse Childhood Experiences (ACE) Study, now commonly
referred to as ACEs. The American Journal of Preventive Medicine published the study in 1998,
a collaborative effort between Kaiser Permanente and the Center for Disease Control and Feletti
et al. (1998) which examined the link between childhood experiences and health issues later in
life. The seminal study aimed to “describe the long-term relationship of childhood experience to
important medical and public health problems” (Felitti et al., 1998, p. 246). The authors noted
that “the relationship of health risk behavior and disease in adulthood to the breadth of exposure
to childhood emotional, physical, or sexual abuse, and household dysfunction during childhood
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has not previously been described” (Felitti et al., 1998, p. 245). Household dysfunction was
categorized by exposure to a household member with substance abuse, mental illness, history of
incarceration, or violence toward a mother or stepmother, whereas abuse was described as
psychological, physical or sexual (p. 248).
Research has continued since the time Felitti et al. (1998) conducted the foundational
study and our understanding of trauma has expanded. ACEsConnection (2020) has modernized
the categories that Felitti et al. (1998) began with, outlining ACEs in terms of trauma
experienced in the household, the community and the environment. Trauma is now understood
from historical perspectives, systemic conditions, race, and natural disasters. The sources of
trauma may be understood in new ways as research continues, however, the definition of trauma
continues to be based on the individual response to the activating event.
Trauma-Informed Approaches
Trauma-informed practices are those that “involve changing culture and operating norms
of an entire organization or setting” (Carter & Blanch, 2019, p. 50). Bloom and Screedhar (2008)
write “being trauma-informed means being sensitive to the reality of traumatic experiences in the
lives of most people” and “to the ways in which trauma has affected individuals, families and
entire groups” (p. 51). Trauma is not just a person-based experience, therefore being traumainformed “means becoming sensitive to the ways in which trauma impacts organizations and
entire systems” (Bloom and Screedhar,2008, p. 51). Trauma-informed practices involve actions
in the organization or system to improve interactions with “victims of overwhelming life
experiences [who] have difficulty staying safe, find emotions difficult to manage, have suffered
many losses and have difficulty envisioning the future” (Bloom & Screedhar, 2008, p. 52).
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Systems seeking to become trauma-informed can utilize different approaches, however,
there are many commonalities. The foundational work of Bloom led to the development of the
Sanctuary Model in the 1990s as a response to the trauma impact seen in clients in a therapeutic
setting (Bloom et al., 2003; Bloom & Screedhar, 2008; Bloom, 2013). The Sanctuary Model is
built on the cornerstones of knowledge of “the psychobiology of trauma, the active creation of
nonviolent environments, principles of social learning and an understanding of the ways in which
complex adaptive systems” operate (Bloom et al., 2003, p. 174). SAMSHA (2014) considers
trauma-informed practices as a framework based on the realization that trauma affects people,
recognizes trauma signs, responds with trauma-informed practices, and resists retraumatizing
staff or those served. The Missouri Model is a task-based model that “proposes a continuum of
four stages or levels that an organization can attain on its journey to understanding and
addressing trauma” (Carter and Blanch, 2019, p. 52). A multitiered school model has been
studied by Cavanaugh (2016) and Reinbergs and Fefer (2017). Cavanaugh’s research is built on
“goals and principles of trauma-informed organizations” which includes “supports for student
safety, positive interactions, culturally responsive practices, peer supports, targeted supports and
strategies that support the individualized needs of students” (p. 47). Reinbergs and Fefer (2017)
used a tiered approach organized around “assessment, intervention and practitioner support” (p.
252).
Each of the models has operating principles that guide the implementation of traumainformed practices. The six principles that SAMSHA (2014) commits to using within the
framework are safety, trustworthiness and transparency, peer support, collaboration and
mutuality, empowerment, voice and choice and cultural, historical and gender issues (p. 10).
SAMSHA’s six principles are similar to the Missouri Model and commonalities can be found in
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the Seven Commitments of the Sanctuary Model. The Missouri Model, according to Carter and
Blanch (2019) “is based on a set of principles (safety, trustworthiness, choice, collaboration and
empowerment) that reflect an understanding of the effect of trauma and provide a new template
for practice” (p. 52). The Seven Commitments of the Sanctuary Model encompass safety,
“growth and change, open communication, democracy, nonviolence, emotional intelligence,
social responsibility and enquiry” (Clarke, 2013, p. 96). The multitiered approach Cavanaugh
(2016) writes about uses the tenets of a strengths-based approach that include offering choice,
opportunities to engage in personal interests, a safe environment, trust and empowerment.
Several common threads run through the principles of each approach, such as safety, trust, and
empowerment.
Trauma-Informed Retention Strategies
Teacher attrition is a serious problem. According to Hartwick and Kang (2013), upwards
of 25,000 teachers leave the profession each year, which dramatically outpaces retirements.
Many researchers attribute the desire to leave a position to low job satisfaction, often due to poor
workplace and working conditions (Bartholomew, 2007; Dupriez et al., 2015; Hinkin & Tracey,
2000). Carter and Blanch (2019) said, “while few comprehensive evaluations of traumainformed organizational change efforts have occurred, studies demonstrate that introducing
trauma-informed practices can lead to greater client and family satisfaction, positive client
outcomes, increased hope and optimism, and decreased trauma symptomatology” (p. 51). Hinkin
and Tracey (2002) note job dissatisfaction as a leading cause for turnover and Cater and Blanch
(2019) report that organizations utilizing trauma-informed practices have increased satisfaction
for those that utilize the system.
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An exploration of trauma-informed practices as retention strategies to stem the tide of
teacher attrition can look to approaches that indicate safety, trust, and empowerment as key
components. “The changes an organization needs to make to become trauma-informed are
difficult to pinpoint and even harder to sustain” (Carter and Blanch, 2019, p. 49). Systems may
wrestle with what to change and when, but research indicates the importance of bringing about
systems change. The prevalence of trauma was revealed when “the ACEs study showed that
adverse childhood experiences are vastly more common than recognized or acknowledged and
that they have a powerful relation to adult health a half-century later” (van der Kolk, 2005, p. 3).
“Trauma has no boundaries with regard to age, gender, socioeconomic status, race, ethnicity,
geography or sexual orientation” (SAMSHA, 2014, p. 2). Statistics on the number of adults in
the work world with trauma backgrounds are not readily available, however, as van der Kolk
(2005) said, trauma is much more prevalent than once realized and an identifiable category of
people likely to be traumatized does not exist according to SAMSHA (2014).
Trauma-informed retention strategies should be applied throughout the system due to the
inability to know who in the system has been, or will be, impacted by trauma at some point.
Bloom et al. (2003) suggested “an environment that actively promotes nonviolence, a willingness
to constantly enhance learning within a social context, and a compassionate regard for survivors
of overwhelming experiences” (p.189). “An effective implementation system would clearly
define terms, establish a developmental framework, emphasize the importance of structural
change, provide guidance on measuring progress, and allow organizations to make decisions
about how far and how fast to go” (Carter & Blanch, 2019, p. 52). Reinbergs and Fefer (2017)
found that “to be effective, services must be well organized, prevention focused, data-based,
involve the whole community, and be resource efficient” (p. 259). Following principles rather
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than a scripted set of procedures that “build on the best evidence available and consumer and
family engagement, empowerment and collaboration” is vital (SAMSHA, 2014, p. 10).
“One of the most consistent findings in decades of prevention research is that
environmental supports, or protective factors, such as caring relationships, high expectations, and
opportunities for meaningful participation, can moderate the impact of trauma, and adversity
more generally” (Carter & Blanch, 2019, p. 50). Creating an environment with protective factors
often entails a culture shift at the organizational or system level, and Luecke (2002) notes that a
culture shift is foundational to retention strategies. “Trauma-informed models involve changing
the culture and operating norms of an entire organization or setting” (Carter & Blanch, 2019, p.
50). Bloom’s model is based on guiding “an organization in the development of a culture with
seven dominant characteristics all of which serve goals that simultaneously create a sound
treatment environment while counteracting the impact of chronic and unrelenting stress” (Bloom
& Screedhar, 2008, p. 49). If, as SAMSHA (2014) states, trauma is embedded in systems that
serve people, then the imperative is that trauma-informed practices shift the culture of the system
to openly address the needs of trauma-impacted clients, employees and the organization as a
whole.
Conclusion
Addressing teacher turnover is vital to the education of our students. Although this is a
well-known problem, effective retention strategies have yet to be found. In the ever-changing
world where trauma, secondary trauma, and compassion fatigue are becoming more common we
need to look to trauma-informed practices for solutions. Blitz et al. (2016) discuss how students
enter the doors of the school with a host of stressors, social-emotional needs, and even trauma

49

Addressing Teacher Attrition Through Trauma-Informed Practices in the Workplace

experoiences. The students, they say, are looking for a safe and supportive environment in which
they can develop and learn.
Teachers also enter the doors of the school with personal and professional stressors, the
needs of close and extended family on their minds and possibly their own set of traumas.
Certainly, teachers are at risk of compassion fatigue due to caring for their students with
significant needs beyond the scope of classroom learning. All of this has been exacerbated
during the uncertain times of COVID-19. Offering support to teachers in a way that utilizes their
strengths, provides opportunities to be empowered and engaged in the school, creates learning
opportunities and provides the tools to build restorative practices makes sense.
The literature explored the reasons that employees leave, the direct and indirect costs of
turnover and what motivates people to remain in an organization. The high cost of employee
turnover provides a strong rationale for exploring effective retention strategies. In the business
world clear links can be made between what motivates employees to stay and workplace
strategies that increase job satisfaction. More research needs to be conducted to explore retention
strategies that align with trauma-informed practices and how the implementation in the
workplace impacts employee turnover.
Synthesis of the Research Findings
Teacher attrition has been a concern in education for decades and that concern remains,
particularly with the additional stressors that educators have encountered teaching during a
global crisis. Bradbury et al. (2020) reported that among teachers who participated in the study
of teaching amid a pandemic “there was a generalized sense of disruption among teachers
regarding both their professional as well as personal lives” (p. 26). The study further stated that
preschool and elementary teachers were more likely to report disruption to their teaching than
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those working in upper grades and that women teachers experienced higher levels of disruption
than male colleagues. Bradbury et al. (2020) found a significant correlation of home/work life
disruption and indicated that the professional stressors in education have been exacerbated by the
pandemic, which has the potential to decrease job satisfaction for greater numbers of teachers
and increase attrition. The needs of teachers will be important to address or “in the absence of
supports to address vicarious traumatization and other challenges associated with working with
children exposed to trauma, professionals can succumb to stress, burnout and, ultimately, leave
the field” (Cavanaugh, 2016, p. 45).
Addressing teacher attrition is a modern concern, as well as an historical issue in
education, and an effective solution to the problem is more vital now than ever given the impact
of the pandemic on teaching professionals. A new approach to stemming the tide of teacher
attrition may be found in creating a trauma-informed workplace. Bloom and her colleagues
embarked on the foundational work of transforming a system to become trauma-informed in the
1990s and have written books, journal articles and participated in follow-up studies. The work
has been slowly built on in the decades since, but a clear model for general workplace
implementation has yet to be developed. Common themes can be found across the formal models
of trauma-informed practices that can be explored as retention strategies for educators.
Bloom (2013) writes about a study done with World War II soldiers who experienced
significant trauma in the field, rendering them incapable of fulfilling their duties. The study
found that when soldiers were given restorative measures that met their physical, social and
psychological needs they were able to return to duty. Bloom (2013) notes that the particular
restorative activities were not as important as having the time, space and care to regain a sense of
balance. Cavanaugh (2016) indicated that this idea generally applies to teachers saying, “it is
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important for educators to increase the amount of positive experiences they have in their own
lives, particularly around teaching” (p. 45). Bloom (2013) found that one way to foster positive,
restorative experiences is through connections with nature saying, “human beings need settings
that maintain a connection with the natural - with trees and flowers, sun and sky and other
animals” (p. 142). Restorative measures are intended to create a state of well-being and Bloom
(1995) relates this to schools saying “the goals of the school must also encompass the health of
the teachers, administrators, school boards and other school personnel” (p. 409). Restoring wellbeing can be achieved through creativity as well. Bloom (2013) said “healthy human beings
express themselves creatively in myriad ways and they actively participate in the creative
endeavors of others” (p. 61). Clarke (2013) perhaps helps illuminate why the soldiers in the
World War II study were able to regain the ability to serve with various restorative approaches
noting that when the time and tools are provided to restore the previous sense of safety, clients
can return to forward motion.
“Addressing vicarious traumatization requires an awareness of one’s internal emotional
state and emotional self-monitoring” (Cavanaugh, 2016, pp. 44-45). Helpful supports, according
to Cavanaugh (2016), can be formal or informal and can include activities such as book studies,
resources for coping strategies and ways to celebrate daily successes. “Emotions are one of those
aspects of human existence that are so fundamental, so vital, and so pervasive that we fail to
even think about them” (Bloom, 2013, p. 50). Workplaces are filled with people who all come to
work with emotions as an integral part of their being and creating an environment where tools for
emotional regulation are readily available may address the vicarious trauma that Cavanaugh
(2016) brings to light.
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Empowerment is a key element that is weaved through trauma-informed models.
SAMSHA (2014) calls for “significant involvement, voice and meaningful choice at all levels
and in all areas of organizational functioning” (p. 13). “People who are traumatized need to gain
a sense of personal control” (Bloom, 1995, p. 407). Empowerment helps people experience “that
their actions can make a positive difference in their live and the lives of others'' (Bloom, 2013, p.
133). Employees who are empowered have a voice in their work world. Cavanaugh (2016)
supports empowerment through providing opportunities for inclusion in planning and authentic
voice noting these are essential trauma-informed practices. Cavanaugh (2016) echoed Bloom et
al. (2003) sentiments adding that involving clients in creating well-being in the environment
entails “involving them more in decision making, giving them more choices, giving them
opportunities to see that what they do affects everyone in their lifespace” (p. 185). Cavanaugh
(2016) goes on to say that in trauma-informed schools “students also need to experience
significant moments of success during their school day” and it is important to “ find times for
students to showcase their strengths and offering choices during the day” (p. 44).
“Establishing a positive school climate requires building relationships so that all
members of the school community feel safe, supported, engaged and connected” (Blitz et al.,
2016, p.100). It is important to note that Blitz et al. (2016) calls for engaging the entire
community which includes teachers. Clarke (2013) discussed the Sanctuary Model created by
Bloom and colleagues and noted that key elements of the model include interacting in the
community in new ways and taking part in the team. Cavanaugh (2016) noted supports that
reflect trauma-informed organizations include “positive interactions, culturally responsive
practice (and) peer supports” which is aligned with Clarke (2013) and Blitz et al. (2016)
engagement in the community (p. 44). Adults spend a majority of their time in the workplace,
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which provides a primary community with which to become involved in new ways as Clarke
(2013) suggested. “We must begin to create naturally occurring, healing environments that
provide some of the corrective experiences that are vital for recovery” and when opportunities
are provided for people to be engaged with their work community then those healing experiences
can emerge organically (Bloom, 2013, p. 134).
Trauma-informed practices include a “willingness to constantly enhance learning within a
social context” (Bloom et al., 2003, p. 189). Bloom et al. (2003) asserted that learning in the
social setting helps people to be more productive in relationships, resolve personal emotional
issues and change responses, ultimately changing outcomes. A safe environment, according to
Clarke (2013), allows for individuals to feel free to embark on individual development, and
Cavanaugh (2016) agreed that it is important to provide a space where personal interests can be
explored. Cavanaugh (2016) stated “providing opportunities for students to engage their interests
are also critical” to trauma-informed practices (p. 44). Opportunity for growth, Bloom (2013)
concludes, is a vital part of a framework that creates an environment for recovery from trauma.
Bloom and Screedhar (2008) said that in organizations “it is relatively easy to lose sight
of the mission, goals, and values that should guide the work” and added that “over time, stressed
systems can become reactive, change-resistant, hierarchical, coercive, and punitive” and warn
that an organization may become centered around trauma (p. 49). A system that has lost sight of
its purpose or that has become organized around trauma may need an overhaul, but as Bloom et
al. (2003) noted “change is difficult and changing an entire system compounds the difficulties”
(p. 189). System-level change in an educational organization is not an easy task, but perhaps
necessary if attrition is to be addressed effectively. “I learned how traumatized an organization
can become” and “how important it is to get people together to talk, brainstorm, resolve conflicts
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and heal from the past” (Bloom, 2013, p. 5). A model that incorporates key elements that are
common among trauma-informed practices has the potential to create the change that is needed
to support teachers and reduce attrition.
“Being trauma-informed means being sensitive to the reality of traumatic experiences in
the lives of most people” Bloom and Screedhar (2008) said “and it means becoming sensitive to
the ways in which trauma impacts organizations and entire systems” (p. 51). Cavanaugh (2016)
states that “given the common nature of ACEs and other traumatic experiences and their direct
impact on educational progress of students, it is critical that educators engage in traumainformed practices” (p. 41). Due to this “it is also important to address the needs of adults who
work directly with children” (Cavanaugh, 2016, p. 44). A trauma-informed workplace then
understands that trauma can impact anyone and plans for ways to create opportunities to restore a
sense of balance, be empowered, engage in the workplace community and learn and grow in
personal development.
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Figure 3 A Synthesis of Trauma-Informed Approaches as Workplace Practices

Note: The information in figure three represents the author’s conceptualization of the literature.
The design was created for this research by Heide Randall, visual designer.
Critique of Previous Research Methods
The literature review included both quantitative and qualitative studies. Quantitative
studies on employee turnover and job satisfaction used surveys to gather raw data for statistical
analysis. Luecke (2003) used a large quantitative study by the Hudson Institute with a high
number of participants, making it a representative study to evaluate the likelihood an employee
will leave. Hinkin and Tracey (2000) based their initial work on a study done that investigated
the reasons that people leave positions. The study was replicated in subsequent decades with
nearly the same results, making it generalizable according to Fraenkel et al. (2015). A metadata
analysis of 31 case studies was conducted by Boushey and Glynn (2012) that reviewed the cost
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of turnover from various industries and the size of the analysis allows for triangulation of
information analyzed, supporting the reliability of the results.
A study more specific to teacher turnover was conducted by Cancio et al. (2013) using a
purposive sample of teachers in the licensure area of emotional behavior disorders (EBD). The
initial pool was nearly 2000 with just over 400 responses to a 96-item survey that was piloted
before use in the study. Djonko-Moore (2016) used existing data from the School and Staffing
Survey and Teacher Follow-up Survey that surveyed nearly 40,000 teachers from just under
7000 schools in the 2007-2008 school years. The sample size Djonko-Moore (2016) used for
their study was 730 of the 40,000 originally surveyed. A progressive analysis was used to sort
the data by category and then regression models were run based on the Generalized Linear
Mixed Model to nest the data. Sprang et al. (2011) gathered data on burnout of child welfare
workers using the Professional Quality of Life IV (ProQOL), a valid and reliable instrument that
uses a 20 question survey that has been used since 1995 with five updates occurring since that
time. A sample size of 577 used both variable analysis and regression models to assess indicators
of burnout that found that there was a positive correlation between compassion fatigue and
burnout.
Trauma studies have been founded on the work of Felitti et al. (1998) on the health
impacts of Adverse Childhood Experiences. The ACEs study first conducted by Felitti et al.
(1998) used a pool of 45,000 potential participants between 1992 and 1995 with a final sample
size of 13,494 participants. Questions for the survey came from various published surveys to
ensure validity and reliability in each of the categories the ACEs study assessed. Statistical
analysis included logistic regression and relationship comparisons between categories and
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exclusions were analyzed for comparison to final results to ensure that the data was not skewed
based on the exclusions.
Grounded theory was used by Johnco et al. (2014) to investigate both turnover and
retention. Interviews were conducted as well as focus groups with data comparison occurring
based on themes, between groups and across group analysis. Analysis of the interviews and focus
groups followed the coding methods described by Creswell & Poth (2018).
Likewise, Scannapieco and Connell-Carrick (2007) looked at predictors of turnover in child
welfare and developed strategies to address the issue. The study also included a follow-up survey
to see if the strategies were reducing the likelihood of turnover. These studies are important in
creating a bridge in the literature between a caring field and education as it relates to
understanding the impact trauma has on the people working in the field.
Collins-Camargo and Antle (2018) built on the foundation by earlier researchers to look
to systems solutions. Trauma screening procedures were piloted prior to focus groups consisting
of both supervisors and child welfare workers. Emerging themes included the need for training
and the use of a trauma screening process. One question is whether a trauma-screening tool could
be adapted to help adults advocate for their needs or to create a trauma-informed workplace. The
study suggests that supervisors play an important role in preventing secondary traumatic stress or
compassion fatigue in child welfare workers and gives specific ideas of how to respond. This
suggests that a trauma-informed systems change may be possible in other fields to address the
results of compassion fatigue and burnout.
Modern trauma research is based on the ACEs study and trauma-informed systems more
specifically the work of Sandra Bloom which began in the mid-1990s. Bloom began with writing
a book that delineates the work she and her colleagues embarked upon when creating what they

58

Addressing Teacher Attrition Through Trauma-Informed Practices in the Workplace

understood to be the first trauma-informed system. Bloom has continued to work with various
other researchers since that time to build on the seminal work in trauma-informed practices.
Bloom et al. (2003) conducted case studies of implementation of trauma-informed practices in
five different programs assessing the change in the programs based on client and employee and
administration interviews.
Summary
The literature review began with a broad overview of why employees leave, and moved
into more specific reasons that motivate employees to leave or stay. Researchers tended to agree
that job satisfaction was an umbrella rationale for staying in a position, but the factors that led to
overall job satisfaction were explored in many different ways. Employee turnover came with a
price with both direct and indirect costs associated, however, the business world delved into the
financial impact of turnover with much more depth than the education profession. The
importance of retention was founded in the financial losses and what was lost in institutional
knowledge, skills that were already developed and in use, and the loss of efficiency. In
education, student learning loss was an indirect cost that had been studied but did not have a
dollar amount attached.
Retention strategies in education had not been found to significantly reduce turnover, to
date, although attrition was a well-known problem. The decision to leave a position, whether in
the corporate realm or education, centered on the level of job satisfaction experienced. Traumainformed practices in the workplace was a strategy that showed promise for addressing the needs
of the teachers, responding to burnout and the vicarious stress of working with traumatized
children and increasing job satisfaction. A sense of urgency exists now more than ever with the
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added stress teachers faced teaching under the crisis of a pandemic and working with a student
population with increased trauma due to pandemic-related experiences.
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Chapter Three: Methodology
Introduction
Teacher attrition is a well-known problem in education that remains unsolved.
Addressing attrition is paramount as it negatively impacts student outcomes (Ronfeldt et al.,
2012), district finances and the knowledge base of district professionals (Boushey & Glynn,
2012; Hinkin & Tracey, 2000; Luecke, 2003). The motivation to leave a position or the
profession has been investigated for decades uncovering reasons such as inadequate resources
(Fitchett et al., 2017), limited personal coping strategies (Hartwick & Kang, 2013), low job
satisfaction (Bartholomew, 2007), too little support from administration (Cancio et al., 2013),
lack of flexibility (Richman et al., 2008) poor wages, undesirable conditions on the job,
inadequate professional preparation and support (Darling-Hammond, 2003), demands of the job,
personal philosophy, relationships with colleagues and workplace culture (Newberry & Allsop,
2017) have all been identified. The predictors of leaving a position or the profession altogether
have been investigated, however, solutions to address the numerous reasons for attrition have
been unsubstantiated.
Research specific to education has not been conducted, to date, to investigate the impact
of trauma-informed practices in the workplace as a solution for teacher attrition and mobility.
Research in the field of social work has studied the relationship of job stress, burnout, turnover
and secondary traumatic stress finding positive correlations between compassion fatigue and the
likelihood of leaving the position (Sprang et al., 2011; Johnco et al., 2014; Scannapieco &
Connell-Carrick, 2007), which may be relatable to the education profession. Trauma-informed
practices are used as an embedded practice throughout the system in residential treatment
facilities and this may be an important connection to explore as it relates to educational systems.
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Blitz et al. (2016) investigated how the Sanctuary Model based on the work of Sandra Bloom can
address issues with community and culture. Collins-Camargo and Antle (2018), like Blitz et
al. (2016), looked at the whole system including students, staff and the community at large. One
important focus was the work environment and the role it played in the school-wide community,
which provides a relatable rationale for the research.
Chapter three will review the purpose of the study, the research question and the research
design. Participant selection and protection will be covered and a detailed accounting of the
study procedures will be examined. The data collection methods will be discussed as well as the
procedures for analysis. The role of the researcher, previous knowledge and potential biases will
be covered in the chapter as well.
Purpose of the Study
The purpose of this study was to investigate the potential trauma-informed practices have
to reduce teacher attrition and mobility. A knowledge gap existed between understanding why
teachers move or leave the profession and the formulation of effective solutions. The stability of
teachers in the classroom should be a top priority for educational leaders, according to DarlingHammond (2003), therefore, the target audience for this study was decision-makers such as
superintendents and building administrators. The extended audience for the study included
professionals in higher education who instruct educational leaders, persons interested in
educational leadership, and educators who have an interest in the topic.
Teacher attrition is a well-known problem without an effective solution. “Public school
teaching is not a long-term occupation for most teachers in the United States” but rather “it’s a
temporary job” (Glazer, 2018, p. 62). Glazer (2018) goes on to point out that the vast majority of
the research focuses on early exiters from the profession, but that attrition is troubling for well-
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established teachers too. As discussed in the literature review the cost of teacher turnover ranges
from $4631 to $12,652 depending on the district and location (Watlington et al., 2010), with
modest estimates averaging $6,250 to $8,750 (Alliance for Education, 2008) for every teacher
lost, whether the teacher moves or leaves the profession. The potential cost savings in reducing
attrition and mobility could be used by districts to improve programming for students and
implement strategies to reduce teacher loss.
Researching has been lacking in creating trauma-informed workplaces as a way of
addressing attrition. The stressors and emotional needs of students were likely heightened due to
the COVID-19 pandemic, exacerbating what Blitz et al. (2016) discussed, saying “classroom
teaching does not take place in isolation; it occurs in the context of school climate, and the
school exists in the context of community and society” (p. 97). Teachers may have had elevated
stressors and emotional support needs as a result of the crisis teaching demands during the
pandemic and may have experienced greater impacts from compassion fatigue. Blitz et al. (2016)
made it clear that teachers are a part of the climate and caring for teachers improves the climate.
In turn, the potential exists to increase job satisfaction which could lead to greater retention. The
goal of the study was to fill in the knowledge gap that exists in the literature by considering
trauma-informed practices in the workplace as a strategy to reduce attrition. The need for a
trauma-informed workplace may be even greater as the world continues to respond to the global
pandemic and in the years that follow.
Research Question
How does job satisfaction as it relates to the constructs of trauma-informed approaches in
the workplace influence teacher mobility and attrition?
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As stated in chapter one, the research used the term trauma-informed practices in the
workplace to mean strategies "designed to facilitate the development of organizational cultures
that counteract the wounds suffered by the victims of traumatic experience and extended
exposure to adversity" (Esaki et al., 2013, p. 119). Teacher mobility was first defined in chapter
one as leaving a building or district and teacher attrition was defined as leaving the profession
entirely, which was discussed throughout the study (Vagi & Pivovarova, 2016). Trauma
informed approaches were defined in chapter one and chapter two as those that address changes
in culture, needed safety and support, improved interactions with leadership, supervisors and
colleagues, and opportunities to explore personal and professional interest-based learning.
Research Design
Initially, mixed methods were considered for the study using a variation of the
Randomized Solomon Four-Group Design to conduct the quasi-experimental study, using a pre
and posttest (Fraenkel et al., 2015) and grounded theory qualitative methods (Creswell & Poth,
2018; Briggs et al, 2012). Four similar schools in a rural region were considered for the quasiexperimental study with two implementing trauma-informed practices in the workplace and two
as control groups. One control group was to participate in both the pre and posttest without
receiving the trauma-informed practices and a second control group was only to take a posttest.
One experimental group was to take both the pre and posttest and the other was to take only the
posttest. Participants were not to be randomly assigned to the group, but rather to be assigned by
school, thereby making it a variant of the Randomized Solomon Four-Group Design. The
method did offer some opportunities for helpful results; however, it was not an appropriate
method at the time.
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Several factors contributed to determining that the study would be qualitative using
grounded theory rather than the mixed methods approach. The study design was ambitious given
the timeline for completion. A further complication was created with COVID-19 restrictions and
the difficulty in finding schools that could dedicate time to working with the researcher while
planning for crisis education. In consultation with the advisor it was determined that a qualitative
grounded theory study was more appropriate given the circumstances.
Qualitative research is typically conducted in the field, with the researcher playing a vital
role in data collection and where a complete picture of the concept or topic being studied is
created (Creswell & Poth, 2018, p. 45). The researcher’s inductive and deductive reasoning,
Creswell and Poth (2018) say, is central to qualitative studies, as is reflection and interpretation.
Two key components of qualitative research that Creswell and Poth (2018) pointed out, align
with this study, “a complex, detailed understanding of the issue is needed” and a theory is needed
“to address the gaps in understanding” (p. 46). Teacher attrition and trauma-informed practices
are complex and a greater understanding of the interplay of the two has the potential to fill a
knowledge gap.
The design of this study followed the qualitative method of grounded theory as outlined
by Creswell and Poth (2018) and Briggs et al. (2012). The focus of grounded theory is “to
develop a substantive theory about a central phenomenon lying at the heart of a problem or an
issue” (Briggs et al., 2012, p. 191). “The primary form of data collection is often interviewing in
which the grounded theory researcher is constantly comparing data gleaned from participants
with ideas about the emerging theory” (Creswell & Poth, 2018, p. 84). As discussed in chapter
one, grounded theory uses a cyclical process of gathering data, memoing and coding the data into
major categories that emerge until the themes have developed and the saturation point has been
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reached. The researcher enters the selective coding phase after the saturation point is reached to
explore how the themes interact to illuminate a theory (Creswell & Poth, 2018). Grounded theory
aims to present a theoretical model on the topic that advances current understanding.
A systematic grounded theory design was used throughout this study because “this type
allows research questions, literature searches and heuristic frameworks to be considered before
data collection” (Briggs et al., 2012, p. 190). As Kristjansson-Nelson (2020) suggests, one style
of grounded theory was followed throughout the study, the systematic approach.
Participant Selection
The study used a theoretical sampling as described by Briggs et al. (2012) where the aim
“is to choose participants according to their potential to add value to the theory being developed”
(p. 195). Participants selected for this study decided at some point in their career to move
buildings or districts or to leave the profession altogether. The participants who were selected
were thought to have the potential to add value to the current understanding through sharing
perspectives and insights from personal experience with attrition or mobility. The operational
definition of teacher mobility used for this study was a move to a different building or district
and attrition was defined as leaving the teaching profession altogether.
Established teachers who were known to the researcher, or referred to the researcher,
were participants in a semi-structured interview. Briggs et al. (2012) recommend 10 to 25
participants for grounded theory research; however, this study began with five to seven
participants. Grounded theory is intended to continue until “saturation is reached when new
participants offer no new angles, views or perspectives” and if that point is not reached then
additional participants are sought (Briggs et al., 2012, p. 195). This study does not include more
than 10 participants due to the timeline required for completion.
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The teachers interviewed were established teachers having been in the profession for five
or more years and included both general education and special education teachers. Participants of
all genders, ages and content areas were considered for participation. Teachers who moved
during their career due to extenuating circumstances such as a spouse's relocation, needing to be
closer to family or gaining access to services that required relocation were excluded because the
reason for leaving is not related to diminished job satisfaction. Teachers who have worked in one
building until their retirement were excluded, however, retired teachers who moved buildings or
districts during their career for reasons other than the exclusions were considered as participants.
Procedure
Research procedures began with writing a prospectus and gaining approval from
Minnesota State University Moorhead (MSUM) doctoral advisors. Next, an IRB was submitted
to the MSUM Institutional Review Board and upon approval the researcher began writing the
research proposal with a review of each chapter provided by the dissertation advisor. The steps
completed after receiving approval were reviewed in this section.
Participant Selection
“The first task in selecting a sample is to define the population of interest” which is “the
group to whom the researcher would like to generalize the results” (Frankel et al., 2015, p. 93).
Teacher mobility and attrition was the subject of the study making the population of interest,
teachers. The accessible population according to Frankel et al. (2015) is the wider group that the
research could be generalized to, however, it is unrealistic to interview all teachers.
Current or former teachers known to the researcher or referred to the teacher were invited
to be interviewed. Interviewees had left a building, district, or profession altogether, fitting the
description of a theoretical sampling as described by Briggs et al. (2012). Creswell and Poth
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(2018) agree saying “the participants interviewed are theoretically chosen (called theoretical
sampling) to help the researcher best form the theory” (p. 85).
Theoretical sampling was used for the interview pool that was selected based on a fit to
the study and the potential to add to the theory (Creswell & Poth, 2018).
Participant Protection
Interviewees were given an informed consent that outlined the process of being a
volunteer for the study and the right to terminate participation at any time (Appendix A). The
informed consent form for the interview notified the participant that an audio or video recording
would be taken of the interview, they could use a pseudonym, and that great effort was taken to
protect their identity. Information about the secure storage of data was provided adding that
transcripts, notes and recordings will be destroyed within 365 days after the publication of the
dissertation.
Data Collection
In a structured interview the questions are written before conducting the interview and in
a semi-structured interview “the interviewee contributes to sharing the conversation” (Briggs et
al., 2012, p. 79). The semi-structured interview asked for demographic information, questions
about job satisfaction, supports offered and factors that influenced the decision to leave a
building, district, or the profession. All interviewees were asked the same set of base questions
and additional questions were free-flowing in response to the answers that were given for the
planned questions to allow for clarification when needed or a deeper understanding of the
participants’ intended meaning.
Interview participants were persons known by or referred to the researcher. Interviewees
were invited to participate in the study and provided with the informed consent form through
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their preferred method, a hard copy or via email. After the informed consent form was received,
via hard copy or email, an agreed-upon time and mode for the interview was determined.
Interviewees were offered a copy of the structured interview questions ahead of time with
the understanding that the interview was to be a conversational style with free-flowing questions
and relevant follow-up questions asked within the interview. Interview participants had the
option of being interviewed in person at an agreed-upon location or through a conferencing tool
such as Zoom or Google Meet. A personal electronic device was used to record in-person
interviews and interviews conducted in an online format were recorded through the chosen
conferencing platform. Initial interviews were approximately an hour in length with an option for
future follow-up after the data had been reviewed. Data generated through the interview process,
recordings, transcripts and notes will be destroyed two years after the study is complete.
Data Analysis
This study was conducted using a grounded theory qualitative design that utilized
interviews. The interviews used the grounded theory method to develop a theory “‘grounded’ in
data from the field” (Creswell & Poth, 2018, p. 82). Memoing was used during the interview.
Each interview was transcribed using the transcription software Trint and then coded using open
coding. “A code is a label for a concept that captures the essence of the meaning extracted from
each sentence or paragraph” (Briggs et al., 2012, p. 197). After the initial codes were determined,
categories were formed for comparison. Open coding breaks down the data into small chunks of
meaning until groups of meaning emerge as categories. Next, axial coding was used to put the
data back together in new ways, in order to develop a visual model (Briggs, et al., 2012). The
purpose of axial coding is “to make connections among the categories and their subcategories, as
identified in the open-coding stage” (Briggs et al., 2012, p. 198). The process of transcription and
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coding was ongoing throughout the research until new meaning no longer emerged, or saturation
had been reached. At that point, selective coding was used in which “a core category is selected
to which the other categories can be related and conceptualized ‘[sic]’” (Briggs, et al., 2012, p.
198). The core category was the main umbrella that connected the sub-concepts that were
discovered through the process.
“Researchers doing a grounded theory study use what is called the constant comparative
method” (Fraenkel et al., 2016, p. 432). Text data were analyzed using the constant comparative
method which processed data in multiple ways to find the themes that emerged. This led to
“coding the data for its major categories of information” (Creswell & Poth, 2018, p. 85). Digging
down into the details, axial coding was used to determine the core category that emerged from
the open coding and then selective coding was used to develop the theory (Creswell & Poth,
2018).
Instruments
Semi-Structured Interviews
The semi-structured interview began with demographic questions about time in the
profession, area of teaching and job history. Further questions centered around the job
satisfaction constructs discussed in the literature review and the trauma-informed constructs
discussed in the synthesis of the literature. The interview also had questions about early
successes and struggles in the career and available supports. Concluding questions related to the
decision to leave and what impacted that decision (Appendix B). The prepared questions
provided the structure for the interview which was semi-structured, allowing for follow-up
questions, examples and additional information the interviewee wanted to share.
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Electronic Devices
The interviews required a recording device as well as tools for written notes to be taken
during the interview. Online conferencing tools provided convenience for interviews and
captured voice inflection, thoughtful pauses and nonverbals along with verbal responses. Zoom
was the conferencing platform of choice with Google Meet as a second option.
Role of the Researcher
Qualitative research, grounded theory in particular, relies on the researcher as an
instrument in the study. Creswell and Poth (2018) noted that the researcher is an instrument of
data collection when conducting interviews and reviewing documents. “Qualitative researchers
build their patterns, categories and themes from the “bottom up” by organizing data inductively
into increasingly more abstract units of information” (Creswell & Poth, 2018, p. 43). Grounded
theory involves the researcher in the data collection as Creswell and Poth (2018) described,
through the complex reasoning that memoing, open coding, axial coding, selective coding
require. The integral role of the researcher in the study called for reflection throughout the study
and understanding positionality within the research.
The researcher had practice in conducting interviews in a variety of settings including
when writing for a newspaper, when conducting evaluations in a professional position and
through classes in Graduate coursework.
Previous Knowledge and Bias
Before embarking upon the doctoral journey the researcher was well studied in trauma
and trauma-informed practices for learners. Trauma-informed practices in schools began to
spring forth nearly a decade prior as an important aspect of educating learners with emotional
and behavioral issues. Trauma-informed practices became important in the professional realm as
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a special education advisor working specifically with districts, families, and students with
emotional and behavioral needs that severely disrupted their education. Increasing knowledge
was required as research on the connection between trauma and difficulties in school became
more closely linked.
The starting point to the researcher’s knowledge of trauma-informed practices can be
found in a need to learn as relevant to the job. However, continued independent learning on the
topic by watching videos from experts in the field, reading articles, attending training sessions,
and taking advantage of learning opportunities as presented was pursued whenever possible.
Therefore, the researcher came to the concept of trauma and trauma-informed practices with
strong foundational knowledge. The literature review conducted as a part of this study extended
previous knowledge.
The researcher believed strongly in the importance of reducing attrition and in utilizing
trauma-informed practices in novel environments. Due to the personal belief of the researcher in
the importance of both reducing attrition and the value of trauma-informed practices, the
researcher must use bracketing to ensure that bias does not leak into the study or the results.
Ethical Considerations
Permission for this study was granted by the Institutional Review Board of Minnesota
State University, Moorhead. Creswell and Poth, (2018) listed areas of ethical consideration at
each stage of the research process from gaining approval to publication (pp. 55-56). A review of
these considerations was undertaken at each stage of the research. Respondents that volunteered
for an interview remained confidential and their identity was not exposed to employers or any
other individual or entity, to the best of the ability of the researcher. All participants were given
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informed consent and were allowed to end participation in the study without consequence. The
researcher was not aware of any conflicts of interest.

Summary
This study aimed to investigate the impact of trauma-informed practices on teacher
mobility and attrition through qualitative grounded theory research. Darling-Hammond (2003)
asserts that teacher stability in the classroom is an educational priority and Ronfeldt et al. (2012)
support this position due to the negative outcomes students experience when teachers shift
buildings, districts, or leave teaching altogether. The problem of teacher attrition and mobility is
well-established, but a meaningful solution is still lacking.
A thorough literature review showed that people leave positions due to poor job
satisfaction, which has many causes such as poor leadership, lack of flexibility, poor working
conditions, demands of the job, and more. The same holds for teachers throughout the literature
showing that the problem is known and root causes have been illuminated. A knowledge gap
exists between the understanding of the problem and effective solutions, which provided the
rationale for this study to investigate how implementing trauma-informed practices in the
workplace impacts turnover intentions.
Grounded theory was the research design used to study the question and relied on
Creswell and Poth (2018) and Briggs et al. (2012) to guide the process, using the systematic
approach of Strauss and Corbin. Semi-structured interviews were conducted and after
transcription the coding process began using what Fraenkel et al. (2016) called the constant
comparative method with continued coding and analysis until new themes cease to emerge.
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The study gained approval from the Institutional Review Board of Minnesota State
University, Moorhead which addressed the ethical concerns of the research project. There were
no known risks to the participants and there was no known conflict of interest. The identities of
the participants were kept confidential to the greatest extent possible and participants were
allowed to withdraw at any time before, during and after the study. The researcher had prior
knowledge of trauma-informed practices and viewed those practices in a favorable light. Due to
that, the researcher took precautions to ensure the integrity of the study was maintained.
In chapter four the findings of the study are covered. Details from the interviews are
articulated to provide an explanation of the data collected and the subsequent analysis.
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Chapter 4: Findings
Introduction
Teacher attrition and mobility are problematic. After the 2011-2012 school year 16% of
public school teachers left positions or the profession, according to Goldring et al., (2014) and a
decade later a 2022 survey by the National Education Association indicated that over 50% of
teachers surveyed reported turnover intentions. Attrition has been a topic of research in education
for decades, both from the perspective of the impact on student progress and how to address
teacher losses; contemporary data demonstrated the ongoing concern of teacher turnover.
Experienced educators in the classroom are vital to student success (Ronfeldt et al., 2012) and
Darling-Hammond (2003) identified keeping teachers as a priority nearly two decades ago.
Researchers have pointed out the reasons that teachers leave stem from job satisfaction which
encompasses elements such as job stress, working conditions, administrative support, resource
availability and a sense of accomplishment (Bartholomew, 2007; Cancio et al., 2013; Dupriez et
al., 2015; Hartwick and Kang, 2013; Newberry and Allsop, 2017). A long list of factors that
contribute to teachers leaving has been found in the research, and yet, the solutions have been
elusive.
Although research in the education realm has been conducted for years, viable solutions
have not been discovered that impact the number of teachers leaving each year. The business
world has researched employee loss in terms of job satisfaction and the education world can use
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that framework to better understand the reasons teachers leave to formulate solutions. Broad
categories of job satisfaction have been developed in business that include the quality of
leadership and supervision, positive environment culture, working conditions and opportunities
for growth.
Understanding those elements of job satisfaction paired with trauma-informed practices
in the workplace may provide solutions yet to be tried. Opportunities to restore and maintain
well-being, engagement in the community, empowerment to have a voice in decision-making,
and opportunities for interest-based learning have been identified as the constructs of a traumainformed workplaces. The research has looked at the crossover between job satisfaction and
trauma-informed practices as an approach to develop solutions to teacher attrition and mobility.
Chapter four reports the findings of the study. A description of the interviewees who
participated in the study is followed by an explanation of grounded theory as the method of
analyzing data and determining the major themes. Finally, the chapter concludes with the theory
development and a summary of findings. See Appendix E for a discussion of the role of the
researcher in selecting the topic, interest in the research, and related background.
Description of the Sample
Eight individuals were interviewed who had moved buildings or districts, had left the
classroom or left the teaching profession altogether. One of those individuals had returned to
education as a teacher and another was working as a classroom assistant while contemplating
whether to return. Two people considered participating in interviews, but for reasons unknown to
the researcher did not respond to communication to schedule an interview. One of the former
teachers interviewed left the profession after one year and interview responses have been
compared to those who were established teachers before leaving.
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Four of the participants were female and four were male. One former teacher taught
elementary grades, one taught middle school exclusively, three taught both middle and high
school and three taught high school only. Four of the teachers taught general education
populations, two taught special education and two had experience in both general and special
education. Participants, individuals mentioned in interviews, and locations were all referred to by
pseudonyms assigned by the researcher. See Table 4 for participant descriptions.
Abraham started his career teaching on a waiver in a self-contained Emotional/Behavior
Disorder (EBD) special education program for K-12 students, although his degree was in social
studies. The program he taught in the first two years was small and required him to teach middle
and high school content courses in the areas of social studies, science, phy. ed/health and
complete the duties of special education case management. He left the profession after two years
but later returned and taught social studies in a different district before deciding to get his
Master’s degree in special education. Abraham and his wife returned to his hometown where he
teaches special education for 7-12 grades. In each of the districts where Abraham has taught, he
has been very involved in extracurricular activities, coaching numerous sports including football,
wrestling and golf.
Naomi started her teaching career after having a family and running a business. She had a
Bachelor’s degree in pre-med, pre-vet and earned her Master’s in special education. Naomi
began her teaching career in a special education program where she taught reading, two different
math courses and science. Her students were all high school students in a self-contained
Emotional/Behavior Disorder (EBD) program. Later, she moved to a program that provided the
education component for varying ages and grade levels for youth in a chemical health treatment
center. After spending several years in that position Naomi took a leave of absence and later left
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the profession altogether. Naomi went above and beyond in each of her roles, helping colleagues
learn the software systems, setting up activities and ensuring students could access quality
curriculum.
Mateo first earned his education degree in physical education, but was unable to find
employment as a physical education teacher. He later decided to get his Master’s degree in
special education and began working as a teacher on a variance in a rural, outstate community.
The rural life did not suit him and his wife so he moved to a larger city for several years,
teaching special education for high school students. Next, he moved to a metro area and taught in
an alternative to suspension program for a larger district, supporting students in all of their
coursework. Mateo sought out opportunities to advance his education and was involved in the
school community. Mateo exited the teaching profession after two years in the alternative to
suspension program.
Muhammed earned his education degree in the sciences and taught 9th grade science,
chemistry and physics at the high school level. He put significant effort into knowing his content
and creating interesting and challenging lessons. About mid-way through his first year, he
decided to leave the profession and has not returned to teaching. Muhammed has since
considered whether or not to pursue teaching at a collegiate level.
Charlotte started teaching in a long-term sub position in a metro area school for 8th grade
English and moved into a full-time position in the same district. She taught grade level English
and courses like Speech at the high school level. After a few years she moved to a neighboring
state and taught high school English with multiple preps. She worked within her department to
update curriculum and created a college and career readiness event for all sophomores in the
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building. Charlotte taught for 11 years in total and she left the profession after having been an
established teacher.
Ainsley was an elementary teacher whose career spanned several states from the Midwest
to the east coast. After subbing for a partial year, she began a Master’s program and landed her
first teaching assignment as a second-grade teacher. She taught several different grades
throughout her career, changing grades year after year. She learned the education systems in
several states and had to acclimate to different curriculum approaches, state standards and high
stakes tests. At each school she was a teacher leader. Ainsley taught for five years in public
schools and one year in a charter school before deciding to leave the profession altogether.
Basteeho began her teaching career mid-year at a charter school in a metro area. She
quickly earned her Master’s degree and after a year and a half moved to a public school setting.
World languages was her content area and she taught in a middle school setting. Basteeho was
very involved in her school, taking on tasks such as webmaster of the school website, re-writing
the district curriculum and being a department leader. After teaching for 14 years, she left the
profession.
Jorge earned an education degree, but went into the corporate world first and advanced to
be the chief marketing officer of the company. He had a Master’s degree in education but it
wasn’t until starting a family that Jorge decided to pursue a career as an English teacher. He
began teaching in a program similar to Abraham and Naomi with students with emotional and
behavior needs. After one year Jorge moved to an upper-level school where he taught English for
middle and high school students. He had numerous preps that spanned from grades seven to
twelve. As a dedicated teacher he carved out two evenings a week to stay at work as long as it
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took to prepare lessons, grade and evaluate student learning. Jorge left the classroom after five
years of teaching, but has not ruled out the possibility of returning.
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Table 4
Participant Sample
Teacher
Abraham
Ainsley
Basteeho
Charlotte
Jorge
Mateo
Muhammed
Naomi

Known/Referred

Education

Grade Level

Subject

K
R
R
R
R
K
R
K

Master’s
Master’s
Master’s
Bachelor’s
Master’s
Master’s
Bachelor’s
Master’s

Middle and High
Elementary
Middle
Middle and High
Middle and High
High
High
High

Special Ed, Social Studies
Grades 2-5
World Languages
English
English
Special Ed
Science
Special Ed

Years
11
5
14
11
5
9
1
14

Note: Participants are referred to by their assigned pseudonyms. Charlotte did not mention having education beyond her Bachelor’s.
Mateo was working on his Doctorate at one point.
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Research Methodology Applied to the Data Analysis
The study used a theoretical sampling that was thought to fit the study such that it would
add to the theory development (Creswell & Other, 2018). Individuals that were known to the
researcher who had either moved buildings, districts or had left the profession were invited to be
interviewed for the study. Abraham, Mateo and Naomi were known to the researcher and
interviewees referred others as potential participants. See Table 4 for information on participants
who were known or referred participants. The researcher then reached out to the referred
individuals and invited participate in the study. Five of the eight participants were referred to the
researcher by others; two additional individuals were referred by participants and the researcher
reached out to share information about the study and invited them to participate. Both initially
agreed to be interviewed, but did not respond to further communication for reasons unknown to
the researcher.
Potential interviewees were sent an informed consent and provided opportunities to ask
questions once initial agreement to participate in the study had been obtained. When the
informed consent was returned, the interview was scheduled at a time that was convenient for the
interviewee. Participants were given the option to be interviewed via the video conferencing
platforms Zoom or Google Meet; all selected Zoom. Each interview was recorded via Zoom with
the participant’s permission and the transcription function was utilized for the initial transcript of
the interview. The researcher listened to the recording and checked the transcript for accuracy,
editing as needed to capture the speaker's words correctly. All information was stored on
password protected servers/computers and will be destroyed within 365 days after the
publication of the dissertation.
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A significant level of complexity existed when working through the coding process.
Interviewees interpret and answer questions from their experience and perspective and respond
to questions both directly and with answers that are encompassing and nuanced. The researcher
was tasked with looking at meaning that extends beyond the simple question responses to
develop codes. Teaching and learning are complex and do not follow a linear pattern, but rather
are steeped in experiences, perspectives, processes and nuances. The data collection process and
analysis were sometimes systematically unsystematic, and it was for this reason that the data was
combed through multiple times in various different ways to ensure the emerging themes and
subsequent theory are trustworthy reflections of the data that was collected.
The researcher wrote notes during the interview and as the transcripts were made
interview notes were incorporated as memos where relevant. Memos that were added during the
transcription process included connections within the body of the interview, connections to other
interviews and questions or thoughts that the researcher had while working with the transcript.
Further memoing occurred as each interview was added to the data set and transcripts were
reviewed for commonalities and repeated ideas, both in isolation and in comparison, to one
another.
Creswell and Poth (2018) described memoing as the process of capturing ideas about
emerging codes, categories, hypotheses or theory. The researcher also used memoing to note
clarifying thoughts and connections between interviewees. Member checking consisted of
sending the interviewee the transcripts for review and feedback and comments were invited to
ensure that the transcript captured the intended meaning. Six of the eight participants returned
confirmation that they had reviewed the transcript for accuracy.
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The next step was to begin coding the data which followed the process of open coding,
axial coding and selective coding to discover the theory. The goal of open coding was to
discover the categories that emerge from the data and funnel that down to major themes
(Creswell & Poth, 2018). As Creswell and Poth (2018) noted data analysis in grounded theory is
not linear and cycles through the process as more data is gathered creating a cyclical process.
Axial coding extends from open coding to look for the central idea that emerged from the data to
explore the major themes in greater detail (Creswell & Poth, 2018). The process was conducted
with an understanding that the constant comparative model that Frankel et al., (2016) described.
Selective coding was the final phase of coding used when the data had reached the saturation
point and the central phenomenon emerged (Creswell & Poth, 2018).
Open coding began as a part of the interview cycles and as more data was added
categories began to emerge. After the initial open coding by the researcher, the software program
Nvivo was used to do a micro-analysis of transcripts. Several approaches were used to scrutinize
the data from multiple viewpoints to find the most prevalent trends. The researcher then went
back to the transcripts again to code in terms of the categories that were revealed in the microanalysis and to examine how the categories related to the constructs of job satisfaction and
trauma-informed practices in the workplace. A color-coding system was used for notes that
captured the elements of job satisfaction, trauma-informed workplace constructs, emerging
categories and notes of interest. See Appendix C.
The researcher looked at the data to investigate how the emerging themes connected to
the constructs of a trauma-informed workplace and elements of job satisfaction that were
identified earlier in the study. Diagrams were sketched out to review the connections that were
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emerging between the elements of job satisfaction, constructs of a trauma-informed workplace
and the categories that were identified in the open coding.
The next phase, selective coding, was used when the saturation point had been reached to
connect the major themes that had emerged. Briggs et al. (2012) explained that “in selective
coding, a core category is selected to which the other categories can be related and
conceptualized in a supporting and associative relationship” (p. 198). Selective coding
connected the elements of job satisfaction, trauma-informed constructs and core category
together. The results led to the development of the central phenomenon, and “the aim will
ultimately be to develop a substantive theory about a central phenomenon lying at the heart of a
problem or an issue” (Briggs et al., 2012, p. 191).
Presentation of Data and Results of the Analysis
The overarching goal of the grounded theory study was to research how trauma-informed
workplace practices could impact teacher mobility and attrition. Corbin and Strauss (1998)
developed the systematic approach to grounded theory used in this research. Creswell and Poth
(2018) described the data collection process in grounded theory as a zigzag pattern, providing
challenges to organizing the reporting of results (p. 85). Therefore, results and data analysis have
been reported by a narrowing down to the micro level and then zooming back out to the macro
level.
Multiple elements were at play in the research which required being open to themes that
emerged from the interviews while also comparing the intersection of job satisfaction elements
and trauma-informed workplace constructs. The data reported out aimed to inform the reader of
findings in a way that simplifies the complex to create meaning and understanding.
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Open Coding
Transcripts were verified for accuracy and memos were added during the review of the
transcript. Subsequent interviews were processed in the same way and memos increased as
comparisons to previous interviews were added. The researcher noted similarities and broad
categories that emerged over time as more interviews were conducted.
A micro analysis began once the interviews were finalized, using the Nvivo software.
The software provided electronic tools to analyze text and assisted the researcher in finding
patterns and connections within each individual transcript and between participant transcripts.
Each interview transcript was coded using the autocoding feature, that compared similar words
or phrases within a document or across a group of documents, to create a hierarchy of coding
references. See Appendix D. Direct references were noted with the specific terms of phrases and
aggregated references created sets of similar terms that were related to the direct terms. See
Table 5.

Table 5
Individual Autocoding Results
Name

# of Autocodes

Example Codes with number of references

Abraham

98

teaching (17), school (9), curriculum (6), work (5), meeting (4)

Ainsley

63

school/school community (14), state (7), test (6), time (5)

Basteeho

81

teacher (14), school (6), principal (4), punching bag (3)

Charlotte

73

work (5), culture (4), teacher (4), professional development (3)

Jorge

76

work (5), teacher (4), job satisfaction (4), revolution (2)

Mateo

106

school (8), job (7), teaching (5), district (4), job satisfaction (2)

Muhammed

106

teaching (13), school (11), education (8), job (4), work (4)

Naomi

129

teaching (9), job (6), job satisfaction (3), time (2), conflict (2)
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Teaching, or teacher, were common codes among the interviews which related to the
overall topic of the interview. Aspects of time, job satisfaction and workload stood out in the
interview autocodes. Punching bag and revolution did not repeat throughout the interviews, but
were both terms with strong, high intensity meanings. Muhammed served as a counter example
as he left the teaching field after one year, but his interview had similar codes. The broad
categories that came from the individual autocoding were time, job satisfaction, work, and high
intensity words (i.e. punching bad, revolution).
Another data set was gathered that ran the transcripts together to find common themes
across all the interviews. Words or terms that occurred in the direct or aggregated references
were labeled as major type (46 to 24), moderate type (21 to 11), and by minor type (10 to 8). A
direct reference was a term that was stated specifically without connecting to stems. Aggregate
references appeared in a variety of forms (i.e. school, schools, schooling) with stems which
included variations in the items such as school community, wonderful school, charter school or
different schools. See Table 6.
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Table 6
Combined Autocoding Results
Type

Code

Direct
References

Major

teaching

0

Major

school

Major

Aggregated
References

Stems

Categories

46

35

profession

0

46

30

profession and system

work

0

26

19

profession

Major

teacher

0

26

20

profession

Major

job

0

26

16

profession

Major

year

0

24

16

profession and system

Moderate

little bit

21

21

0

neither

Moderate

things

0

20

19

neither

Moderate

time

0

16

13

profession

Moderate

education

0

16

14

system

Moderate

thing

0

11

11

neither

Minor

level

0

10

7

neither

Minor

department

0

9

5

system

Minor

class

0

9

7

profession

Minor

program

0

8

7

system

Minor

meeting

0

8

8

profession and system

Minor

lunch

0

8

6

profession and system

Minor

district

0

8

6

system

Minor

curriculum

0

8

4

profession and system

Minor

administrators

0

8

5

system

Note: Muhammed’s transcript was not included in the combined autocoding data set as it serves
as a counter example.
The first categories that began to emerge from the combined data were the profession and
systems. “Teacher” or “teaching” appeared in the combined data as well as in the individually
coded transcripts, which fit into the category of profession, as did “work”, “school”, “job”,
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“time”, “meeting”, “curriculum”, and “class”. The second category from the combined
autocoding was system with terms such as “administrators”, “district”, “department”,
“education”, “meeting” and “curriculum”. The terms “school”, “meeting”, and “curriculum” fit
in both categories and other terms were not included in a category such as “thing/s”.
The hierarchy of autocodes contained aggregates and stems identified in lower ranges
than was captured in Table 6. Several terms fit with the existing categories of systems and
profession while the new category of conditions emerged when four to six aggregates were
examined. Terms that fit in the new category were “culture”, “job satisfaction”, “professional
development”, “satisfaction”, and “working”. See Table 7.
Table 7
Codes with Four to Six Aggregate Reference
Profession

System

Conditions

coach
classroom
job satisfaction
lesson
day/week
learning
student/s
team
course
social
test

business
state
learning
grade/ers
principal
culture
effective observations
professional development
system
test
culture

team
culture
learning
social
effective observations
satisfaction
test
right
poverty
job satisfaction
working

Note: Muhammed’s transcript was not included in the combined autocoding data set as it serves
as a counter example.
Autocodes with three or fewer aggregate references were grouped together within the
categories that had been identified and the categories of time, workload and concerns were
added. Table 8 shows a column for other terms identified in the autocoding. The conversational
nature of the interviews lead to autocodes being identified that did not fit into a specific category
related to the topic of the research. See Table 8.
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Table 8
Codes with Three or Fewer Aggregated References
Time

Workload

Working Conditions

Concerns

Other

daily
day-to-day
early career
periods
school
sch dances
sch year
started tching
subbing
unit
home

activities
calculus
career
college
classes
conferences
diff. Courses
elective stuff
French tchr
job
kids
literacy
literature
members
plan
reading
7th gr standard
state standards
taught science
teachers
workload

advisor
affluent families
budget
coaches
community
conditions
feedback
free lunch
good connection
interest
interest-based learning
kind
open mind
professional
positive
satisfaction opportunity
school community
space
staff
teacher desk
variety
work culture
working conditions

actions
administration
behavior
behav. analyst
conflict
direction
former teachers
impact
role
ineffective teaching
issues/ problem
job satisfaction
leader/s
union
mental health
mutual respect
personal growth
policy
success
process
punching bag
remarks
revolution
violence
salary

anyone
aspect
bridal pamper
contrary
conversations
damn
dogs
dollar store
employee
fantasy
fresh
garden
good
business
major
matters
music
piece
practice area
potential
women
sense
stepping
total range
weather

Note: Muhammed’s transcript was not included in the combined autocoding data set as it serves
as a counter example.
Time referred to tasks that teachers performed as a regular part of the duty day such as
plan, unit and daily and required tasks that elevate beyond regular duty day such as school
dances and subbing. The timeline of a career was captured in this category by time bound terms
such as started teaching and early career. Workload was a related category that focused on terms
such as courses taught, state standards and activities. An overlap existed in the categories of time
and workload which led to consideration of merging the two categories.
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The category of conditions was expanded through the analysis of codes with three or
fewer aggregate references. Terms added to this category included tangibles such as space and
teacher work desk and intangibles such as satisfaction opportunities and work culture. The
categories of conditions and working conditions had overlap which prompted the researcher to
consider combining the categories.
Concerns became a category in the autocoding of three or fewer aggregate references.
Several terms in the concerns category also fit into the systems category, such as behavior,
leader/s, policy and direction. Mental health, mutual respect, conflict, violence, personal growth,
punching bag, remarks and revolution were other terms that became a part of the concerns
category.
Open coding that used the autocodes from the Nvivo software resulted in the categories
of the profession, systems, time, workload, working conditions, and concerns. Autocoding
generated a list of other terms that were dropped because they did not add value to the emerging
categories. The profession and system had overlap and were combined to one category of
systems. Time, workload and working conditions had significant overlap and were combined to
create one category of working conditions. Concerns was the third category that resulted. See
Table 9.
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Table 9
Categories from Autocoding
System s

Working Conditions

Concerns

administration
behavior
curriculum
district
direction
department
education
leaders
policy
principal
professional development
program
system
school

behavior
culture
connections
community (school and local)
conditions
feedback
job satisfaction
interests
professional development
positive
satisfaction opportunities
space
teacher desk
work culture

administration
behavior
conflict
direction
job satisfaction
leaders
mental health
mutual respect
personal growth
policy
problem
punching bag
remarks
revolution
violence

Axial Coding
Axial coding follows open coding, according to Creswell and Poth (2018) and the
researcher attempts to narrow the codes into themes (p. 315). The researcher looks for causal
conditions, intervening conditions and outcomes during the axial coding phase, often creating a
visual model to represent the axial coding paradigm (Creswell & Poth, 2018, p. 85). During the
open coding phase, the data is pulled apart and examined to find the smallest units of meaning,
or categories. Axial coding is the process where the categories are gathered together to explore
the major categories and subsequent emerging themes. The quantity of data made a diagram of
the major codes, the elements of job satisfaction and the constructs of a trauma-informed
workplace useful to clarify the connections and guide the next phase of data analysis. See Figure
4.
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Figure 4
Intersection of Codes and Constructs

Job Satisfaction

Quality of
Leadership

Working
Conditions

Positive Work
Culture

Empower

Restore

Opportunities for
Growth

Engage

Learn

Trauma-informed
Workplace
Note: The information in figure four represents the author’s conceptualization. The design was
created for this research by Heide Randall, visual designer.
Numerous intersections existed between the categories that emerged in the open coding,
the elements of job satisfaction and trauma-informed workplace constructs. The central theme
was not yet clear, leading the researcher to go back to the transcripts to unearth the core
phenomenon. The elements of job satisfaction and trauma-informed workplace constructs could
be aligned to form foundational understanding; however, the central theme had not emerged. See
Figure 5.
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Figure 5
Crossover of Elements and Constructs

Trauma-informed
Workplace

Job Satisfaction

Working
Conditions
Quality of
Leadership
Positive Work
Culture

Opportunities for
Growth

Teachers need to restore to overcome working
conditions and create or maintain work/life balance.

Quality leaders empower teachers. Disempowered
teachers have lower job satisfaction.

Teachers are more inclined to engage in the
community when there is a positive work culture.

Interest-based learning rejuvenates teachers.
However, PD “done to” teachers tends to become a
negative working condition.

Restore

Empower

Engage

Learn

Note: The information in figure five represents the author’s conceptualization. The design was
created for this research by Heide Randall, visual designer.
Working conditions was one of the categories identified in the open coding and it was
one of the elements of job satisfaction that participants were asked about during the interview.
Questions related to job satisfaction were reviewed and comments related to working conditions
were color coded as were each of the elements of job satisfaction. Further notes were taken in the
margin in the corresponding color. Comments fitting into more than one element were coded to
the corresponding colors and ideas or comments that sparked interest were given a color and
noted.
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The same process was used for questions that related to the constructs of a traumainformed workplace. Each construct was assigned a unique color and notes were taken in the
margin. See Appendix C. Notes of interest were captured in the same color as above and
comments that reflected job satisfaction were color coded according to the previously assigned
colors. Connections were made between the elements and constructs that have been captured in
Figure 5.
Emerging Themes
Themes began to emerge through the axial coding in the transcripts that brought clarity to
the categories identified in open coding. The “systems” category developed more precisely into
administrator actions and administrator inaction with each element of job satisfaction intertwined
as a factor. The second category identified in the open coding was working conditions, which
was prevalent in the axial coding of the transcripts as well. Interviewees talked about working
conditions in terms of time, emotional and mental toll and physical space. However, the other
elements of job satisfaction (the quality of leadership, positive work culture, and opportunities
for growth) often became factors of working conditions. A third category, concerns, was
identified in the open coding phase that became a part of working conditions, administrator
action or administrator inaction through the axial coding process.
Early Job Satisfaction
Each participant discussed their early job satisfaction and it was generally accepted that
the workload was heavy at the beginning of the career. Teachers who began with that perspective
often reported higher satisfaction early in their career with the hope that conditions would
improve over time. However, not all teachers had high satisfaction in their first year.
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“That first year was really something else,” Abraham responded when asked about job
satisfaction in the first year of teaching. “It was really a mixed bag,” he said, “I loved what I did,
but absolutely hated how we did it.” Abraham explained that basic resources such as curriculum,
teacher computers and phones in the classroom were nonexistent. Job satisfaction was reported
in terms of the profession at a “two or three” on a scale of one to ten, but in terms of his team
Abraham had much higher satisfaction. The team had “way more success than I think just about
any other team would have had in the same situation, so I had a lot of satisfaction in that,” he
explained.
When asked how she would rate her overall job satisfaction the first year of teaching
Naomi responded, saying it was “a mixed bag.” The workload was heavy with “three different
courses completely unrelated” and “an elective course where we had to plan with another
colleague.” While she was “totally comfortable with teaching” the workload “was a lot of
pressure.”
“Oh, I loved that job,” Mateo said when talking about first-year job satisfaction. “I really
liked the students I worked with, I really liked the staff I worked with, but I didn’t like living in
the corner of the state.” He switched to a different district the next year, but stated his reason for
leaving the position was the rural location. Mateo had a strong support system with good training
when he was in Corvina, and as a result, he reported feeling prepared and valued having a “good
mentor teacher.”
Muhammed’s responses were similar to those who went on to become established
teachers in the field. “The job itself I really enjoyed,” he said “but it was a lot of work.” The
instructor before him left great resources, “but it was just a lot of content that I had to relearn.”
Muhammed’s comments are not unlike many first-year teachers who enjoy their job, but
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recognize the heavy lift in starting a teaching career. The experience Muhammed shared provides
an important comparison to those teachers who left later in their career.
“I would say 10 out of 10,” Ainsley said regarding her first-year job satisfaction. “I really
enjoyed it because I was a part of a Master’s program and I had a ton of support,” she continued.
Ainsley moved to different states during her career, but found her first district to have the best
systems in place for creating a supportive environment. “I also had support that I never received
in another state in terms of like, collaboration with two teammates,” she continued, “they seemed
to have a lot of systems in place in terms of professional development and you know scheduling
collaboration time within the schedule.” Ainsley’s level of job satisfaction her first year was
very high and she recognized that the level of support resulted in positive job satisfaction ratings.
Like Ainsley, Charlotte had positive supports in place her first year. “I definitely
remember my first year being good,” Charlotte commented, “I mean it was a lot of work but I
had a really good mentor.” She added that her colleagues were “really great” and that the mentor
system provided an opportunity to “soak up as much as I could.” Charlotte rated her job
satisfaction her first year as an eight or nine on a scale of one to 10. “I felt good,” she said, “I felt
like I was where I was supposed to be.”
Many of the participants discussed the amount of work teaching was at the early career
stages. Basteeho shared that the biggest factor in reducing job satisfaction in the first year was
the time investment, noting that teachers expect a large time investment early in their career.
Basteeho’s career started in a charter and the space was not set up well as a school and resources
were limited. She expressed that she hoped that the time investment would even out as her
teaching career progressed, but that was not be the case.
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Unlike the other participants, Jorge’s job satisfaction at the start of his career was neither
high nor a mixed bag. Job satisfaction was “very low” he said, and the reason is a direct
juxtaposition of what Ainsley and Charlotte experienced. “I was very surprised and continue to
be very surprised at how little, how little not necessarily support,” but lack of “answers for
common questions” leadership had for teachers. Jorge struggled with limited resources and lack
of parameters for success. He wanted to know what measures were used to determine the level of
learning that was occurring, what the curriculum requirements were and if there were vital skills
that the school wanted to be taught. Due to lack of support and guidance from leadership, Jorge
said his job satisfaction “was very, very low, mostly because it was very, very illuminating” and
he referred to his early career as his “flailing and guessing years.”
Job Satisfaction at the Decision Point
Participants were asked about their overall job satisfaction when they made the decision
to move or leave the profession altogether. Responses were woven into experiences the teacher
was having with the different elements of job satisfaction playing a role.
Abraham left teaching to work in another state, but returned to the classroom a year later
in a different district. He taught and coached for several years before deciding to leave and while
he intended to seek employment outside of education, he did accept a position in a different
district. Abraham shared his perspective as someone who has left the profession and returned and
as someone who has moved districts during his career.
Abraham had resigned from the self-contained special education program where he
started his career. The district was unable to fill the position he vacated and pleaded with
Abraham to return with the understanding that the following year he would be given the social
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studies position he desired at the high school. Abraham returned at the district's behest knowing
that the next year he would be in his desired position.
“You know, they had promised me a social studies job and they didn’t deliver,” Abraham
said. He continued to explain that he left the profession altogether at the end of that year
“because I didn’t feel like the admin, administration had kept up their end of the bargain.”
Abraham ended the year feeling like he had been “lied to and manipulated just to do a job that
nobody else would do” because they hired a different person for the position he had been
promised.
The experience that Abraham had with the promise not delivered fit into the element of
job satisfaction, quality of leadership. Administrator action and inaction also play a role in this
situation. The administrator action was to promise a social studies position the subsequent year
and the inaction was to fail to follow through and give what was promised.
Mateo had a similar experience that brought him to his eventual decision point to leave
the profession. He moved from Corvina to Radcliff which was a bigger city and more centrally
located. However, after five years in Radcliff he and his wife wanted to move to a metro area. “I
love(d) my job when I was then going to leave Radcliff and go up to the metro,” Mateo
explained “so I wasn’t leaving any job because I didn’t like the current position.”
Mateo asked the district to be released from his contract to take a job at a school in the
metro. The district said, “We’re going to work with you, go ahead, you’re going to be able to
take that job.” He and his wife found housing, jobs and moved to the metro area “and then all of
the sudden, nope,” the district decided not to release him from his contract. The district decision
caused many negative outcomes for Mateo and his wife that lasted throughout the coming school
year.
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“I always wonder, how much did they really try to hire somebody,” Mateo commented.
Due to the fact that he and his wife had already moved to the metro when the district retracted
their commitment, Mateo had to commute between three and four hours each day. “I was really
thrown off by that and that was kind of tough to deal with,” Mateo commented. “I started not
having that great of an attitude maybe towards my job,” he added and said that affected his job
satisfaction.
The district agreed to something with Mateo that they later rescinded, just as Abraham’s
district had done with him. Administrator action was at play when the agreement was made to let
Mateo take a position away from the area. He speculated that administrator inaction may have
led to his open position not being filled, which resulted in a year of negative consequences for
him.
Mateo explained that this point in his career was pivotal in his decision to leave the
profession. After his year of commuting from the metro area to Radcliff, Mateo took a position
in an alternative to suspension program that was just starting up. Initially, the program leadership
empowered Mateo and his co-teacher to develop the program. After the first year of
implementation, he and his co-teacher brought ideas to leadership based on what they had
learned worked and didn’t work. “We would bring our questions and concerns,” Mateo said,
“and I did not feel like we were being supported.” He went on to say that, “Leadership can skew
teacher’s opinion of their jobs quite a bit.”
Mateo left the profession altogether after those two years in the alternative to suspension
program. He reported that the last two years his job satisfaction was low “because of leadership.”
Mateo spent five years in Radcliff with high job satisfaction, but that changed. The quality of
leadership may have contributed to his situation where an agreement was made and then
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rescinded. In the alternative to suspension program the quality of leadership was such that the
staff did not feel their questions or concerns were being addressed and their ideas were not being
considered. Mateo’s job satisfaction was impacted by administrator actions and subsequent
inactions, which led to his exiting the profession.
The first year in her career Naomi reported her job satisfaction as both positive and
negative. Naomi had a heavy workload the first year, as many of the participants reported, but
was happy being a teacher. Near the end of her first year Naomi’s principal asked how she liked
being a teacher. “I love it,” she responded. The principal made a sarcastic remark in response and
Naomi was disappointed that her principal did not encourage her enthusiasm or ask about her
successes. She reported that her principal regularly made comments that were dismissive,
degrading and intimidating, such that it diminished job satisfaction.
Naomi became unhappy in her job and was looking for solutions, but was not considering
changing careers. In the search for solutions, she found there was a possibility to move to a new
program opening in the district. Naomi was transferred to the program just days before the start
of a school year and there were a lot of details to work out with a brand-new program, just as
Mateo had experienced in the startup alternative to suspension program.
Naomi was greeted with confidence that she would be a great fit for the program when
her new director said “you can’t know how relieved I am” to have you. Naomi was surprised that
the director had such faith in her abilities, “if you don’t have any idea about what I’ve heard
about you and who you are as a teacher, shame on us for not having told you.” These uplifting
comments came as a shock to Naomi based on the comments of her previous administrator. She
went on to work five years in the program and her job satisfaction increased with the new
leadership.
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Several elements of job satisfaction could figure into Naomi's experience. In the first
position, the quality of leadership impacted the work culture negatively which created working
conditions that reduced job satisfaction. Specific administrator actions were identified by Naomi
that were responsible for the decrease in job satisfaction. After moving to the second program
job satisfaction increased due to the quality of leadership that influenced the culture positively
and improved working conditions. In that case, administrator actions could be connected with
increased job satisfaction.
After five years there was a dramatic change in Naomi’s experience. The collaborating
program cleared out all of their staff and the district told Naomi she was being moved to a new
position five days before school started. In just five days she had the burden of moving all of her
equipment and supplies, getting familiar with a new building and creating a curriculum from
scratch for a content area she had never taught. “It was traumatizing,” Naomi said regarding the
move. She was put in a position that created an overwhelming amount of work, was outside of
her area of expertise without the necessary resources, in a culture that was not only defeating, but
demeaning. Six months later Naomi took a leave of absence which led to her eventual exit from
the profession. Administrator action was central to Naomi’s low job satisfaction, moving her to
an undesirable position with poor working conditions, quality of leadership and culture.
Ainsley had reported a 10 out of 10 for job satisfaction her first year, however at the time
she decided to leave the profession job satisfaction was “maybe a four or five”. Ainsley was
teaching at a charter school at the time she decided to exit the profession and while there was
enjoyment in her job, there was a lack of overall job satisfaction. “I did have phenomenal
teammates that did collaborate with me a lot,” she said. “The school culture was set up for a lot
of professional development and work together, however, the culture was also set up to drain
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you.” The school had limited resources that significantly impacted Ainsley due to her drive for
excellence and the school had a teacher evaluation protocol that created an atmosphere of fear. “I
think that was a little scary in a way,” Ainsley said, “my evaluations, they went fine, but I think I
was nervous and because people were let go like mid-year.” She went on to say that it created a
work environment that did not foster great job satisfaction.
In Ainsley’s situation, working conditions were tenuous due to a strained culture, both of
which can be attributed to administrator actions. Leadership expected high level teaching, which
Ainsley was in favor of, but the resources did not match the expectation. Another component that
was important to her was the parent and family connection, both for learning success and job
satisfaction. Parents were not involved, perhaps due to language barriers or time limitations from
working many jobs. It is unknown whether administrators could have acted to put more effort
into increasing parental involvement.
“My last year was really bad,” Charlotte said as she discussed her job satisfaction when
she decided to leave the profession. Student behavior was more than challenging, it was rough,
according to Charlotte. “Every single day I would have kids who would swear in my face, I had
kids who would leave my room,” she said. “I had a 16-year-old bite another 16-year-old in my
class,” Charlotte detailed, “and there was no follow through from any administrators.” She
shared that when she got home in the evening, she didn’t have capacity left for her family and
she felt very depleted. “My satisfaction level at that point,” Charlotte shared, “was probably like
a one.”
Prior to the year that she decided to leave Charlotte had been contemplating whether or
not she wanted to continue to teach. She got to the point where she “just couldn’t do it” any
more. “To give and give and give and give and give and then go into an environment where a kid
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tells you to F off,” she said, “every single day, over and over” led her to question the worth of
being a teacher.
Charlotte found herself in working conditions that were unbearable. Administrator
inaction was directly connected with the working conditions that led to her diminished job
satisfaction and eventual decision to leave.
The lack of student discipline was a factor in Basteeho’s job satisfaction when she made
the decision to leave the profession. “We learned that in our state at least, or maybe in our district
at least, parents did not have to take their child home if they were suspended,” she recalled. “It
quickly became clear to the kids, especially the troublesome kids and to the parents that we were
powerless as teachers. The principals had no power. We had no power.”
Basteeho noted that her decision was made as various breaking points occurred and that it
wasn’t just one event. She used the analogy of the ‘straw that broke the camel's back’ to discuss
her decision to leave saying that there were already too many straws built up when the more
dramatic events occurred. The lack of student discipline added straws, but a breaking point event
took place one day in her classroom. “I was six months pregnant, finally, after three years of
infertility and I went to sit down,” she shared, “and he moved my rolling chair and I crashed to
the floor.” A student who had been a chronic discipline problem had been the one to pull her
chair out from under her as she sat down.
Basteeho was fearful that she would lose the baby and she had gone through so much just
to get pregnant in the first place. When she went to administration about the situation the
assistant principal said, “I’m so sorry that that happened to you, my hands are tied” and the
student remained in her classroom. Thankfully, Basteeho and the baby were alright, but the
circumstances were traumatic.
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Several other situations had contributed to Basteeho’s contemplation of leaving the
profession. Parents were unsupportive when she called home to share concerns about progress,
the students were becoming more and more behavioral, the administration did not provide
support when needs were communicated and some colleagues had betrayed her trust. “Nobody is
rooting for me,” Basteeho recalls of her experience, “and this is where I’m going to retire, maybe
not this building, but this career?” She reported that things continued to devolve.
“I really quickly decided after she was born,” Basteeho said, “I’m never going to feel like
supported.” She, like Charlotte, also questioned how she could work in that environment all day
and still have the bandwidth to take care of her own child. Although Basteeho did not directly
comment about her job satisfaction at that point, it is clear that it was low. Her working
conditions did not feel safe, the culture was one that had not fostered trust and camaraderie and
the quality of leadership did not meet Basteeho’s needs as a teacher. Each of these was
influenced by administrator action or inaction.
Jorge left the classroom very recently and said job satisfaction, “was very low when I
left.” Jorge said, “what I did was walk away” from the classroom, “I’ve walked away and had
nothing lined up.” Jorge took a job as an education assistant so that he could “figure out, do I
want to continue to be a teacher because teaching is great and being an educator sucks,” or exit
the profession completely.
As an education assistant Jorge’s job satisfaction was still low, “but I can leave it at work,
that’s the difference.” He continued to explain, “I’m not necessarily of the mind that my job
satisfaction has to be particularly high all the time, but if it is low you have to be able to leave it
at work.” As a teacher Jorge was driven to ensure that students were learning and yet a way of
measuring student learning was elusive. “I was held accountable for teaching in environments
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that didn’t seem to be all that interested in, in having education happen every day,” he said, “and
then I’d have to go home knowing that my kids didn’t learn a hell of a lot despite my best
efforts.” Jorge was very open about how that coupled with the pressure of standardized tests and
students with significant trauma experiences took an emotional toll on him as a teacher.
Jorge also spoke candidly about circumstances at the school where he was teaching.
Discipline was a major problem and, like Charlotte and Basteeho, administrative support was
lacking. The school Jorge formerly taught at closed the campus for a period of time because they
were unable to guarantee the safety of students. “It’s too dangerous here for you to send your
kids to us,” Jorge said when he spoke of the situation. When teachers reached out for help, Jorge
explained, rather than being given support or helpful ideas teachers were blamed for student
misbehavior. Administration made comments such as, “kids don’t misbehave in lessons they’re
engaged in” rather than working with the teacher or developing a discipline policy that works for
both the student and the teacher.
When Jorge left the classroom his job satisfaction was very low and there were a variety
of contributing factors. The quality of leadership created an unsafe environment to work and
learn in and a positive culture cannot thrive in those circumstances. Administrative inaction
fostered situations that were unsafe, led to educational situations where learning was not
prioritized and administrator action used standardized tests as a measure to evaluate teachers.
Muhammed, who left the profession after one year, had low job satisfaction by the
middle of the year. “It was probably midway through the year that I knew I wasn’t going to
continue on,” he explained. The potential of negatively impacting a student’s future weighed
heavy on him and prevented him from sleeping at night. Similar to many of the established
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teachers, Muhammed had high job satisfaction when he started teaching and low job satisfaction
at the point of deciding to leave the profession.
The Importance of the Elements of Job Satisfaction
Early career job satisfaction was reviewed for each of the participants. Three participants
said their job satisfaction was very high at the start of their career, one rated it as good, two said
that their early career job satisfaction was both positive and negative, and one said early career
job satisfaction was low. The teacher who left in the first year reported high job satisfaction until
about midyear.
Each participant made the decision to leave for a variety of nuanced reasons, however, all
reported that their job satisfaction had dropped. Ainsley gave her early career job satisfaction the
highest rating possible and at the decision point it had dropped to half that level. Charlotte gave
her early career rating at an eight or nine on a scale of one to 10 and when she decided to leave
the profession her job satisfaction had fallen to a one. Charlotte and Ainsley provide the most
dramatic changes in job satisfaction, but all the participants reported low job satisfaction at the
point they decided to leave.
Changes in job satisfaction levels had been established when participants were asked
about the importance of each element of job satisfaction, which were identified as quality of
leadership, working conditions, professional development and personal growth and a positive
work culture. Initially, the participants were asked about the quality of leadership and
supervision. The responses zeroed in on the leadership aspect of the element and supervision
entered into the commentary only slightly, therefore, the focus became more about the quality of
leadership than supervision.
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The Quality of Leadership and Supervision. Jorge said that the quality of leadership is
“vital for job satisfaction” and Ainsley said it is “extremely important.” Charlotte said that the
quality of leadership was “absolutely” related to her low job satisfaction when she left the
profession. Naomi said that quality of leadership is “absolutely vital” and Mateo said that quality
of leadership was a large part of his dissatisfaction the last two years of his career.
Basteeho said, “There were a lot of opportunities for better leadership.” Although she
wanted better leadership, Basteeho “hated being observed.” On the contrary, Muhammed wanted
more supervision as a first-year teacher and compared his experience to the private sector. In the
business world the “manager should be checking in weekly” to review the work and spend time
“going over things with the employee.” Muhammed wanted that kind of supervision and
leadership when he started teaching. If that were the case, perhaps a quality leader would have
guided him through the things that kept him up at night and led to his leaving the profession.
Abraham has a very different view on the quality of leadership after years in education.
“I’ve just given up trying to put any hope in that part of education,” he said. “I don’t care who
my principal is anymore,” Abraham continued, “I don’t care if they are competent, I don’t care if
they are incompetent. I don’t care if they’re good or bad. I don’t care if I think they’re an idiot or
I think they’re very, very smart.” The reason he has gotten to that point, Abraham explained, is
because the more that he cares about the quality of leadership the more it affects his job
satisfaction.
Abraham admitted that his approach is “probably just a defense coping mechanism” and
that “without a doubt” the quality of leadership would impact him if he let it. Abraham went on
to detail how an administrator had “never once stepped in the building” and yet made decisions
that impacted the direction of the rest of his career. In other comments Abraham talked about an
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administrator saying, “he was really, really not good to me” and explained that “he was very rude
to me and very short with me.” Although it was difficult to manage that situation, Abraham
decided to handle it by not letting it bother him.
Naomi’s perspective on the quality of leadership was perhaps what Abraham had once
hoped for before deciding to stop caring. She said, “having a supervisor that cared and actually
cared about the health and the mental health and the teacher as a whole person, rather than a
number” or “a manipulation or an afterthought” is “absolutely vital.” Naomi’s comment echoed
sentiments that were also expressed by Mateo, Jorge and Basteeho.
“I did not feel like we were being supported like we should,” Mateo shared, noting that
he and his co-teacher were bringing suggestions to improve the program. “We were not
supported, so I definitely think that leadership can skew teachers’ opinion of their jobs quite a
bit,” Mateo added.
Likewise, Basteeho would have liked leadership to at least make “me feel like you were
listening to me when I told you I’m scared of this kid who’s in my classroom,” rather than being
told “my hands are tied, I can’t do anything for you.” Naomi, Mateo and Basteeho talked about
the value of leadership being supportive, however, Jorge said that leadership has “no idea what it
even means to be supportive because they don’t see teachers as human beings.”
Working Conditions. Abraham explained working conditions in relation to three factors,
time, physical conditions and the mental/emotional toll that a job takes on the individual. The
data has been segregated into those factors with the understanding that at times the factors are
intertwined such that data might crossover into more than one factor. Time and mental/emotional
toll were the most prevalent factors of concern to participants when asked about working
conditions.
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Jorge connected the physical to the emotional/mental toll when he said that if he were
afforded a decent desk, some organizational tools and a comfortable chair that it would impact
his state of mind. “I would feel like, even subconsciously, or consciously on the day that that
stuff came in like you give a shit whether or not I’m comfortable,” Jorge said, rather than just
being viewed as a vending machine for curriculum.
Basteeho said that the physical components were challenging at the charter school, but
once she moved to a public school requests were filled fairly quickly. Charlotte also reported the
physical components being a non-issue, particularly relative to the other factors. Physical
conditions were satisfactory for the most part for Ainsley. “The only thing that we did not have,”
in two of the states she worked in Ainsley said, “was air conditioning” and “it got hot, it got a
little miserable.”
Naomi talked about getting a “hand me down, piece of crap desk” and having to find her
own equipment. She, like Jorge, associated what was provided with how she was valued as a
professional “that’s already been invested in this district for 14 years,” and “this is what I get for
equipment.”
The strongest views on the physical working conditions were expressed by Abraham.
However, his concerns were based more on how his students were treated in terms of physical
space. At one location Abraham said he walked into his room and was appalled at what he saw.
“I had nine desks in my room, four or five of them were cracked, they all had graffiti on them,
they all were carved in,” and “there was holes in the wall.” He found the conditions to be
completely unacceptable. “The physical thing in my room and in the building means a lot to me,”
he said, and noted that his job satisfaction is closely linked to making sure his students get what
they need and related that to the conditions of the classroom.
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Participants went more in depth on the components of time and mental/emotional toll.
which often overlapped. The time that teachers reported putting in outside the contracted duty
day often ate into personal time and impacted involvement in family events and holidays.
Weekends are meant to be time to spend with family and friends, time to enjoy personal interests
and time to recharge. However, several teachers shared that significant chunks of their weekend
time was also dedicated to doing the work that overflowed from regular work hours.
“I can say that in teaching it for sure led to dissatisfaction, at least for me” Charlotte said
about the time teachers are required to put in, “I just started to feel like all I was, was a teacher.”
She shared how weekends, family events and holidays were compromised by the amount of
grading and homework that was necessary to do the job well. “We would get in the car to go to
holidays and I was grading on the way down and grading on the way back” Charlotte said. “We
wouldn’t go to things on Sunday afternoons because it was like no, I have too much grading to
do.” Charlotte reflected that the amount of time invested felt disproportionate to the return and
Ainsley had a similar experience. “I absolutely stayed after school for usually at least two hours
and then I would consider Sundays my lesson planning day,” she said. “I honestly spent at least
three, maybe four hours,” Ainsley continued, “it was a lot of time.”
Ainsley made a significant time investment because “it made me feel more comfortable
and confident, but it was a time sucker.” Naomi reported that she regularly started her work day
at 6 a.m. and worked until 7 p.m. most days of the week because “I did my long hours so I could
do my best job.” Jorge said that he committed to working two evenings a week “until I felt the
job was done.” Abraham had a history of putting in long hours as well, just to get the job done.
“I used to feel like there’s a piano hanging over my head,” he explained, if paperwork wasn’t
done or tests weren’t graded. His approach changed when he realized, “that my mental health is
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better when I’m not staying at school until nine o’clock at night” and added “when my mental
health is better, I’m a better teacher.”
Basteeho and Mateo did not feel the same pressure to spend time outside of the regular
duty day. “I always felt a kind of sense of pride that I didn’t have to do, you know, IEPs at
home,” Mateo said. Similarly, Basteeho was conscientious about contracted hours and didn’t feel
compelled to accept “the martyrdom of teachers”.
“The fact that education, that teaching, is built on unpaid overtime is to me,” Jorge said,
“probably the biggest universal problem facing teachers.” Teachers are expected to get the job
done, no matter what that takes, and are held to a high standard. A transaction exists between the
time needed to feel emotionally and mentally prepared to teach that requires unreasonable work
hours. Jorge captured that in one profound statement, “this is becoming an impossible
profession.”
The mental and emotional toll of teaching was shown to be intertwined with various
aspects of the job. Naomi didn’t feel that other staff in her program were interested in being
helpful to her and noted she was impacted by, “the isolation working alone and not having or
feeling like there was camaraderie or teamsmanship with other staff members.”
Abraham talked about the disparity in “how some of the staff were treated, who was let
go, who was kept, who was supported, who wasn’t.” Administration never came into the
program, according to Abraham, and yet they were “making these life altering decisions for the
staff” and he felt “it was really disheartening.”
Basteeho was asked about working conditions and the mental and emotional toll of
teaching and he explained that situations like a chair getting pulled out from under her by a
student when she was six months pregnant, being grabbed by the arm and scolded by an
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administrator and betrayal by colleagues add up. One of those incidents alone did not specifically
caused her to leave the profession, “there wasn’t one thing, it was many things.” Those situations
stood out as “straws that broke the camel’s back” but the real problem was that there were “so
many straws.” There was sadness in Basteeho’s voice when she said, “if they had cared about
me, even a little bit and I felt like they cared,” she continued “maybe there wouldn’t have been
so many straws.”
Naomi spoke to similar feelings when she was moved to a different program, against her
will, five days before school started. Naomi did not want to make a move, particularly in those
circumstances, and she expressed her concerns. “Nobody did anything for me,” she said, “they
removed me and switched me out with another teacher.”
“I was there for six months,” Naomi said of the new program. “I was traumatized. I was
so beaten down by that time, rejected, not included, not supported, not respected as a person.”
She went on to explain that she had spent years of time, effort and expertise creating the program
she was being transferred out of at the last minute “and basically dumped by the side of the
road.” Naomi felt the district was saying, “you’re an extra and here’s where you’re going to be,”
and the district was clear that she did not get any voice in the move, where she was going and
what she would be teaching. After six months Naomi took a personal leave of absence, “because
of my emotional well-being at the time.” She explained that she was at work from 6 a.m. to 6
p.m. daily and it was taking a toll on her health, that is when she decided to “personally take care
of myself.”
Jorge spoke candidly about the emotional toll the job had taken on him. “We talk about
being trauma-informed all the time and being aware of how behaviors are indicators of stress,”
Jorge commented. “Then teachers walk away en masse from a profession and they go ‘well, I

113

Running Head: Addressing Teacher Attrition Through Trauma-Informed Practices in the Workplace

guess those are the fuckin weak ones,’” Jorge said, but also wondered, “when is my behavior
communication?” He went on to explain that “one of the reasons I left was that I was diagnosed
with, for the first time in my life, chronic depression” prompting the need for medication and
therapy.
After his diagnosis, Jorge wondered why he was suffering from depression, because he
did not have a prior history. “What they came back with was ‘you’re depressed and it’s because
of the repeated traumas of your workplace’” Jorge shared. At first, Jorge explained, he didn’t
believe the therapist and psychiatrists and he pushed back saying, “I’ve got traumatized kids, I
know how trauma works, I know what trauma is.” Jorge continued saying, “nobody’s doing
those things to me,” because he knew the traumatic things his students had endured.
The response that Jorge got surprised him at first, but then he began to understand his
own experience from a different perspective. “There’s not like a signature thing that happens to
people and that’s trauma,” he was told, “your body and your mind are at least reacting like
you’re being traumatized every day.” Jorge came to the conclusion that they were right because
once he left medication and therapy was no longer needed. Ultimately, Jorge attributes this
experience to not being viewed as having a life outside of teaching. Administration, he believed,
“just see me as a teacher and not a full human being.” Jorge said “I don’t know how long I can
continue to support that through my efforts professionally or emotionally or anything.”
The mental and emotional toll of teaching can begin with the challenges of navigating
school cultures, to witnessing people you care about being let go to the trauma of chronic stress.
As Basteeho said, it isn’t just one thing, but rather a pile of figurative straws that are building up.
The difficulty lies in identifying the straws that add up because they are so woven into other
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aspects of the job such as the culture of the building, time taken up in meetings, lack of
administrative support, challenges with parents and day-to-day discipline issues.
Positive Work Culture. Participants were asked about the importance of a positive
culture in relation to job satisfaction.
“I would say it affects it significantly,” Abraham said of the importance of positive
culture on job satisfaction.
“Is that important,” Naomi asked, “yeah cuz it dictates the behavior and how others
behave within it.” She went on to explain, “because some people need rules and boundaries and
need to be told how to behave, whereas others, you know, have some common decency and
compassion and do it naturally.”
Mateo said he thinks positive culture impacts job satisfaction “quite a bit because it
makes you have that sense of security that you are not alone in your career.”
“I think it is paramount to job satisfaction,” Charlotte said. “I think you can be in a pretty
crappy situation but if you feel like you’re supported and like you have a good team and you’re
valued,” she continued, “you just kind of forget that it’s there.” Charlotte also spoke about the
flip side, “if there is dysfunction in the team, then it kind of falls apart.”
Ainsley agreed, saying that she had “phenomenal teammates” and the school culture was
set up for collaboration, growth and development, which were all things that she valued.
However, Ainsley added, that the culture became taxing when resources were lacking but
expectations were high. She noted that the anxiety of evaluations that could lead to being let go
midyear impacted the culture negatively and in turn reduced job satisfaction.
Positive culture “impacts it a lot” Basteeho said about the influence on job satisfaction. In
her school culture centered around departments in some ways and how a person experienced
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culture was oftentimes driven by the team. Basteeho’s husband taught at the same school on a
grade level team, who were very close knit. The team threw birthday parties for one another,
came up with spirit weeks for their grade level and celebrated personal events together. On the
other hand, world language was a small group and their rooms were separated from each other,
which created an isolated feel. “It’s a huge issue” she said, “and definitely very important” for
teachers’ mental health.
“Obviously it’s very important,” Jorge said, but noted that he thinks that positive culture
is more important to some than others. Jorge talked fondly of his previous superintendent, who
he still visits with even though she retired, she was willing to hear what teachers had to say. “She
treated you like a human being,” he said, and listened even if your opinion wasn’t aligned with
her views. The administrator sets the culture Jorge’s said, noting that Dr. Crawley, “managed to
treat me like a human being,” even when he disagreed with her, “and all of a sudden I’m staying
until nine o’clock at night, two nights a week.” Jorge said, “she set the tone” and noted that not
all the teachers were happy, “but we knew that we were heard.”
Opportunities for Professional Development and Growth. Many of the participants
expressed strong opinions of the professional development (PD) they received as educators.
Many expressed how blanket PD was rarely helpful and aggravating at times, not because they
didn’t want to grow but because the required PD did not foster growth and development.
Job satisfaction can be positively impacted by PD if the content is meaningful and
relevant to the educator. Jorge said that to impact job satisfaction PD needs to be based on
usability “to be a better teacher” which is not necessarily the case. “I think that PD can be
extraordinarily valuable for teachers,” Jorge said, but “I don't think that there's a lot of high,
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high-quality PD available.” Jorge, like many of the participants, sought out learning experiences
to improve his teaching on his own.
In Jorge’s opinion, the quality of PD has deteriorated because to increase clients, or
revenue, a presenter has to market a novel, cutting edge tool or perspective. In his experience PD
could be “insulting from the standpoint of insulting their intellect because it oftentimes is just
somebody reading their PowerPoint presentation, or insulting the value of what they’ve done to
that point.” Jorge went on to explain that to maintain one’s position as a consultant “you have to
keep revolutionizing” education. Professional development then, from Jorge’s viewpoint, has not
been helpful or relevant because it appears to be someone peddling the latest fad rather than
providing tools to improve his teaching. In order to increase job satisfaction Jorge said, “PD has
to change fundamentally in education.”
“I hated professional development, hated it,” Basteeho commented. As an educator, “I
would like you to either give me the time to do the amount of work that I have right now, or
make me a better teacher,” she continued. As an entrepreneur Basteeho said, “I grab every free
webinar or workbook that I can get my hands on,” to improve as a professional and serve clients
better, which evidenced her drive for professional growth. A stark contrast existed between
despising PD in the education environment and seeking it out in the private sector. Basteeho
talked about the limited time that teachers have to set up their classrooms, grade papers and
contact parents. Professional development, to her, took away from time to do those important
duties of a teacher without adding value to her craft. “I never, ever found a single professional
development that was helpful in any way,” she said.
Charlotte agreed, “it’s meaningful if it’s relevant.” Unfortunately, Charlotte continued, “it
feels like most teachers end up spending their time being disgruntled that they just had to listen
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to a speaker for two hours when they could have been doing things, you know, in their
classrooms or grading or whatnot.” The converse can be true too, Charlotte said, “I think that
there’s opportunities for, for positive professional development and if you can find that then it
does create, you know, a positive work culture.” In those instances, growth opportunities
increased job satisfaction. Charlotte said that the best professional development experiences she
had were teacher-to-teacher interactions that showcased best practices or provided time to
discuss what was working in other classrooms. “You leave and you feel excited, you feel
rejuvenated,” she added, “that leaves you feeling energized instead of depleted.” Charlotte
illuminated those meaningful opportunities for growth can increase job satisfaction.
Naomi said that professional growth is very important, “to know and learn and be on top
of things.” The value of PD to her was that she felt competent with tasks and tools required for
the job and that her knowledge base continued to increase.
Abraham said that personal growth impacts job satisfaction, but “my idea of personal
growth and the district’s idea of personal growth are two different things.” The way that
Abraham liked to improve was through conversations with others “you respect” and who are
“good at their job” which is similar to what Charlotte said. Abraham’s struggle aligned with
other participants when he said, “very few professional development opportunities that I’ve gone
to,” he said, have “made me a better teacher.” Another irritation with PD, Abraham said, is when
the people doing the training don’t have as much experience as you do and “you just get like
pissed off” and think “you don’t know what you’re talking about.” Abraham hasn’t always
trusted that the presenter knew what works better than he did or that the presenter provided a
compelling reason to change something that worked.
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Professional development opportunities that offer choice were more appealing to Mateo
and Ainsley. One of the positives in Mateo’s experience was that the district offered a variety of
PD throughout the year and he had increased job satisfaction when teachers could choose from a
variety of options rather than a one-size-fits-all approach. Ainsley found opportunities for small
group book studies where the group chose the book to be valuable and enjoyed participating in
an immersive learning experience. Early in her career Ainsley was “taking all the professional
development” she could and it was meaningful because she was “really trying to use it.” She
added that she felt more satisfied because she had support and professional outlets through the
PD that was offered.
Personal growth and development were important for job satisfaction from the
perspective of a teacher who left after the first year as well. “There’s definitely opportunities for
continued growth in education or personal development and I think it is core to job satisfaction,”
Muhammed said. In the private and public sector, PD “needs to be actionable and meaningful to
the people receiving the training,” he added. Muhammed recognized the difficulty that others
had alluded to in providing meaningful PD for professionals that range from early career to
nearing retirement as a monumental challenge.
Trauma-Informed Workplace Constructs
Bloom and Screedhar (2008) clarified that systems can become trauma-informed by
understanding that experiences of trauma occur in most people’s lives, which also has an effect
on systems. Trauma-informed systems create intentional practices that foster environments
where trauma impacted individuals can thrive and make efforts to ensure that retraumatization
does not occur within the system (SAMSHA, 2014). Various approaches to trauma-informed
practices have been developed over the years. The Sanctuary Model was developed for
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implementation in residential therapeutic settings (Bloom et al., 2003; Bloom & Screedhar,
2008; Bloom, 2013). In 2014 SAMSHA published an organizational framework for traumainformed practices and the Missouri Model was developed for schools to implement traumainformed practices (Carter and Blanch, 2019). Other approaches have been used in schools;
however, models have not been developed to create trauma-informed workplaces.
The researcher synthesized the trauma-informed approaches into four categories, changes
in culture, safety and support, improved interactions and personal interests and learning, based
on previously developed models. Four constructs of trauma-informed practices in the workplace
surfaced through the synthesis which were restore, empower, engage and learn. Participants were
asked to consider how each construct would have impacted their decision to leave if they had
been in place.
Restoring Personal Well-Being
Participants were asked how opportunities to restore or maintain personal well-being
would have influenced their decision to leave the profession. Responses from participants made
it clear that well-being was a very influential factor in the decision to leave. However, it was also
evident that there is a point at which opportunities to restore well-being would no longer have
been instrumental in keeping them in the profession.
“I would not have left,” Abraham said when asked if opportunities to restore or maintain
personal well-being would have influenced his decision.
“I would not have needed to take my personal leave and feel like that was my only way to
save myself,” Naomi asserted.
The responses that Naomi and Abraham gave were remarkably definitive while others
had more broad reflection in their responses. Mateo said that those opportunities might have
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been more influential if they were in place when he began “really thinking of leaving education”
perhaps it could have “stopped that trajectory of wanting to leave” or at least given him “a
couple more years.” The opportunities to restore would not have been effective, Mateo said, if
not present before he was seriously contemplating leaving the profession.
Charlotte talked about restoring and maintaining well-being in terms of balance. “I think
that would have made a big difference,” she said because at the beginning of her career, “there
was still balance.” She went on to say that if there was balance then you would not “feel totally
exhausted” or that you “just give, give, give, give, give all the time.” Charlotte added that if there
were ways for people to balance their personal life with their work life “it definitely would have
made a difference.” Work and life balance entered into Basteeho’s response as well as she
referred to her analogy of the straws piling up on her back. The usefulness of restoring wellbeing to Basteeho was that the straws would not build up over time, but would be ameliorated.
Ainsley too said it would have helped to have those opportunities.
Opportunities to restore would only have been helpful if it were “part of a larger cultural
change” Jorge said. By the time he had decided to leave, Jorge said, “it would have been sort of
condescending” if administration had provided a calming space or “Zen den” to overcome awful
treatment. In the private sector, though, Jorge was provided with a gym membership and
employees were given perks that fostered well-being. He said that was helpful on the occasion
that “we treat you like shit” with the commitment that “we won’t do it all the time.” It would
have been difficult to restore well-being with the treatment Jorge experienced in the school
setting unless it was a part of a bigger change in the system.
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Empower
Participants were asked how a voice in decision-making would have influenced their
decision to leave. A greater impact was seen when teachers felt empowered prior to
contemplating leaving than at the decision point. Empowered teachers shared they felt valued
and connected to their school.
Mateo and Naomi said that a voice in decision-making would have “absolutely” made a
difference in their decision to leave the profession. Mateo went to his supervisor to ask if specific
changes could be made to improve the program that was run by him and his co-teacher. “We
talked for like two hours and I left in a very good state because I was under the impression that
myself” and my co-teacher, he said, “were gonna have some more decision-making power.”
Only one of the changes that had been asked for was approved “and that was definitely then like
the last straw,” Mateo said, adding that after that year his intention was to leave the district, but
he ended up leaving the profession altogether. “I definitely do think though, that the lack of input
on the decision-making,” had a negative impact he concluded.
When Naomi was being moved there was a position open that was a terrific match for her
interest, background and skill set. However, she was placed in a position that did not utilize her
knowledge base or skill set. If Naomi had been given the opportunity to have a voice in her
placement she would have said, “absolutely, give me the opportunity to go work at Spartan High
in the science thing, co-teaching.” She added, “that’s where I have a passion, that’s where I have
experience.”
“Meaningful consultation” and “decision-making ability” would have influenced
Abraham’s decision. “The more the decision affects my career, the less say I have in it,” he
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asserted. He expressed that “it really gets under your skin” when a “decision is going to impact
your life significantly and you have no say in the matter.”
Conversely, Basteeho spoke up, but that did not necessarily translate to having a voice. “I
think instead it made me look like I wasn’t a team player.” She described speaking up as giving
her a “reputation in the building of like a troublemaker when really it was setting a boundary and
sticking up for myself.” Basteeho pointed to the problem in asserting your voice when not
invited to do so by the administration, “you look like a bad guy or you don’t speak up and you
continue to be the martyr, but there’s never really a solution.”
A voice in decision-making was something that Ainsley regarded as important, but noted
sometimes it makes more work. She felt she had freedom to make decisions in her curriculum
and the classroom, but said “I think it is important to be valued.” Likewise, Charlotte felt she
had a voice in her classroom and curriculum. “I definitely felt I had a voice that was for the most
part heard,” Charlotte said, “and I had an opportunity to share my opinion.”
Charlotte, Basteeho and Jorge did not feel they had a voice in student discipline in their
classrooms, however, which was a factor in their decision to leave the classroom. The common
experience was that the school did not implement effective discipline models or policies that
created both safety and an environment that was ideal, perhaps even conducive, to learning.
Engagement in the School Community
Engagement was described to the participants as opportunities to be involved in the
school community, whether as a part of organized options such as committees and activities or
casually such as informal teacher gatherings. Numerous connections were made by participants
including the time it took to do the job, time that was spent in district required meetings, and the
culture of the building.
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Abraham described engagement as both positive and negative. “I don’t want to give up
my time for that anymore,” he said when he spoke of district driven activities like coaching and
committees. “All of your free time is taken up so tremendously egregiously,” he explained,
“when you get off work you just want to go home.” Conversely, Abraham talked of the value of
a community of peers that know one another. “That definitely has a big impact,” he said, because
“people need that sense of community, I need that sense of community.” Abraham commented
further saying he wanted more of those types of opportunities and less district directed use of his
time.
Naomi had positive examples of community that had made a difference to her at different
points in her career. A colleague taught Egyptian dancing after school and everyone was invited
to join in the fun. The gym was open after school for anyone who wanted to play a pick-up game
in the space and she went to other buildings to participate in their after school pick-up games as
well. Naomi went to other buildings for professional development offerings when they were
offered district wide, which allowed her to get to know many different people and how different
buildings functioned. Engaging in community, Naomi said, was “something I did and I embrace”
because she liked to meet other people and find other like-minded people. The experiences with
the building and extended community Naomi described were very valuable to her when they
were available, but she did not have engagement opportunities at the end of her career.
Mateo experienced community in a number of ways that were important to him during
his career that he said were “what I really liked about my other jobs.” In Corvina the extended
community, rather than the school community, added value to his experience. He and his wife
played on a local kickball team and Mateo said, it “wasn’t necessarily that I was meeting up with
other teachers, but I had another group of people outside of work.” When he moved to Radcliff
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Mateo became part of a running club that he described as “two to eight of us would run the halls
or we’d go out and run” multiple times per week. He valued the camaraderie that was based on
personal interests and being able to interact with colleagues from across the building that he
would not have gotten to know otherwise. “I think that definitely then gives you a better sense of
community within the school,” Mateo reflected, “and I really missed that sort of thing in the
alternative to suspension program.”
Ainsley brought some different perspectives to being engaged in her school. “I was part
of the school community a little bit more in” the first two states worked in than the third, “I think
that that really did affect me.” As an elementary teacher Ainsley also felt that students and
families were a part of the school community. The school that Ainsley worked at last did not
have the student and family engagement that she was accustomed to, leaving her without “a
sense of belonging,” that upon reflection she said, “I probably craved and I definitely had in” the
other states. Ainsley wrapped up her comments, “the sense of community was a big part of my
satisfaction of the job.”
A toxic culture can take away from the sense of community and both Charlotte and
Abraham talked about getting caught up in complaints rather than benefiting from relationships
with co-workers. At Charlotte’s school there were some opportunities for community building,
but she said, “that wasn’t enough, I guess, to make me want to stay.” Basteeho and Jorge had a
similar perspective. Personal connections were difficult to make in Basteeho’s building because
of the layout and how her team was spread out. In Jorge’s experience teachers connected outside
of school, but when things became increasingly difficult at work, the get-togethers were mostly
about venting and sharing complaints.
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Opportunities for Interest-Based Learning
Interest-based learning involves personal or professional growth that is chosen by the
teacher. Teachers’ perception of their own learning seemed interlocked with professional
development and participants often responded from that standpoint.
Jorge explained that he has been a voracious reader as a teacher and was pursuing his
own learning to be a better teacher. Professional growth is highly impactful for Jorge and for
professional development he said, “if I had felt that being there made me a better teacher in any
way, I probably would have stayed.”
Continued learning was something that Mateo had pursued throughout his career. He had
completed two Master’s degrees and was pursuing his doctorate, which showed that he sought
out learning independent of district professional development. “It didn’t make me stay in
education much longer,” he commented. The interest-based learning that Ainsley experienced
was helpful. She wasn’t sure that more opportunity would have influenced her decision to stay,
but she said it might have helped.
Basteeho, like Jorge and Mateo, reported that she seeks out relevant learning
independently. She picked up a stack of papers and said, “I have a big stack of these freebies that
you just print out and you watch the video.” She noted that there is a sales pitch, “but there’s like
valuable content in there.” Basteeho said that all she developed from professional development
was anger, but she has excitedly sought out learning about her business.
The value of learning based on interests was colored by extraneous things happening in
the classroom, and system at large, in Charlotte’s situation. “Learning about things I am
interested in is wonderful,” she said, “but at the end of the day I don’t have the support to use
those tools.” Charlotte went on to say that the level of excitement she brought about something
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she learned didn’t matter because the issues not being addressed by administration overwhelmed
the potential benefit.
Naomi had asked her district for several options for interest-based learning. One specific
request she made was to learn Spanish when there was an influx of Spanish speakers to the
district. She sent emails asking if the Spanish teachers could provide learning opportunities for
staff who wanted to learn the language to better serve students and families. Naomi’s requests
were denied, but she took every learning opportunity she could whether it was a personal or
professional interest.
Abraham shared how exasperated he was with the things that are added to teachers’
plates without subtracting. “You can’t just add” he said, explaining that teachers were expected
to co-teach at least one class, but they were not given time to meet as a teaching team. A new
initiative was added at his school and teachers had to meet 90 minutes each week with their
initiative team to work, but the district did not reduce other expectations to make up for the
additional time investment expected. Therefore, he said, “I don’t care how interesting or
wonderful a professional development opportunity is, I would not be on board with it whatsoever
unless the time got removed somewhere else.”
Selective Coding
Open codes using the Nvivo software were identified as time, workload, working
conditions, concerns and other. Axial coding funneled the open codes down to systems, working
conditions and concerns. Intersections of the elements of job satisfaction, trauma-informed
workplace constructs and axial codes were visualized in Figure 4. The researcher returned to the
transcripts to do more memoing and analysis of job satisfaction, trauma-informed workplace
constructs and codes that had been identified.
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Across the data, two themes repeated as participants responded to various questions. See
Appendix F. Administrator actions and administrator inaction were repeated whether the topic of
the question was related to job satisfaction, trauma-informed workplace constructs, systems, or
concerns. In a review of related questions administrator action appeared 25 times and
administrator inaction appeared 23 times. Open coding led to five categories, which were
reduced to three categories through axial coding. Selective coding funneled the data down to
administrator action and administrator inaction. See Table 10.
Table 10
Selective Codes
Open Codes

Axial Codes

Selective Codes

Time
Workload
Working Conditions
Concerns
Others

Systems
Working Conditions
Concerns

Administrator Actions
Administrator Inaction

Administrator Actions
Abraham attributed administrator action as a primary faction in his decision to leave his
position. Administration had promised him a desired position if he worked a year in an undesired
position, but at the end of the year Abraham was told he was not going to be given the position
as promised. Abraham’s perception was that the administrator was intentionally dishonest to
deceive him in order to get a position filled. Mateo faced similar administrative action when the
district both told him he could accept an offer for a different position and then refused to release
him from his contract.
Naomi shared a number of instances from early in her career where the administrator
acted in ways that were remarkably negative. The administrator jeered her for her enthusiasm
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about teaching and made sexist remarks about how much he would like having an all-male staff.
She said that the administrator would ask for input, but then dole out punishment for
contributing.
For two years after Naomi took a leave of absence she tried to work with the district to
find a suitable position, but the positions she was offered were “absolutely insane.” Finally, they
offered her a position that “was basically created to make me resign because there’s no way one
person could do it.” It was with sadness that Naomi said, “I resigned from the district because
I’m not supported or taken care of or respected and I walked away from the profession, and my
career.”
Administrators took teachers for granted in Naomi’s experience and rather than support
teachers, administrators lambasted them. Additionally, Naomi observed administrator action
when younger teachers were taking advantage of and replaced when they no longer accepted that
action. Additionally, she saw administrators set different boundaries and behavior expectations
for different staff, which had a negative impact on her job satisfaction over the years. Charlotte
also experienced different expectations of professionals from administration, for example, one
team member was given every opportunity when performance was lacking while others were not.
Basteeho recounted a number of administrator actions that added up over the years and
contributed to her decision to leave. An administrator from the superintendent’s office rebuked
her for not appreciating the professional development chosen for the department, grabbing her by
the arm and denying her duty free lunch. Basteeho’s building administrator obtained her personal
social media posts, despite private security settings and friending only people she knew, and the
administrator scolded her for the content that expressed criticism.

129

Running Head: Addressing Teacher Attrition Through Trauma-Informed Practices in the Workplace

Several administrator actions were involved when Basteeho was pregnant and her chair
was pulled out from under her by a student. She had asked to have the student moved to another
class prior to the incident because the student had been in her class for two years and past
practice had been to shift students to a different teacher each year. The administrator refused to
move the student before and again after the incident with the chair.
New initiatives were paired with administrator actions in Jorge’s experience. The
expectation from the administrator was that the teacher would do the learning and
implementation of the initiative without increased time or reduced workload, which echoed
Abraham’s experience. There were times early in his career that the actions of administration
were positive and Jorge reported being treated with care and respect, listened to and heard. More
recently, however, Jorge experienced administrator action of inviting feedback though it
appeared the intention was not to use the feedback given. Jorge felt a level of mistrust of
administration because he had been betrayed by administrator action.
Ainsley had positive feelings about the quality of leadership she experienced, however,
there was an administrative action that produced negative outcomes. Administrators enacted an
evaluation system that appeared to be based on the desire to promote excellence in teaching and
student success. The administrator action in response to the system was to let teachers go at any
point in the year that the evaluation did not meet expectations, which impacted the remaining
teachers negatively.
Administrator action, paired with inaction, was a major factor in Mateo’s decision to
leave. The administrator listened to his ideas and implied that he and his co-teacher would be
given the opportunity to have more input on decisions made for the program. One of the requests
was implemented, the other ideas were ignored and input was not acted on by the administrator.
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Administrator Inaction
Administrator inaction was often linked a direct action that was taken. However, that was
not always the case.
In the situations where administration made an agreement with Abraham and Mateo there
was a related inaction. The administrator did not follow through with the agreement. As stated
earlier, Mateo speculated that there may have been intentional inaction, not knowing whether or
not the district tried to hire a replacement. Naomi noted that many things are said by
administrators with no intention of following through and Jorge recalled stakeholders being
asked for input and the inaction of administrators to put any of the feedback into practice.
Lack of action on the part of administration to support Mateo and the program was
identified by him as a large factor in his decision to leave. Charlotte expressed a lack of support
as a factor when she described administrator inaction to acknowledge her work or that of the
students. She developed an immersive learning experience for all the 10th graders in her building
that took place over a span of three days and her administrator didn’t come to see what the
students were doing or even drop in as a show of support.
Ainsley noted that administration did not provide resources that were needed to meet the
high expectations that were set. Again, this is action and inaction coupled. The situation
Charlotte described where she was held to higher expectations than another coworker is similar
in that there was an action of high expectations, for some, and an inaction in not having high
expectations for others. Naomi too noticed that teachers were under acknowledged by leadership
through administrator inaction.
Charlotte, Basteeho and Jorge all discussed administrator inaction in terms of student
discipline. In Charlotte's case she asked for support when students swore in her face telling her to
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“F off”, left her room without permission and even bit another in her high school class. The
administrator inaction to respond to the request for support or address the behaviors played a
large role in her decision to exit the profession. Basteeho shared that when parents were allowed
to decline a student suspension, administration inaction left the school without an effective
discipline policy and a lack of support for teachers. The inaction was demonstrated when the
student pulled the chair out from under her potentially endangering her unborn child, Basteeho
was told there was nothing administration could do and was left with the student.
At Jorge’s school there was a discipline policy in place, but it was designed with what
appeared to be intentional administrator inaction. Teachers were directed to deal with each
specific behavior three times each term before involving building administrators. The policy
meant that a student could have 20 high level behaviors without administrative intervention as
long as each behavior occurred less than four times per term. The system that was developed left
teachers feeling unsupported at best and unsafe at worst, which was a significant factor in Jorge’s
decision to leave the classroom.
The Theory of Broken Agreements
Education is built on contracts and agreements. The findings in this study led to the
development of The Theory of Broken Agreements. Agreements come in many forms that range
from informal, verbal agreements to legal written contracts. The written contract between the
district and the teacher is the legally binding agreement under which the teacher and the district
operate; the teacher agrees to execute the duties required to educate students and the district
agrees to pay the teacher for their service and provide reasonable treatment and working
conditions. The teacher views that contract as a protective factor that provides avenues for
recourse if the employment contract is breached.
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An unwritten contract exists as well, but it is rarely articulated. Thompson and Hart
(2006) call this a psychological contract that reflects the individual perspective on the unwritten,
and typically unspoken, agreement that governs expected actions and behaviors of both the
individual and the organization. A psychological contract, Thompson and Hart (2006) said, may
be an extension of a formal, written contract between the employer and employee. “These
perceived obligations shape the employee’s behavior and dictate how he or she evaluates the
employer’s fairness, loyalty, and integrity,” (Thompson & Hart, 2006, p. 230). The
psychological contract is essentially the behavioral and ethical construct that determines what the
employee expects of themselves and the organization. A perceived reciprocity of commitment
and accountability is the assumed condition of interaction between the individual and
organization and when that is not upheld a rift in the relationship takes place. Unlike the
employment contract, a clear path for recourse for a broken agreement is not always evident
because psychological contracts are context dependent and nuanced.
“Two employees of the same organization may have vastly different interpretations,” of
the expected transaction between the individual and the organization (Thompson & Hart, 2006,
p. 231). The data from this study revealed some common expectations of the organization such
as safety, workload, working conditions and a reasonable level of respect and, while these may
be breached on occasion, the tolerability of a broken agreement has a limit. A risk of attrition or
mobility arises once a fissure has begun in the relationship between the individual and
organization. The seriousness of the fissure is influenced by the frequency, duration and intensity
of the breach in the psychological contract. According to Thompson and Hart (2006) research
shows “that perceived violations of employees’ psychological contracts profoundly influence
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employee attitudes,” and determines “how they are likely to respond to perceived violations of
those obligations” (p. 232).
Administrator action or inaction represented a broken agreement with the teacher
throughout the findings of this study. The most obvious examples from the interviews of broken
agreements were the promises made to Abraham and Mateo that were subsequently broken,
leading to a fragmented relationship between the district and the teacher. However, there were
much more nuanced and subtle agreements described by the participants that were broken
through both the actions and inactions of administrators.
Teachers agreed to the job with their interpretation of reasonable exchanges between the
organization and themselves. Expectations influence behavior and behavior influences
expectations of the individual, coworkers and the organization. “Individuals and groups make
decisions about right and wrong, the resulting behaviors set a pattern for conduct, which over
long periods of time become institutionalized,” essentially creating the culture of the
organization (Thompson & Hart, 2006, p. 233). A system of administration, teachers, students
and stakeholders is occasionally faced with competing needs and when adequate trust has been
built and relational capacity is well established the psychological contract can withstand slight
gaps between expectations and actions that contradict expectations.
Data from the interviews showed that a schism occurred when the breach of the
psychological contract was too great or trust had been broken beyond repair. At that point
participants began contemplating leaving the profession. Administrator action or inaction was at
the root of the perceived violation to the psychological contract, and while the specific action or
inaction was different in each case, commonalities existed. Teachers ultimately face the decision
to either come to terms with the state of disrepair of the devolved psychological contract or they
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could no longer consent to the new terms put upon them and they left positions or exited the
profession.
The psychological contract is at the center of the employment agreement between the
district and the teacher and drives both the behavior of the teacher and the individual teacher’s
expectations of themselves and the organization. The teacher upholds the agreement
(psychological contract) as they understand it and the collective staff in the building interacts
with that agreement, either confirming the expectations with behavior or calling the agreement
into question with behavior contrary to that agreement. The individual places a heavy burden on
the organization to uphold the psychological contract that has been entered into by the teacher
and administration, and ultimately the system. See Figure 6.
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Figure 6
Dimensions of the Psychological Contract

System
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Collective
Individual
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Note: The information in figure six represents the author’s conceptualization. The design was
created for this research by Heide Randall, visual designer.

The Theory of Broken Agreements aims to articulate the reasons that teachers leave
positions or the profession in a way that is actionable for the organization and the system,
namely the building administration and systems level administration. The cost of losing a teacher
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has been identified in previous chapters both economically and in terms of learning loss, but the
human impact needs to be considered as well.
“This is a silent epidemic,” Naomi said in her interview “that is not being addressed and
I’m glad you are putting voice to it because I think that there are so many dissatisfied,
disregarded, feeling unvalued teachers that [are]... afraid to speak out.” The reasons that teachers
are afraid to speak out, Naomi said, range from the fear of looking incompetent to “being
ostracized from their colleagues.” She went on to say, “this is a huge problem, an epidemic, and
there are so many voices unheard or those that haven’t left that don’t know what else to do and
are so dissatisfied, and they aren’t thriving, and their classrooms aren’t thriving.”
Summary of Findings
The researcher interviewed four females and four males that had left the classroom or the
profession altogether in an effort to discover how job satisfaction and trauma-informed
approaches influence teacher mobility and attrition. Interviewees came from broad backgrounds
that included teachers from five different states who taught elementary, middle school and high
school in both general education and special education settings. Memos were taken during the
interviews and added to as more interviews took place. Interview transcripts were coded using
grounded theory methodology to find the emerging themes that would lead to the development of
the Theory of Broken Agreements.
The analysis of interview transcripts began with memoing during the data collection
phase and then with open coding following using Nvivo autocoding. Open coding resulted in
high frequency terms such as work, time, meetings, administrators and district. The broader
categories of time, workload and working conditions developed through multiple rounds of open
coding which led to the categories of systems, working conditions and concerns. The researcher
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went back to the transcripts to do more memoing and axial coding to analyze how the codes
connected to the elements of job satisfaction and trauma-informed workplace constructs that had
been identified in earlier chapters. The themes of early career job satisfaction and decision point
job satisfaction were explored and further comparisons were made.
Selective coding revealed the overarching themes of administrator action and
administrator inaction. The Theory of Broken Agreements emerged as the framework within
which teachers make the decision to leave a position or the profession, as it captured the
teachers’ responses to administrator actions and inaction. In the next chapter conclusions will be
drawn about the theory and the connections to the research question and the constructs of a
trauma-informed workplace.
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Chapter 5: Discussion, Implications and Conclusion
Introduction
Stemming the tide of teacher attrition and mobility is vital for students, teachers and
school systems as a whole. The literature pointed to the value of an established teacher for
student success and the economic impact the district faces when replacing a teacher. Job
satisfaction was identified in the literature review as a broad factor in a teacher’s decision to
leave. Specific elements of job satisfaction were established for the study and connected to four
constructs of trauma-informed practices in the workplace.
The purpose of this study was to explore the potential influence of trauma-informed
approaches in the workplace on teacher mobility and attrition. The study examined the elements
of job satisfaction and trauma-informed constructs through interviews with established teachers
who had left a position for another building or district, or the profession.
The researcher was interested in this study prior to the onset of the COVID-19 pandemic.
Academic work on the study began before COVID-19 arrived in the United States and the work
continued through early 2022. Six of the eight participants in the study left the profession or
moved buildings before the pandemic began, one was on a leave of absence prior to the
pandemic and formally resigned in the summer of 2021, and one resigned at the end of 2021.
None of the participants attributed their decision to leave their position or the profession to the
effects of the COVID-19 pandemic. However, the research may have increased value in the postpandemic era as districts are currently struggling to fill position, elevating the urgency to keep
teachers.
In Chapter 5 the results of the study are evaluated to understand how the research
question was addressed and whether or not the need for the study was adequately addressed. A
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brief summary of the significance of the study and a broad overview of the literature review will
precede the recap of the methodology. A synthesis of the findings will be followed by a
discussion of the results with comparison to the constructs developed in earlier chapters and an
interpretation of the findings. The limitations of the study and recommendations for future
research will be discussed before concluding the chapter.
Summary of Results
Vagi and Pivovarova (2016) pointed out that a framework for analyzing teacher mobility
was lacking and researchers have approached mobility and attrition from a variety of different
perspectives, which has made solution development difficult. Finding viable solutions remains
paramount as a 2022 survey conducted by the National Education Association (NEA) found that
over half of the respondents were considering an early exit, a dramatic increase over the 20112012 report of 16% of teachers vacating positions or leaving the profession (Goldring et al.,
2014; Walker, 2022).
Knowledge of teacher attrition and mobility has not been lacking, but effective preventative
solutions have not been found. Teachers who were interviewed for this study entered the field
with the intention of making education their lifelong career, and yet over time the decision to
leave the profession was made. The research conducted was significant to the long standing, and
current, concern of slowing the attrition and mobility problem.
COVID-19 has complicated the problem of attrition and mobility. Teaching takes mental
preparation, emotional capacity and intellectual investment in a typical environment. Data
showed, according to Bradbury et al. (2020), that teaching through the pandemic created “a
generalized sense of disruption among teachers regarding both their professional as well as
personal lives” (p. 24) and “overwhelmingly, subjects regarded the situation as manageable, but
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negative,” (p. 31) which has added to the typical mental and emotional toll of teaching.
Historically, teacher attrition and mobility has been considered problematic in education. In
modern times the problem has continued and may be exacerbated by the pandemic, therefore, the
study remains relevant, if not crucial, given the results of the NEA survey showing that turnover
intentions in education were high at the start of 2022.
Replacing a teacher has a significant impact on district finances whether the teacher is
moving to a new position or leaving the profession. The cost of replacement has direct costs such
as recruitment, induction and training that can be calculated, according to Synar and Maiden
(2012), which averaged over $14,000 per replacement. Indirect costs do not calculate as easily,
but have a considerable impact which districts are often unaware of Synar and Maiden (2012)
said. Ronfeldt et al. (2012) showed that there is cost in terms of student achievement particularly
for struggling students, which provides another layer of cost for districts to consider.
Numerous researchers attributed poor job satisfaction to vacating a position, both in the
private and public sector. The list of factors that diminished job satisfaction included poor
supervision, unpleasant tasks, poor working conditions, strained relationships with leadership,
lack of administrative support, lack of work-life balance, limited opportunities to be involved in
decision making and limited opportunities for growth and development (Cancio et al., 2013;
Hinken and Tracey, 2000; Luecke, 2003; Mack et al., 2019; Richman et al. 2008). General
elements of job satisfaction seen across the literature were quality of leadership and supervision,
working conditions, positive work culture and opportunities for professional development and
growth.
Trauma-informed practices have been studied as an intervention for students (Carter &
Blanch, 2019; Cavanaugh, 2016; Reinbergs & Fefer, 2017) and for client-based services such as
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residential treatment and social programs (Bloom et al., 2003; Bloom & Screedhar, 2008;
SAMSHA, 2014). Models of trauma-informed practices such as the Missouri Model (Carter &
Blanch, 2019), the SAMSHA framework (SAMSHA, 2014), the Sanctuary Model (Bloom et al.,
2003) and the multitiered approach (Cavanaugh, 2016) had common threads that were used to
develop the trauma-informed constructs in this study. The major categories of trauma-informed
approaches were changes in culture, safety and support, improved interactions, personal interests
and learning. A synthesis of those categories led to the trauma-informed workplace constructs of
restore, empower, engage, and learn.
Grounded theory was used to investigate how the elements of job satisfaction related to
trauma-informed workplace constructs, which was guided by Creswell and Poth (2018) and
Briggs et al. (2012). The systematic grounded theory approach of Strauss and Corbin (1998) was
used to collect and analyze data through a cyclical process, which included memoing, open
coding, axial coding and selective coding. Data was gathered by interviewing established
teachers who had either left a position, left the profession or both using the semi-structured
interview questions developed by the researcher. See Appendix B.
Responses from interviewees revealed common themes regarding job satisfaction and the
trauma-informed workplace constructs. Participants focused on leadership primarily when asked
how the quality of leadership and supervision impacted job satisfaction. Working conditions
were discussed in terms of physical conditions, time, and the mental and emotional toll; although
specific questions related to working conditions were asked, responses to other questions
throughout the interviews often tied back to working conditions. Interviewees said that a positive
work culture was important for job satisfaction and noted that a positive culture could ameliorate
other negative work experiences. Opportunities for personal or professional growth often
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wrapped back to working conditions, particularly time. If teachers had time to devote to
professional development opportunities and it translated into improved teaching practice then it
was seen as valuable for job satisfaction. However, if the teacher had other more pressing
demands on their time or the professional development was irrelevant to their particular role then
it was reported to significantly decrease job satisfaction.
Participants were asked how the decision to leave would have been influenced by the
availability of the trauma-informed workplace constructs. All of the established teachers who left
said that if opportunities to restore and maintain well-being had been available it would have
influenced their decision to leave. Five of the seven established teachers directly said they would
not have left the position or profession if they had been afforded the opportunity to restore and
maintain well-being. One caveat was that there was a point at which the introduction of those
opportunities would have lacked influence on the decision and the practices, participants said,
would need to be in place before the decision to leave was being contemplated. The ability to
have a voice in decision-making would have been influential in keeping the teacher, particularly
in the areas of expectations on teacher time and student behaviors. Engagement in the school
community was reported as important by the participants, but that alone would not be enough to
cause a reversal in the decision to leave. Learning was important to all of the teachers, however,
the level of influence it would have had on the decision to leave was varied in the responses.
Authentic opportunities to learn were an influential factor in job satisfaction, but again, interestbased learning needed to be paired with other constructs to have a significant impact on the
decision to leave.
Job satisfaction, trauma-informed practices and specific events in teacher experiences were
heavily impacted by administrator action or inaction. This led to the development of The Theory
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of Broken Agreements based on the psychological contracts that teachers believed they entered
into when joining a school system. The psychological contract drove the expectations teachers
have of themselves, of leadership and the system as a whole. Teacher behavior resulted from the
set of expectations that comprised the psychological contract. When a fracture in the agreement
occurred, the teacher began to contemplate leaving the position and when a severe break
occurred the teacher considered leaving the profession altogether.
Discussion of the Results
Teachers interviewed reflected on their decision to enter the profession more as a
vocation than a savvy career choice. Many participants talked about how they knew they wanted
to be a teacher as elementary students and pursued that desire single-mindedly. Interviewees
started teaching with a strong commitment to the profession and six of the eight participants said
they expected to be teachers for their whole career once they entered the field. A dramatic shift
occurred that led each of the teachers to leave the classroom and understanding that shift was at
the crux of the research.
The researcher set out to answer the question of how job satisfaction, as it relates to the
constructs of trauma-informed approaches in the workplace, influenced teacher mobility and
attrition. The semi-structured interview asked questions specific to the elements of job
satisfaction identified in the literature review and the trauma-informed workplace constructs.
Participant responses addressed the research question thoroughly and provided an abundance of
information that led to the identification of the central phenomenon and eventual theory
development.
Interviews revealed that the elements of job satisfaction played a significant role in the
decision to leave. The elements were discussed individually, but often connected to working
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conditions. For example, the quality of leadership was important to participants and frequently
led to working conditions that became unbearable. Culture issues and professional development,
similarly, were likely to become concerns with working conditions if they were considered
negative. Participant responses tended to consider matters of job satisfaction as a repercussion of
administrator action or inaction and noted that the availability of the trauma-informed workplace
constructs would have reduced the impact of said actions or inactions.
The interviews revealed that each participant had high expectations of themselves as well
as colleagues, leadership, the district and the education system as a whole. Teachers entered a
position with the understanding that the job was governed by the written contract and that the
commitment as an educator was built on the unwritten agreement, the psychological contract.
When job satisfaction was diminished to the point where the teacher perceived the psychological
contract had been breached then the amelioration provided by trauma-informed practices in the
workplace were less likely to influence the teacher to stay.
The teachers interviewed shared that the decision to leave was not made lightly and several
wrestled with the decision and it was not unusual for participants to consider leaving over a
number of school years. Participants made the choice to become teachers and considered it a life
choice as much as a career choice, which made the decision to leave very difficult for the
majority of interviewees. Broken agreements, however, created what participants viewed as a
forced choice to stay in the field and, as Naomi put it, “suffer in silence” or “save myself.”
Conclusions Based on the Results
Conclusions drawn based on the results cycled back to the literature review. The
researcher, ideally, illuminated the practical applications of the results as a potential solution in
reducing teacher attrition and mobility. In this section the conclusions based on findings will be

145

Running Head: Addressing Teacher Attrition Through Trauma-Informed Practices in the Workplace

structured in relation to job satisfaction and the constructs of trauma-informed workplace
practices. After analyzing the results in respect to the theoretical framework and literature an
interpretation of findings follows.
Comparison of the Findings with Previous Literature
The study followed a pragmatic theoretical framework that included aspects of positivism,
realism and objectivism. Briggs et al. (2012) explained that a pragmatic approach incorporates a
mix of research designs best suited to the study, which in this case allowed for the positivist
collection of facts to develop understanding complimented by the views of realism that
knowledge and truth is discoverable. Objectivism allowed the researcher to conduct the
interviews and analyze the resulting data, leaving aside preconceived notions or agendas to seek
an authentic description of the central phenomenon (Briggs et al., 2012). The systematic
approach to grounded theory of Strauss and Corbin (1998) required the researcher to think
analytically to interpret data in a way that unveiled the existing truth so as to tell the story of the
participants without going beyond the facts.
Job Satisfaction
Job satisfaction has been identified in decades of research as a catalyst to leaving a
position or profession (Cancio et al., 2013; Hinkin & Tracey, 2000; Johnco et al., 2014; Luecke,
2003; Mack et al., 2019). Poor working conditions and quality of leadership were common
reasons for leaving, a 1983 study found, and subsequent iterations supported the findings (Hinkin
& Tracey, 2000). Employees were more likely to be satisfied in their profession when they had a
voice in decision-making, had an environment that encouraged growth and development and
were part of a supportive work community (Cancio et al., 2013; Hinkin & Tracey, 2000; Johnco
et al., 2014; Luecke, 2003; Mack et al., 2019; Sprang et al., 2011; Synar & Maiden, 2012). The
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interview questions incorporated the four elements of job satisfaction that were repeated in the
literature, quality of leadership and supervision, working conditions, opportunities to grow and
develop and positive work culture.
Early career job satisfaction was reported by participants in a variety of ways. Abraham
and Naomi both said their job satisfaction was a “mixed bag” with both positives and negatives
coming to mind. Basteeho noted that the workload was heavy, but that she expected that as an
early teacher. Muhammed loved the job, but like Basteeho also stated the workload was high.
Mateo, Ainsley and Charlotte all had high levels of job satisfaction their first year of teaching
while Jorge had low satisfaction in his early career.
Early job satisfaction was influenced by support, workload and resources. Jorge had low
satisfaction due to a lack of resources in terms of direction from leadership and criteria for
success and Abraham lacked support and resources to meet the expectations of the job. Naomi
reported a high amount of pressure with an imbalance of time and expectations that caused her to
feel significant stress. Conversely, those that reported high job satisfaction also reported high
levels of support and adequate resources. Early career job satisfaction was related to working
conditions in terms of time, resources and systems of support that were in place and available to
the teacher.
Each of the participants reported having low job satisfaction when they decided to leave
the profession. The details that surrounded each person’s reasons for leaving were different in
the specifics, but there were many common thematic threads. Quality of leadership and working
conditions played a role in all of the established teachers' diminished job satisfaction. A lack of
positive work culture was a factor in lowered job satisfaction for five of the seven established
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teachers. Administrator action or inaction were common among the participants regardless of
which elements of job satisfaction played a role in the decision to leave.
Participants showed that the quality of leadership was an important factor of job
satisfaction. The importance of this element was described by Jorge as “vital for job satisfaction”
as “extremely important” by Ainsley. Perhaps Naomi’s words sum up the reason why quality of
leadership is paramount, “if I'd have had that I’d still be there, plain and simple, I’d still be
there.”
Each participant had different aspects of positive culture that they spoke to, but all agreed
culture impacts job satisfaction. As Jorge said, individuals may value culture at differing levels
while still recognizing the importance. Opportunities for growth and development impacted job
satisfaction for participants, which could be positive or negative depending on the relevance to
the teacher and whether or not the teacher felt the professional development was a good use of
their limited time. When participants were offered choice or interest-based growth and
development opportunities they reported that job satisfaction increased.
Findings in Chapter Four showed that the elements of job satisfaction were often
intertwined with one another. Participants were asked about each element in isolation, but the
data analysis showed that the elements of job satisfaction became factors of working conditions.
Categories that emerged during initial coding included time, workload, working conditions,
concerns and systems. Time, workload and concerns funneled into the category of working
conditions and many aspects of the systems category (i.e. department, principal, administration,
and district) were also related to working conditions. Items in the concerns category such as
conflict, mental health, mutual respect and behavior were commonly interwoven with, or
resulted from, working conditions.
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A repeated theme in each of the categories was how administration acted or failed to act
and each participant recalled administrator actions that had a negative impact on their experience
as a teacher. The actions occurred outside the classroom, for the most part, yet had a major
impact on the teachers’ decision to leave. Administrator inaction was also a contributing factor
for participants when they made the decision to leave and it often corresponded to direct
administrator action. For example, administration took the action to make an agreement with
Mateo allowing him to move to a different school, which was coupled with administrator
inaction to uphold that agreement. Administrator action and inaction were woven through
participant responses about the elements of job satisfaction, trauma-informed constructs and
what led to the decision to leave.
Trauma-Informed Constructs
A synthesis of the literature on trauma-informed practices led to the development of the
trauma-informed workplace constructs discussed earlier. Four constructs were identified,
opportunities to restore and maintain well-being, empowerment to be involved in decisionmaking, engagement in the school community and opportunities for interest-based learning.
Participants were asked how each of the trauma-informed constructs would have influenced the
decision to leave.
Participants considered opportunities to restore and maintain well-being as highly
important in the decision to leave. “I would not have left” Abraham commented, and Naomi said,
“I’d still be there” while Charlotte reflected “that would have made a big difference” when asked
about opportunities to restore or maintain well-being.
Turnover intentions may be unknown by leadership until after a decision has been made
to leave the position or profession. Many participants noted that once their decision had been
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made, opportunities to restore would have been less likely to influence their decision. “If that
was something maybe like right away, maybe that first year of me starting to really think of
leaving education,” Mateo said that could have “stopped the trajectory of wanting to leave.”
Jorge noted that in his situation opportunities to restore well-being “would have to be part of a
larger cultural change.” The effectiveness of opportunities to restore would have increased as
part of a culture that recognized and encouraged well-being. In Basteeho’s words, “maybe there
wouldn’t have been so many straws.”
Empowerment can be as simple as the freedom to design the classroom in a fashion that
fits individual teaching styles or as extensive as giving input on programmatic changes.
Decision-making ability within the classroom was important to the participants, but the decisions
made outside the classroom seemed to have a greater impact on the teacher. Abraham pointed
out that those decisions did not typically include teacher consultation even when the teacher was
significantly impacted.
Participants were asked if opportunities to have a voice in decision making would have
made a difference in their decision to leave. “Meaningful consultation” was important in
decision-making and when the teacher was given the impression that they had “more decisionmaking power” there was importance that administration followed through. If follow through
was absent then the situation became a negative factor and led to more dissatisfaction, increasing
the likelihood of an exit.
Student discipline was an area of empowerment that was brought up by many of the
participants, particularly when incidents significantly impacted student learning and/or the
teacher professionally or personally. Participants expressed the importance of having a voice in
student discipline rather than being told “I’m so sorry that, that happened to you, my hands are
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tied” or “kids don’t misbehave in lessons they’re engaged in” or experiencing “no follow through
from any of the administrators.” Interviewees did not want to take on the role of student
discipline, but did want a voice in what was expected to be tolerated in their classroom and
wanted the support of administration when issues needed to be addressed outside the classroom.
Community was important to many of the participants even though it took many forms in
different districts. A crucial part of engagement in the school community was whether or not it
was value-added for the individual and if the teacher felt they had time and energy to participate.
A positive work culture paired with engagement opportunities increased the likelihood that the
decision to leave would have been influenced. However, participants noted that if the community
interaction reflected a negative culture then the potential to influence the decision was reduced.
Teachers are learners and most expressed a desire to learn, both personally and
professionally. District directed learning, or required professional development, was often
thought of as something that was done to teachers and not for teachers, which showed the
importance of interest-based learning. Whether or not interest-based learning would have
influenced the decision to leave was intertwined with multiple other conditions such as the
quality of the learning, administrative support in other areas, and the amount of time available
for learning. The impact of teacher driven learning was lower in isolation than when paired with
other trauma-informed constructs.
The Theory of Broken Agreements
The findings of this study led to the development of The Theory of Broken Agreements as
the model for understanding the central phenomenon revealed in the data, administrator action
and administrator inaction. Teachers perform the duties outlined in the written contract and
understand the nature of the contract to be binding. However, teachers' daily operations are
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governed by a psychological contract that Thompson and Hart (2006) said extends beyond the
legal contract to guide the expectations the teacher has of themselves, leadership and their
colleagues. The constructs of the psychological contract are perceived to be reciprocal in both
expectations and accountability.
Administrator action and/or inaction was the catalyst to the breach in the psychological
contract, to a broken agreement. Thompson and Hart (2006) said that “an individual’s
psychological contract represents a customized working map of” the greater organization (p.
230). The psychological contract then, not only drives the teachers’ expectations of themselves
and resulting behaviors, but is the basis for their expectations of co-workers, administration, the
culture of the building, the district and the system as a whole. See Figure 6.
The written contract constitutes an agreement about the transaction between monetary
terms and exchange of services. The psychological contract dictated the transaction of humanity
that accompanied the employment agreement and the risk of attrition and mobility increased
when the frequency, duration and intensity of broken agreements outweighed the positive factors
that ameliorated damage to the agreement. Participants measured damage differently, but
recurrent components of the transactional ledger were the impact on well-being, spill over into
personal and family life, unrealistic demands on time and overall working conditions. When the
scales were tipped beyond the point of repairing the psychological contract the teacher was faced
with the decision of whether or not to stay.
Interpretation of the Findings
The research question asked how job satisfaction as related to the constructs of traumainformed approaches in the workplace influenced teacher mobility and attrition. Interviews were
conducted using a semi-structured approach in an attempt to answer the research question and

152

Running Head: Addressing Teacher Attrition Through Trauma-Informed Practices in the Workplace

the findings were reported in Chapter Four. Two important areas were explored; the role that the
elements of job satisfaction played in the decision to leave and the influence of trauma-informed
practices in the workplace on exiting the position or the profession. Analysis of the data gathered
revealed the central phenomenon of administrator action and administrator inaction, which led to
the development of the Theory of Broken Agreements.
The role of job satisfaction in the decision to stay in a position or leave has been the topic
of study for more than 20 years (Cancio et al., 2013; Hinkin & Tracey, 2000; Johnco et al., 2014;
Luecke, 2003; Mack et al., 2019). The findings in this study supported the previous research as
connected to the synthesized elements of job satisfaction of the quality of leadership, working
conditions, opportunities for professional development and personal growth, and positive work
culture. Job satisfaction was important to the participants, such that diminished job satisfaction
played a defining role in the decision to leave the position or the profession.
The interview questions asked about each element in isolation, however, the responses
often showed the intertwining nature of the elements of job satisfaction. When the quality of
leadership was favorable, working conditions were considered positive, however, poor
leadership often became negative working conditions. Professional development created positive
working conditions when it involved choice and participants felt it improved their teaching.
District directed professional development that was irrelevant or that was considered a poor use
of the teachers’ already stretched time became a negative working condition and diminished job
satisfaction. Positive work culture was an important aspect of job satisfaction, but a negative
culture was seen as part of poor working conditions and decreased job satisfaction. Each element
of job satisfaction was important both individually and as a component of overall working
conditions.
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As shown in Figure 5, each of the elements of job satisfaction align with the constructs of
a trauma-informed workplace. Just as participants reflected on job satisfaction, participants
responded to questions about how each construct of a trauma-informed workplace would have
influenced their decision to leave. The analysis of the data showed that each construct had the
potential to influence the decision whether or not to leave, however, a hierarchy arose to the
potential influence of the constructs. Opportunities to restore and maintain well-being had the
greatest potential to influence the teacher to stay in the position or the profession. Empowerment
to be involved in decision making followed as the next most influential construct. Engagement in
the school community and opportunities for interest-based learning had the potential to influence
the decision, but were more likely to have an impact when coupled with other constructs.
Karen Prager, Ph.D. said that Maslow’s hierarchy of needs points out that “we pay
attention to the most urgent needs that we experience” and that our attention “will center around
whatever is the most urgent unmet need” (Castalia Media, 2007, 3:00). Bloom (1995), connected
this idea with trauma-informed schools, “the normal process of educating children cannot
proceed until a sense of physical and psychological safety is established in the school” (p. 6).
The “school” is inclusive of all of the individuals that are a part of the school whether student or
staff and Bloom’s (1995) assertion that physical and psychological safety is vital to the
functioning of the school aligned with Prager’s points.
Well-being was the most urgent trauma-informed construct identified by the participants
and when the work depleted the sense of wellness without job embedded opportunities to restore
and maintain well-being, job satisfaction dwindled. Prager and Bloom (1995) also noted that
basic needs, or survival needs, must be met before moving into the upper levels of Maslow’s
hierarchy (Castalia Media, 2007). Maslow’s hierarchy of needs is well known in the education
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world and Prager (2007) has not exposed new knowledge, but it may be new to think of this
model in terms of trauma-informed constructs in the work world.
Once the physiological needs of well-being and safety needs of empowerment are met
teachers can benefit from engagement in the school community. Raj Raghunathan, Ph. D.,
explained that humans want to connect with others and “they wish to maintain and nurture these
bonds that they create with other people” (Castalia Media, 2007, 14:15). “Community life has
broken down dramatically, and we are only beginning to recognize how important to our daily
survival is the web of connection that a community provides” (Bloom, 2013, p. xxiii).
Opportunities to engage in the school community then fill the need to create bonds with other
people and connect with a community, while reducing negative impacts in the work environment
(Blitz et al., 2016; Bloom, 2013; Cavanaugh, 2016; Clarke, 2013).
The highest level of Maslow’s hierarchy is self-actualization, according to Prager (2007)
who said “we’re self-actualized when we are pursuing those things that make our life meaningful
and purposeful” (Castalia Media, 2007, 20:35). Interest-based learning as a construct of a
trauma-informed workplace provides opportunities for teachers to pursue meaningful and
purposeful learning that goes beyond the job and reflects the development of the individual
(Bloom, 2013; Cavanaugh, 2016; Clarke, 2013). Bloom (1995) explained that the “overarching
goal” of the Sanctuary model “is to create an environment within which children and adults can
maximize their potential for learning and growth” (p. 7). Integration is the hallmark of health,
Bloom (2013) said, which created an understanding why the constructs of the trauma-informed
workplace were interdependent.
Earlier chapters discussed the knowledge gap that existed in actionable solutions to
address teacher attrition and mobility. Trauma-informed practices in the workplace were
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investigated as a potential solution to reduce the number of teachers leaving positions or the
profession. The elements of job satisfaction and the constructs of a trauma-informed workplace
were aligned and reflected in the interview questions to develop a deeper understanding of the
interactions among the elements and constructs and the potential impact on the decision to leave.
The structured interview questions isolated the elements of job satisfaction, however, the
responses from participants often wove the elements together. The trauma-informed workplace
constructs, participants said, would have influenced their decision to leave. However, the
effectiveness of the constructs, participants indicated, were hierarchical and implementation
dependent. Implementing trauma-informed constructs as a way of addressing teacher attrition
and mobility would have the greatest effectiveness if it were part of a whole system approach
that began before the teacher made the final decision to leave. Restoring and maintaining wellbeing had the highest potential to influence the participants decision to leave followed by
empowerment to have meaningful participation in decision-making. The impact of community
engagement and interest-based learning opportunities were dependent on already having wellbeing and empowerment in place. “Healthy human beings function as an integrated whole,”
Bloom (2013) said and trauma-informed workplace practices would be most effective when
implemented as an integrated process to address the needs of the human beings within the
system.
The research question connected job satisfaction and the constructs of trauma-informed
approaches in the workplace (referred to a REEL, Restore, Empower, Engage and Learn) to
consider the influence on teacher mobility and attrition. Results from the educators in this study
showed that implementation of the trauma-informed workplace constructs may have influenced
the teacher to stay in the profession or position, provided the constructs were in place prior to
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making the decision to leave. Job embedded opportunities to restore and maintain well-being and
empowerment were perceived by participants to play a vital role in deciding whether or not to
leave the position or profession. Engagement in the school community and interest-based
learning were perceived to play a supporting role in the decision-making process. Participants
reported during interviews that access to the trauma-informed workplace constructs (REEL)
would have had a positive impact on job satisfaction when the decision to leave was made. Job
satisfaction dwindled, participants indicated, when the agreements of the psychological contract
were broken and trauma-informed workplace practices would have ameliorated the breach before
a fracture beyond repair occurred. The findings of the study were generated from a small
population, however, the theory developed from this study aligns with the literature and the
researcher’s personal experiences. Therefore, the theory should undergo further testing to assess
generalizability and the applicability of educators in other populations.
Limitations and Delimitations
Participants in this study were either known by the researcher prior to the study or were
referred to the researcher. There was some potential that the individuals would have a bias
toward the researcher and adapt answers based on what they thought the researcher wanted to
hear. The researcher was also familiar with the backgrounds of those individuals known to her
which required a focus solely on the interview responses without adding researcher interpretation
of intent based on prior knowledge.
Participants were selected as a matter of access and convenience. This limited the pool of
potential interviewees and a broader pool may provide more depth to the data for analysis. All of
the interviewees had taught for less than 15 years and more depth may be found if other
researchers explored how more veteran teachers would respond.
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Only one elementary teacher and one teacher who taught exclusively middle school were
interviewed. A larger pool of teachers from each level may have provided richer results as the
demands, culture and conditions may be different at each level. While there was variety in the
subjects taught or area of practice, there could have been more diversity in content areas.
Participants had teaching experience in five different states lending some credibility to
the generalizability of the results. However, it would be interesting to see the results from
teachers in more states to find out if there are commonalities or differences. Teachers in the
study came from rural, suburban and urban areas which also lends some generalizability, but it
would be good to have an equal number from each type to compare results and ensure that the
problems are not bound by location type.
The structured questions in the interview isolated each element of job satisfaction and
construct of a trauma-informed workplace. Data analysis showed that the elements were often
interwoven and that there was a hierarchy of the trauma-informed constructs. A different
structure to the interview questions may have allowed the participants to consider the content
differently. For instance, if the participants were asked to consider all of the elements or
constructs together before answering questions about each individually, responses may have
been more specific about the perceived overlap or effectiveness.
Two delimiters are the role of administration and professional development. The
researcher did not intend to study the role administrators played in teachers leaving the
profession. Neither did the researcher intend to focus on professional development at the level
that participants spoke of it. However, some light was shed on both of those topics which may be
compelling topics of research in the future.
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Implications of the Study
The implications of this study may suggest changes to education systems that prioritize
teacher well-being, involvement in decisions, engagement in the school community and interestbased learning. Data suggested that implementation of such practices had the potential to reduce
teacher loss, which is important to districts both in terms of student success and financial
implications.
The findings indicated that diminished job satisfaction played a central role in
participants’ decision to leave the position or the profession. This was true both of the first-year
teacher who left the profession and of established teachers that left after more than a decade in
education. As discussed previously, prior research in job satisfaction prioritized the quality of
leadership and supervision, working conditions, professional development and personal growth
and positive work culture. Building and district leaders may want to focus on the levels of job
satisfaction of employees to understand the potential for loss.
Importantly, the findings indicated that implementing the trauma-informed workplace
constructs can address the reduction in job satisfaction and has the potential to influence teacher
attrition and mobility. As noted in the NEA study more than half of the teachers surveyed
nationally were considering an early exit from education, a significant increase from previous
years (Goldring et al., 2014; Walker, 2022). Indicators such as those show that the problem of
teacher attrition and mobility has risen significantly in recent years and districts have substantial
reasons to find effective ways to keep established teachers.
The Theory of Broken Agreements illuminated the importance of administrators
increasing awareness of the unwritten framework of the organization. Job satisfaction is built on
the foundation of the psychological contract more so than the written employment agreement.
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When the agreement, that is based on the psychological contract, is damaged it is important to
have mechanisms in place to repair the fissure prior to irreparable damage occurring.
Implementation of a trauma-informed workplace has the potential to create an embedded
approach to maintain the integrity of the psychological agreement and repair minor lapses as they
occur, thus increasing the likelihood that established teachers will stay in the position.
Recommendations for Future Research
The findings of this study suggest opportunities for future research that will be of interest
to educational leaders at the building and district level who are responsible for staffing, the
financial health of the district and student outcomes. The researcher makes the following
recommendations based on the synthesis of the literature and the findings.
1. Study Replication: Additional research needs to be conducted that includes more
teachers who have left positions or the profession with a greater number of both
elementary and middle school teachers and includes more states across the nation.
The Theory of Broken Agreements needs to be tested in each of these populations
to establish the wider generalizability of the findings.
2. Methodological Variation: A mixed methods approach that includes a variation of
the Randomized Solomon Four-Group Design to conduct a quasi-experimental
study that uses a pre and posttest would further test the findings of this research.
The recommendation would be to create control groups and implementation
groups that utilize the trauma-informed workplace constructs. One control group
would participate in both the pre and posttest without receiving the traumainformed practices and a second control group would only take the posttest. One
experimental group would take both the pre and posttest and the other would take
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only the posttest. For the ease of participating schools groups would be assigned
by school rather than by individual, thereby making it a variant of the
Randomized Solomon Four-Group Design.
Conclusion
The study used the qualitative method of grounded theory to investigate how job
satisfaction influences teacher attrition and mobility in relation to the constructs of a traumainformed workplace. Interviews with teachers who had left a position or the profession were
conducted using a semi-structured approach. Data collection and analysis revealed the central
phenomenon of administrator action and administrator inaction, which led to The Theory of
Broken Agreements. See Figure 6.
The results from this study show the role of job satisfaction in making the decision to
leave and the potential for trauma-informed workplace practices to influence teachers to stay.
The direct and indirect costs of losing a teacher provided rationale to look for solutions to the
problem of teacher attrition and mobility. Student outcomes have been shown to be negatively
impacted by the loss of teachers as well, which provided another layer of motivation to find
meaningful solutions.
District leaders and administrators may benefit from considering the results of this study
and how the findings could be used in the programmatic decisions made in the present and
carried out over time. Efforts to keep established teachers have the potential to improve student
outcomes and create significant cost savings, which benefits the district, the teachers and the
students.
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APPENDIX A INFORMED CONSENT FOR INTERVIEW PARTICIPANTS
Informed Consent
“Addressing Teacher Attrition Through Trauma-Informed Practices in the Workplace”
Dear Participant,

170

Running Head: Addressing Teacher Attrition Through Trauma-Informed Practices in the Workplace

Participation in this study is a matter of choice, and you are free to decide not to participate or to
withdraw at any time, without consequence. Choosing not to participate or to withdraw will not
affect your relationship with me or Minnesota State University Moorhead. The information
provided is intended to inform your participation decision.
The purpose of this study is to understand the causes of teacher attrition and how practices within
the school play a role in the decision to leave the building, district, or the profession. The
grounded theory qualitative research design will incorporate interviews that focus on teacher job
satisfaction and leaving intentions.
Data will be collected through an interview (to be recorded and transcribed by the interviewer)
with the option to request follow-up interview sessions. Individuals involved in the data
collection will include the interview subjects and the researcher.
Questions are welcomed about the study before, during and after participation. If interested, I
will happily share the findings with you after the research is complete. The study currently taking
place is a part of the dissertation research titled “Addressing Teacher Attrition Through TraumaInformed Practices in the Workplace”, and as such, only the researcher will know your identity
as a participant. Your name will not be associated with the research findings and as this is part of
my dissertation work, findings will be published and presented publicly.
Any information obtained in this study will remain confidential and identifying information will
not be disclosed. Great effort will be given to keeping personal information confidential. You
may use a pseudonym if desired. Specific efforts to protect your confidentiality will include: (1)
storing data and notes in a secured location accessible only to the researcher, (2) removing all
personally identifiable information from transcripts and research reports. With your permission,
an audio or video recording will be made of the interview. Digital audio and video recordings,
accompanying notes and transcripts will be kept on a password protected computer. Information
from this study will be kept for the duration required by the institution at which time recordings,
notes and transcripts will be destroyed. You may choose to discontinue participation at any time,
including a follow-up interview if offered.
There are no known risks and/or discomforts associated with this study. The expected benefits
associated with your participation are sharing the information about your experience as a teacher
and exiting a building, district or the profession and the opportunity to participate in a qualitative
research study.
Please contact me at any time with questions about this study. You can reach me at
amy.pahl@go.mnstate.edu.
Acceptance to Participate: Your signature indicated that you have read the information
provided above, and you have given consent to participate. You may withdraw from the study at
any time without penalty after signing this form.
______________________________________________
Signature of Participant

____________________
Date
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______________________________________________
Signature of Researcher

__________________
Date

Thank you for your time and consideration.
Sincerely,
Amy Pahl

APPENDIX B SEMI-STRUCTURED INTERVIEW QUESTIONS
Interview Protocol: Addressing Teacher Attrition Through Trauma-Informed Practices in the
Workplace
Time of Interview:
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Date:
Place:
Interviewer:
Interviewee:
Position of Interviewee:
Description of Study: The grounded theory research being conducted will explore the reasons
that teachers leave the classroom by examining background and job satisfaction, experiences
within the field, what led up to the decision to leave, and stated reason for leaving the
classroom.
Questions:
1. Tell me about what led you to the decision to be a teacher.

2. How would you rate your overall job satisfaction in your first year of teaching?

3. What struggles and successes did you have in your early career as a classroom teacher
and how did that affect you as an educator?

4. How would you rate your overall job satisfaction when you made the decision to either
move buildings, move districts or exit the profession?

5. As a teacher, what factors do/did you think are important for job satisfaction? Can you
provide examples?
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6. What support systems were in place for you as a teacher? What impact did those
supports, or lack there of, have on your personal and/or professional growth?

7. How did the decision to leave the classroom come about and what factors led up to your
decision?

8. Thinking back to when you made the decision to leave the position or profession, can you
identify any factors that could have influenced your decision? What factors would have
needed to change?

9. What else do you think would be helpful for me to know about your experiences and your
decision to move or exit the profession?

174

Running Head: Addressing Teacher Attrition Through Trauma-Informed Practices in the Workplace

APPENDIX C COLOR CODED NOTES
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APPENDIX D NVIVO HIERARCHY CODES

177

Running Head: Addressing Teacher Attrition Through Trauma-Informed Practices in the Workplace

178

Running Head: Addressing Teacher Attrition Through Trauma-Informed Practices in the Workplace

APPENDIX E ROLE OF THE RESEARCHER
As the researcher in this project, it is important to reflect on my role in the research. The
researcher has had an interest in why teachers leave, having seen colleagues leave for other
positions or leave the profession altogether. In 2011 the program the researcher worked in was
cut[BB2] , and she had to seek a position in another district. Later, when adding children to her
family she wanted to be closer to home and switched districts again. The researcher experienced
adjusting to new systems, different administrators with varying philosophies, varied work
cultures, and assorted physical environments. Many of the experiences began positively and
shifted to negative situations that brought her to question her own career choices; at one point
serious consideration was given to leaving the profession.
Over the years the researcher watched colleagues move buildings or districts or leave the
profession altogether. Personal observation revealed that schools were losing experienced,
invested and qualified educators who were valuable to students. At times, it appeared to her that
changes in the system could stem the tide of losing great teachers and she wanted to know more.
As the years went on, the researcher noticed that the education system [BAS7] started
bringing trauma-informed practices to the classroom to assist students in being successful, but
that staff

[BB8] were

not afforded the same care. The researcher began to wonder if extending

those practices to teachers would impact teacher attrition and mobility; she also wondered if job
markets outside of education experienced the same levels of mobility and, if so, what solutions
had been tried or had proven effective. Applying for a doctoral program prompted the researcher
to think deeper about this area of interest and formulate ideas about how the topic could be
researched both from a broad sense and through a more focused lens.
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In 2011 the researcher worked closely with the school counselor who helped educate
[BAS9] staff

on how trauma impacts student behavior and learning. Since that time, the researcher

has taken every opportunity to learn about trauma and how to work with individuals who have
experienced trauma. As an instructional coach part of the role was [BAS10] to develop and provide
professional development and trauma awareness, sensitivity and practices were among the
training she provided.
The researcher’s strong knowledge base in trauma-informed practices in the classroom,
her experiences of moving districts, consideration of leaving the profession, and losing
colleagues to other positions or professions has the potential to interfere with objectivity . As a
researcher she has been aware of this potential and has made efforts to use what Creswell and
Poth (2018) described as bracketing where the researcher sets aside their own experiences and
ideas when collecting and analyzing data.
Coursework in qualitative methods prepared the researcher to conduct the study and
analyze the data collected. Grounded Theory was chosen as a methodology for the study based
on what was learned in research methods courses. Creswell and Poth (2018) influenced the early
design of the study and Strauss and Corbin (1998) influenced the systematic approach used. The
researcher was prepared to conduct interviews and analyze data by completing assignments that
required practice in these skills.
The researcher’s ability to think deeply about novel connections may have impacted her
learning from this study. The special education training in her bachelor’s program taught her to
observe situations and data to make connections that provide a deeper understanding to
determine strategies that meet the needs revealed. The interview data has created opportunities to
use those skills to make connections between participants, categories of job satisfaction and
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trauma-informed constructs for the workplace. The study required broad thinking to see
connections across the areas listed and deep, analytical thinking to weave the connections
together to develop a theory.
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