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“Seek knowledge, but not too much because it makes you want to cry.” 

 – Luan V. Lovato, 2017 
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Abstract 
Although school violence is a subject of interest for many scholars in contemporary times, 

most research focuses solely on the consequences of it to students, utilising teachers only as a 

source of information and policy enforcement. Although for many years this arguable “neglect” 

in studying teachers are victims of school violence has been acknowledged by the scientific 

community, the consequences of such are yet to be determined at a cross-national level. More 

specifically, this research aimed at not only filling this knowledge gap by focusing on the effect 

of school violence on teacher job satisfaction, which is a concept that closely relates to mental 

health, commitment and teacher attrition, but also meant to highlight the extent to which the 

effect can be traced back to individual, school and country factors. Furthermore, this research 

brings about the moderating effects of employer support and lack of material resources as 

school-level elements; and the moderating effects of teacher salary and percentage of the GDP 

spent on education in 27 countries. Multilevel analyses conducted using the OECD Teaching 

and Learning International Survey (TALIS) 2018 concluded that although there is a significant 

(negative) effect of school violence on teacher job satisfaction, of the moderating effects, only 

employer support can be considered statistically significant. This means that employer support 

and principal leadership diminishes the negative influence that school violence has on teacher 

job satisfaction, giving rise to possible policy implications regarding training and measures 

focusing on school principal intervention. 
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Introduction 
Job satisfaction essentially relates to how much someone feels happy with their job 

(Won & Chang, 2020); and is related to, but different from, stress by having an inverse relation 

with it (Ouellette et al., 2018). In fact, professionally satisfied teachers are less vulnerable to 

job-related stress and burnout (Kyriacou & Sutcliffe, 1977; Skaalvik & Skaalvik, 2011), are 

able to provide better instructional quality and more support for students (Klusmann et al., 

2008; Kunter et al., 2013) and feel more committed to the job, decreasing the likelihood of 

attrition (Blömeke et al., 2017; Klassen & Chiu, 2011). Considering the consequences that 

teacher attrition has on national education outcomes, financial costs and resources expenditure, 

countries and policy-makers all over the world are increasingly concerned with teacher 

turnover rates and scarcity of quality teachers aiming at policies tackling the teacher crisis so 

as to increase retention (European Commission, 2018; Ingersoll, 2017; Sibieta, 2018; Sutcher 

et al., 2016; Toropova et al., 2020; Worth & Lazzari, 2017). 

Certainly, a favourable work environment fosters overall performance, commitment 

and especially job satisfaction (Kristof-Brown et al., 2005; Locke, 1969; Vancouver & Schmitt, 

1991). According to the TALIS 2018 Results published by the OECD, there are many relevant 

elements related to the work environment that affect teacher job satisfaction wherein they can 

be generally satisfied with the profession itself but dissatisfied with the school they work in 

(OECD, 2020). Additionally, the study has reported cross-national variation related to teacher 

job satisfaction but it does not report the proportion related to school or country factors (OECD, 

2020). 

Furthermore, one particular aspect of the work environment which is key in this 

research is the feeling of safety. Thus, Maslow's Hierarchy of Needs seems fitting because it is 

a theory that depicts the different stages of employee happiness. The core of the theory 

describes a series of needs that range from essential physiological needs at the bottom to the 

highest level of need, which is named as self-actualisation (Maslow, 2013). The second stage 

– the need for safety – is the one in focus here, which if undermined, can be detrimental to 

employees’ job satisfaction (Stewart et al., 2018) because seeking safety becomes the 

dominating goal, leaving little attention to the actual tasks pertaining to the job (Maslow, 2013). 

Additionally, Anderman et al. (2018) asserted that experiencing violence can severely impact 

the teachers’ feelings of safety, change the attitudes toward their jobs and affect the intent to 

remain in the teaching profession. 

In recent decades, the interest in understanding violence within the school context has 

developed in most countries, not only due to its implications for the process of integrating 
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children and adolescents into society but because of the close relationship that it displays with 

the failure of broader school objectives, such as effective educating, efficient teaching and 

successful learning (Abramovay, 2005). In fact, school violence has become of increasing 

concern in many Western countries with a growing body of studies about this topic 

(Debarbieux et al., 2002; Smith et al., 2004; Steffgen, 2009); and although these researches 

have proved to be of valuable knowledge, they have concentrated almost entirely on students 

who are subjected to school violence (Galand et al., 2007). Thus, the consequences of violence 

from the teachers’ point of view as victims of it are generally less documented (Lorion, 1998) 

since most studies considered teachers as a source of information on student behaviour or as 

enforcers of prevention programmes, but were hardly studied as witnesses or subjects of school 

violence (McMahon, Davis, et al., 2020; Nicolaides et al., 2002). Consequently, even after 

having the scientific community recognised this knowledge gap, there is still a limited number 

of studies that consider teacher victimisation in comparison to students as victims of school 

violence (Anderman et al., 2018; McMahon, Peist, et al., 2020; Moon & McCluskey, 2020). 

A number of analyses concluded that teachers’ job dissatisfaction is directly associated 

with their mental health due to stressors at work, including burnout and depression (Capone & 

Petrillo, 2018), anxiety (Ho & Au, 2006) and physical health (De Simone et al., 2016). Ergo, 

besides teacher job satisfaction, (the threat of) violence could also have consequences for their 

health. In fact, studies on teachers’ health (both mental and physical) have described a 

relationship between violence and physical, emotional and psychological consequences; 

besides highlighting the negative impacts of violence against teachers on teaching and 

professional engagement, harming not only their health but also the education process of the 

students (Galand et al., 2007; Wilson et al., 2011). Furthermore, it is asserted that the causes 

of the health detriment of teachers may be related to the professional context, which 

encompasses factors such as harmful work conditions and organisational problems, stressful 

social relationships and exposure to conflictive environments, permeated by displays of 

indiscipline, disrespect, aggressiveness and violence (Brum et al., 2012; Nesello et al., 2014). 

Additionally, teachers are often responsible for handling school violence and consequently are 

subjected to increasing job demands and conflicts with parents and officials (Won & Chang, 

2020). The fact is, while a number of studies examine the effects of school violence on students 

while highlighting the teachers’ roles regarding management and discipline in preventing 

recurrence (Casas et al., 2015; Yoon et al., 2016), few studies focus on the consequences that 

school teachers face when handling school violence (Won & Chang, 2020). In order to further 



 

Marina Ramalho Bürger 9 

explore this subject, the main research question then becomes: To what extent does school 

violence affect teacher job satisfaction? 

Thus far, according to previous research, it has become fairly evident that when 

teachers, in general, feel threatened by violence, all sorts of negative feelings are generated 

ultimately resulting in lower levels of job satisfaction, which in itself produces further 

consequences. However, it is argued, that deleterious contextual factors have a considerable 

number of consequences in the teachers’ emotional well-being and may contribute to low levels 

of job satisfaction as well. As Cherniss portrays, “people can make their lives better or worse 

but what they think, how they feel and what they do is strongly shaped by the social contexts 

in which they live” (1995, p.166). Zembylas & Papanastasiou (2006), for example, describe 

that school teachers view poor pay, low status, lack of support and appreciation from 

administration and perceptions of how teachers are viewed by society as contributing factors 

for job dissatisfaction. Therefore, it is reasoned that context is surely a great predictor of overall 

teacher satisfaction (Dinham & Scott, 1998, 2000). 

Considering that the school context is essentially the teachers’ workplace, it is not 

surprising that the same is generally the focus of studies regarding teachers, their safety (Astor 

et al., 2009; Galand et al., 2007; Martinez et al., 2016; Won & Chang, 2020) and their job 

satisfaction (Galand et al., 2007; García Torres, 2019; Martinez et al., 2016; Olsen & Huang, 

2019; Skaalvik & Skaalvik, 2009). That is because this context essentially relates to a “multi-

systemic dynamics” that intensely involves students, teachers and other school staff (Espelage 

et al., 2013, p. 76). Moreover, past research has reported various school-based factors to be 

related to stress, teacher job satisfaction, feelings of safety and attrition such as perceived 

support, lack of resources and other aspects of the work that can cause negative and unpleasant 

emotions (Aldridge & Fraser, 2016; Betoret, 2009; Bounds & Jenkins, 2018; Cunningham, 

1983; García Torres, 2019; Perie et al., 1997; Skaalvik & Skaalvik, 2011; Won & Chang, 

2020), implying that “teachers’ experiences of school violence [that eventually affect their job 

satisfaction levels] might vary considerably across different school contexts” (Won & Chang, 

2020, p. 139). Additionally, comprehensive studies on sources of teacher anxiety and stress 

consistently found them to be associated with difficult students, financial constraints and lack 

of teaching materials and general resources (Coates & Thoresen, 1976; Cunningham, 1983; 

Landsmann, 1977).  

So, while a myriad of school factors seems to contribute to teacher job satisfaction, two 

of the most prominent factors are perceived employer support and lack of material resources, 

as mentioned above. Perceived principal support was selected because principals’ decisions 
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and responses to violence and other issues are crucial when it comes to teacher recruitment and 

retention (Espelage et al., 2013). When it comes to school violence, teachers often report 

feeling frustrated and unsupported because of the absence of consequences following serious 

cases of physical aggression, thus, administrators play a vital part in addressing school violence 

since they are responsible for implementing policies and providing school leadership (Astor et 

al., 2009; Brooks & Brooks, 2013). Furthermore, effective principals promote collaboration, 

build a positive school climate, offer support and motivate their teachers (Astor et al., 2009). 

On the other side of the spectrum, when teachers do not feel sufficient support from 

administrators after a violent episode, they may feel unsafe, blamed or disempowered 

(McMahon et al., 2017). In conclusion, an absence of administrative support, such as 

ineffective response or no response at all, is a common and substantial problem which could 

actually become more upsetting than a violent episode (McMahon et al., 2017), thus, 

supportive and effective principal leadership is a fundamental factor for preventing violence at 

school (Astor et al., 2009; McMahon, Davis, et al., 2020). 

Another concept of the working conditions teachers face within schools that is often 

mentioned in researches is material/educational resources, and will, therefore, be included in 

this research. For instance, Benhorin & McMahon (2008) claim that increasing school 

resources (among other measures) can stimulate more positive and supportive classroom 

environments, thus improving the relationships between teachers and their pupils. Furthermore, 

according to Gerberich et al. (2014), student violence directed against teachers was associated 

with teachers’ working environment in which one of the variables was “working in schools 

with inadequate resources and safety procedures” (Anderman et al., 2018); while yet another 

research used teachers’ perceptions of sufficient school’s resources and teaching materials as 

factors included in the working conditions concept that can reduce teacher attrition (Hirsch et 

al., 2006). Not only that, but it has also been found that schools with more resource scarcity 

display higher levels of delinquency and violence (Agnich & Miyazaki, 2013b; García Torres, 

2019) contributing as job stressors for teachers (Betoret, 2009), which is why it is important to 

consider this latent concept in this study. 

So far, it has been established that school context is widely used as an important level 

and basis of research (besides the individual focus) regarding teacher victimisation and job 

satisfaction; however, it has been asserted that not many studies were conducted in this area of 

expertise taking into consideration the role of country-level contexts (Agnich & Miyazaki, 

2013a, 2013b; Akiba et al., 2002). In fact, it has been argued that in order to meet the required 

conditions for hiring quality teachers and retaining them, one should consider the national 
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context as education systems with many challenges that, in turn, affect teachers due to “global 

economic crisis, privatisation, shortages or oversupplies, underfinancing, and governmental 

attitude” (Symeonidis, 2015). As we approach the possibility that contextual factors might have 

a relevant influence on the relationship between school violence and teacher job satisfaction, 

it is possible to observe that people across countries choose teaching as a career for many of 

the same reasons such as desire and love of the profession (McKenzie et al., 2005), the 

ideological motivation of influencing young generations (Balyer & Özcan, 2014), sense of self-

fulfilment (OECD, 2019b) and personal satisfaction (McKenzie et al., 2005). For instance, in 

the TALIS survey conducted in 2018, the average across all of the OECD members and 

partners was of around 90% of teachers who consider it of moderate to high importance that 

“teaching allowed [them] to influence the development of children and young people” and that 

“teaching allowed [them] to provide a contribution to society” (OECD, 2019b). In contrast, it 

seems to be indicated in the study that there is much more variance across the surveyed 

countries regarding job satisfaction (and teacher victimisation), suggesting that targeted 

policies are advisable to develop in accordance with the countries’ settings (OECD, 2020); 

which would require a cross-national analysis in order to uncover and untangle the various 

influences and aspects that trigger this variation. So, if teachers worldwide start off relatively 

with the same motivations but end up with different rates of job satisfaction depending on the 

country they work in, what exactly causes this divergence throughout their careers? 

As asserted by Halpert (2011, p. 6), “in the contemporary system of education there is 

a great reliance on funding, which goes toward capital, maintenance, and operations as well as 

teacher salaries.” He goes on to explain how budgets are used to not only recruit, but also retain 

teachers in the profession and that past research has shown salary to be a relevant influence of 

teacher job satisfaction (Halpert, 2011). As a matter of fact, many studies reported similar 

results indicating that low level of salaries significantly affects teachers’ job satisfaction 

(Darling-Hammond, 2003; Ingersoll, 2006; Liu, 2007; Loeb et al., 2005; Norton & Kelly, 1997; 

Shann, 1998), especially considering that, in comparison to other professions like computer 

programming, nursing and public accounting, the teaching one is a relatively low-paying 

profession (Song & Alpaslan, 2015). Furthermore, the response trend to economic recessions 

in many countries is to rely on “performance-related pay schemes that selectively reward 

individual teachers tend to be introduced by several governments under pressure to restrict 

public spending, at the expense of general pay increases” which undermines the profession and 

teachers’ status (Symeonidis, 2015, p. 22). In light of these researches, it becomes clear the 
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need to include teacher salary in order to better assert the external, large-scale influences on 

the profession. 

When looking at the broader aspect of national education systems and their influence 

over teachers’ well-being in the workplace, it is also important to recognise that country-wide 

teacher assessments and accountability have increased the occupational demands experienced 

by them while working conditions, salaries and student behaviour have worsened, taking a toll 

on their levels of stress burnout and satisfaction (De Simone et al., 2016; Raymond, 2018). 

Furthermore, improving national educational systems is an essential but complex goal that 

includes well-designed policies and effective resource allocation of public investment 

(normally measured as a percentage of the country’s GDP) (OECD, 2010). School funding, for 

example, can be supplemented with programmes that tackle school and district-specific needs 

such as disruptive student behaviour and school violence (Bridgeland et al., 2006; Høst, 2008; 

OECD, 2012a). It is also imperial to consider country-wide expenditure with education because 

school funding allocation as a percentage of the GDP, strategies and goals differ among OECD 

nations (OECD, 2012a). Moreover, it has been established that global trends such as economic 

recessions are particularly straining and deleterious to teachers’ status, salary and working 

conditions in many countries, resulting in nation-wide job insecurity, budget cuts and salary 

reductions, further affecting their self-esteem and job satisfaction (Hargreaves & Flutter, 2013; 

Symeonidis, 2015). Thus, the last concept examined in this research is the countries’ 

percentage of the GDP allocated to education. 

It is important to recognise that the teaching profession and transgressive behaviour in 

school are not only about the profession and violence in general but also about how these are 

viewed and treated in different countries considering that each country has distinctive policies, 

values, budget priorities, investment plans and cultural contexts. International research 

indicates that while most teachers perceive their career choice as rewarding, most of them also 

associate their professions with a high degree of stress and burnout (Johnson & Birkeland, 

2003; Neves de Jesus & Lens, 2005; Stoeber & Rennert, 2008). School violence, for example, 

is a phenomenon that has been an increasing concern for students and school employees across 

the world for decades (Jenson & Howard, 1999). The worldwide nature of school violence has 

been well established as a serious problem for students, school administrators, and teachers 

(Akiba et al., 2002; Baker & Letendre, 2005; Berger, 2012; Denmark et al., 2005), due to 

detrimental effects on individual students (Boxer et al., 2003; Buhs et al., 2006) and teachers 

(Anderson, 1998; Galand et al., 2007; Won & Chang, 2020). In fact, teachers all over the world 

have reported rising levels of classroom disruptions originated by comparatively “minor” 
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forms of violence and misbehaviour in during class (Anderson, 1998) as well as experiences 

of teacher victimisation in schools (Steffgen & Ewen, 2007). Research further uncovers how 

teacher attrition has developed into a global problem (Chang, 2009; Hong, 2010; Ingersoll, 

2001) and that the factors that motivate them to leave the teaching profession are strongly 

related to their working conditions (Day, 2007; Skaalvik & Skaalvik, 2011). According to 

Toropova et al. (2020, p. 2), “increasing teacher turnover rates and a subsequent shortage of 

qualified teachers is a growing concern internationally” (European Commission, 2018; 

Ingersoll, 2017). While previous studies have evaluated individual risk factors (Warner et al., 

1999), organisational factors such as schools and communities (Astor et al., 2009; Benbenishty 

& Astor, 2005), only a limited number of studies (Akiba et al., 2002) have explored the effects 

of nation-wide contextual levels of school violence. Thus, this research aims at contributing to 

this field by exploring such contextual factors cross-nationally at one point in time, not only 

focusing on the school violence suffered by teachers but on how their job satisfaction relates 

to this. Seeing that not only is school violence a universal phenomenon and that it varies 

between countries (Baker & Letendre, 2005; Stassen Berger, 2007) but that teacher job 

satisfaction also varies between countries (OECD, 2020), I formulate one more research 

question: To what extent can the variation of the relationship between school violence and 

job satisfaction be attributed to individual factors, school factors and country factors?  

With this in mind, the goal is for this research to allow a comprehensive framework in 

which it will be possible to identify multiple levels of influence on the relationship between 

teacher-directed school violence and job satisfaction exploring the extent to which teachers 

experience violence and job satisfaction in relation to the school and the national context 

(Martinez et al., 2016). 

 

Theoretical framework 
The concept of Job Satisfaction 

Locke (1969, p. 316) portrays this concept as the following, “job satisfaction and 

dissatisfaction are a function of the perceived relationship between what one wants from one's 

job and what one perceives it as offering or entailing.” Furthermore, the notion that job 

satisfaction stems from an interaction between the individual and his/her work environment is 

not a new one, nor is it an unfamiliar relationship (see Locke, 1969; Rand, 1967; Roethlisberger 

et al., 1941; Sardžoska & Tang, 2012). According to Stewart et al. (2018), happiness in the 

work usually has two aspects: the economic and the emotional state which regards to how 

employees feel towards their environment and the level of stress they experience. Additionally, 
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emotional exhaustion, more commonly known as the term ‘burnout’, is especially associated’ 

tense work environments and generally produces an overall feeling of indifference for the 

employees (Stewart et al., 2018). In conclusion, happiness manifested as satisfaction in the 

workplace is important because it enables employees, as a whole, to perform their job tasks at 

a higher level. 

The importance of experiencing job satisfaction is further emphasised by Weatherby 

(2019) as it takes significant investments of time and money for teacher training from 

individuals, various public and private entities and governments; thus, transforming a new 

teacher into a good teacher entails substantial financial and human resources, so, a teacher who 

decides to quit teaching means a significant loss, which compels the whole system to begin the 

process over again in order to find a replacement. The author further points out that presently, 

many countries are experiencing high attrition and low recruitment of teachers, which directly 

affects the hiring and staffing of teachers and the quality of teaching and learning in schools. 

Thus, Weatherby (2019) argues, it is coherent that schools and education systems wish to keep 

the experienced and high-quality teachers in whom they have already invested. Research 

further shows that job dissatisfaction is associated to teacher burnout, attrition and lower 

commitment to their work, so teachers’ job satisfaction is vital for principals who do not want 

to lose staff (Weatherby, 2019).  

 

The concept of School Violence  
Violence is defined as the intentional use of real (or threatening) physical force or 

dominance, against another person, group or community, resulting (or is very likely to result) 

in injury, psychological damage, deprivation, developmental disorder or death (Krug et al., 

2002). Furthermore, [school] violence is a consequence of a break in dialogue by means of 

intimidation, injury and petty crimes against property, and so on (Werthein, 2003). Moreover, 

besides physically visible aggression, school violence is categorised by Charlot et al. (1997) as 

acts of “incivility” such as humiliation, offensive words and disrespect. Violence is also 

assumed to be practised by what Bourdieu (2001) describes as “concealed power”, or symbolic 

violence which relates to violence in power relationships that are namely conniving and 

authoritarian. Surveys carried out in different geographical locations such as Europe, Canada 

and Brazil (Abramovay & Rua, 2004; Blaya, 2001; Debarbieux et al., 2002; Ortega, 2001) have 

revealed that there are many points of view on the school environment and this problem 

significantly thwarts a clear and unanimous understanding of the phenomenon in such an 

environment. Studies accomplished in England emphasise the difficulty in defining the concept 
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of school violence because the term “violence” is not usually linked to specific acts that are 

practised by students against teachers or vice versa (Blaya, 2001; Hayden & Blaya, 2001). That 

occurs because the kind of violence discussed here involves emotional implications 

(Abramovay & Rua, 2004), thus, utilising “aggression”, “aggressive behaviour”, “bullying” 

and “disruption” would ideally be more suitable terms when examining certain daily situations 

in the schools regarding transgressive behaviour (Werthein, 2003). Ortega (2001) 

demonstrated in Spain that there is a kind of moral discomfort involved in assigning certain 

demonstrations of violence as “school violence” per se, which is particularly true regarding 

acts practised against youth and children. In the USA however, the focus is usually placed 

outside the schools with an emphasis on gangs (Hagedorn, 1998) and the preferred terms used 

in these cases are “misconduct”, “juvenile delinquency” and “anti-social behaviour” (Flannery, 

1997). Furthermore, beginning in the mid-1990s in Brazil, a sort of consensus in the literature 

emphasised terms related to violence as any display of aggression towards property or persons 

such as students, teachers, school property, school employees, etc. (Candau et al., 1999; 

Guimarães, 1996; Minayo et al., 1999). Additionally, the focus of analysis of the phenomenon 

has also changed in comparison to the earlier studies. Initially, according to Abramovay & Rua 

(2004), school violence was considered as a simple matter of discipline; whereas later, it started 

to be studied as an expression of antisocial behaviour and a manifestation of juvenile 

delinquency. Today though, the phenomenon is perceived in a much broader manner with 

perspectives expressed by globalisation, inequality and social exclusion, which entail further 

analyses that are not limited to the actual transgressions practised by young students 

(Abramovay & Rua, 2004).  

It is important to highlight again that that school violence is a very broad term, but in 

this research, the focus is on teacher victimisation, in which being intimidated or verbally 

abused by students is the observed outcome of such concept. Verbal abuse is a common form 

of aggression directed at teachers worldwide that is different from physical violence (but that 

could escalate to it) and it includes cursing, mockery, insults, humiliation and threats; leading 

to emotional distress, anxiety, teacher disengagement, lower job satisfaction and feelings of 

personal unsafety in their workplace (Benbenishty & Astor, 2005; McMahon, Davis, et al., 

2020; Moon et al., 2015; Warburton, 2014; Wilson et al., 2011). 

 

School Violence and Job Satisfaction 
A number of studies that examined stress and professions have documented that school 

teachers are at a substantially high risk of work-related stress (Johnson et al., 2005; Kidger et 
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al., 2016; Won & Chang, 2020) which, as a consequence, negatively affects their job 

satisfaction. For example, the excessive educational enthusiasm that is expected from teachers 

is said to produce psychological burdens for them (Won & Chang, 2020). In particular, there 

is also a sort of expectation that deems teachers responsible for school-violence issues, which 

particularly intensifies the existing pressure due to such violence (Beran, 2006; Dake et al., 

2003; Mishna et al., 2005). More specifically, the type of stress that teachers are likely to 

experience during their careers produced by school violence is described as pressure suffered 

by handling school violence and the number of negative psychological responses (for example 

helplessness, anxiety and depression) in response to such violence (Park et al., 2007; Won & 

Chang, 2020). In fact, physical/emotional distress and fear caused by violence targeted at 

teachers have been reported by many studies claiming that such consequences of teacher 

victimisation affect not only their performance and turnover but also their job satisfaction and 

intentions to remain in the profession (Anderman et al., 2018; Dzuka & Dalbert, 2007; Galand 

et al., 2007; Moon et al., 2015; Moon & McCluskey, 2020; Wilson et al., 2011). Therefore, in 

order to test the claims previously made by various studies conducted in different countries and 

points in time, the first hypothesis is formulated as:  

 

Hypothesis 1: The more intimidation and verbal abuse experienced by teachers as 

manifestations of school violence, the less job satisfaction is reported by teachers. 

 

School Factors  
Certainly, many extrinsic factors have been linked to teacher satisfaction such as 

perceived support from school leaders, financial compensation, school safety, availability of 

material resources and so on (Bobbitt et al., 1994; Choy et al., 1993). School culture has been 

indicated by various studies to be imperative in promoting and implementing programmes 

tackling bullying and school violence, especially by including effective support, collaboration 

and connection among staff (Coyle, 2008; Greene, 2008), ultimately leading to improved 

student engagement (Brady, 2005) and higher academic achievement (Brookover, 1985; Hoy 

& Hannum, 1997; MacNeil et al., 2009). Principal support is characterised by Aldridge & 

Fraser (2016, p. 296) as “the extent to which teachers feel that the school’s leadership team is 

approachable and supportive”. Their study still yielded results reporting that principal support 

directly and positively affects job satisfaction, backing up other studies’ findings of the notion 

that constructing a supportive work environment increases productivity, benefits teachers’ self-

efficacy and foments their job satisfaction. (Aldridge & Fraser, 2016). Indeed, studies claim 
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that when teachers do not feel supported in the workplace, they feel less motivated and inclined 

to achieve their best performance while teaching (Ashton & Webb, 1986; Ostroff, 1992). 

Claiming that poor working conditions demoralise the teaching profession, some 

policymakers, researchers and educators say that lack of support demotivates becomes a reason 

for teacher attrition (Choy et al., 1993). Conversely, it has been reported that teachers are the 

most satisfied when working in a supportive and low-violence environment, confirming that 

teachers’ perceptions of their workplace are associated with their job satisfaction (Perie et al., 

1997) and, in addition to that, other studies observed that supportive leadership and staff 

cohesion relate negatively to school violence (Debarbieux, 1999; Gladden, 2002). Thus, I 

formulate 2 more hypotheses: 

 

Hypothesis 2 (a): The higher the principal support reported by teachers at a school level, the 

higher is teacher job satisfaction. 

 

Hypothesis 2 (b): As principal support reported by teachers at a school level is higher, the 

strength of the negative relationship between school violence and teacher job satisfaction is 

lower. 

 

Generally, resources are meant to aid teachers to prevail over work stressors, but when 

these are insufficient, it only adds to the job stress caused by the work environment (Blase, 

1982) such as school violence. It has been previously found that inadequate resources 

significantly and negatively affects teachers’ feelings of self-efficacy and contribute to lower 

turnover and retention rates (Aldridge & Fraser, 2016; Hirsch et al., 2006). Furthermore, 

teachers rely heavily on the availability and accessibility of school materials in order to achieve 

maximum learning results and it has been argued that the use of such material resources gives 

way to more valuable development to teachers than any personal skills without the materials 

in the learning environment (Usman, 2016). Moreover, as mentioned before, school resources 

foment more efficient and constructive working environments for the teachers and their 

relationship with the students (Benhorin & McMahon, 2008) and, conversely, the 

unavailability of such teaching resources has been linked to low teacher job satisfaction (Sahito 

& Vaisanen, 2016). Apart from that, it has been previously established that an inadequate 

number of resources is one of the working environment factors often linked to higher rates of 

teacher violence perpetrated by students (Agnich & Miyazaki, 2013b; Anderman et al., 2018; 

García Torres, 2019; Gerberich et al., 2014). Material/educational resources refer to didactic 
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resources for teachers such as maps, books, and digital resources as well as school facilities 

such as libraries, labs, and offices (Betoret, 2009) and are reported to reduce work-related 

stressors related to burnout (Betoret, 2006; Blase, 1982; Breuse, 1984; Schwarzer & 

Greenglass, 1999). As previously indicated, the availability of resources (among other factors 

such as administrative support, interruption, large class enrolments financial constraint) are 

much associated with teacher satisfaction – where when there is a lack of resources, teachers 

feel more anxious and stressed (Aldridge & Fraser, 2016; Betoret, 2009; Cunningham, 1983; 

Landsmann, 1977; Perie et al., 1997), which might arguably add to the negative feelings caused 

by school violence. Thus, another hypothesis is formed: 

 

Hypothesis 2 (c): The more of a problem is the lack of school material resources, the lower is 

teacher job satisfaction. 

 

Hypothesis 2 (d): The more of a problem is the lack of school material resources, the strength 

of the negative relationship between school violence and teacher job satisfaction is higher. 

 

Country Factors  
Studies report that teacher salary, among other factors, is one of the main influences of 

teacher performance and quality, and thus, it is argued that pay is important to predict 

increasing or decreasing levels job satisfaction (Ingersoll, 2006; Liu, 2007; Loeb et al., 2005; 

Song & Alpaslan, 2015; Tickle et al., 2011; Tillman, 2008). In fact, low salaries, prestige and 

satisfaction are professional challenges that teachers are said to face in contemporary society, 

which may be added to the threat of violence (Halpert, 2011), for instance, it has been reported 

that in the U.S., teacher attrition got to up to 30% due to low salaries (Darling-Hammond, 

2003) and the increased educational demands and accountability (such as controlling student 

misbehaviour and directly dealing with school violence) do not accompany rising salaries 

nowadays (De Simone et al., 2016; Raymond, 2018). It is true that teacher salary is reported to 

have different relationships with job satisfaction in different studies, and that mainly relates to 

group comparison or when taking other concepts and factors into consideration. For instance, 

it is claimed that people do not necessarily choose teaching as a career for external rewards 

such as salary (Choy et al., 1993), indicating that remuneration is not usually a motivator. 

Moreover, staff turnover has been weakly (directly) linked to salary and similar benefits but 

mostly related to school quality (indicating private and public funding), administration, 

cohesion among staff and school size (Ingersoll & Alsalam, 1996; Lee et al., 1991). It has also 
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been reported by researchers that although salary is still important to teachers, financial 

compensation only modestly predicts job satisfaction (Firestone, 1990; Perie et al., 1997). More 

recent studies, however, have been able to link dissatisfaction with various environmental 

factors such as salary, lack of principal support, difficult students and unsafe school 

environments as main reasons for teachers to drop out of the profession (Bounds & Jenkins, 

2018; Ingersoll, 2001; Smith & Smith, 2006). Many scientific debates have certainly arisen 

about whether teachers experience more job satisfaction with higher salaries, thus somewhat 

counterbalancing negative experiences in the workplace such as violence (Darling-Hammond, 

2003; Macdonald, 1999; Murnane, 1991; Perrachione et al., 2008), and indeed some have 

consistently found so (Brackett et al., 2010; Kirby & Grissmer, 1993; Shann, 1998). However, 

it is important to recognise that studies like these were rarely conducted cross-nationally and 

could omit important country-level information, especially considering that the average teacher 

salary varies greatly from country to country (see Appendix 1). Thus, the next hypothesis is 

developed: 

 

Hypothesis 3 (a): The higher the teacher salary, the higher is teacher job satisfaction. 

 

Hypothesis 3 (b): The higher the teacher salary, the strength of the negative relationship 

between school violence and teacher job satisfaction is lower. 

 

The issue of limited resources has been mentioned in this research as it has been 

reported to add negative feelings to teachers in relation to their profession and workplace, 

eventually and arguably adding to the stress and dissatisfaction in the presence of violence 

(Ouellette et al., 2018). Accordingly, state funding is imperial in influencing and constraining 

teachers regarding their job tasks (OECD, 2018), in implementing policies tackling school 

violence (Plan, 2008) and improving student achievement (von der Embse et al., 2016). 

Although educational funding plays a relevant part in national teacher salary, that is just one 

area of allocation, and therefore, it is relevant to analyse seeing that it comprises national 

policies, teacher recruitment and retention effort (linked to job satisfaction), administrative 

priorities (Halpert, 2011). The TALIS Survey 2018 for example, reveals that when teachers 

were asked about improvements of their working conditions (in the sense of education budget 

priorities if such would increase by 5%), 65% of them rated “reducing class sizes by recruiting 

more staff” as being of high importance. Further, 64% rated “improving teacher salaries”, 

followed by 55% rating “offering high-quality professional development for teachers”, and 
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55% also rating “reducing teachers’ administration load by recruiting more support staff” as 

being of high importance across countries (OECD, 2019b). In addition to that, it is claimed that 

information about school violence across countries uncovers “the potential role of national 

funding for education in raising awareness of school violence as a social problem, and the link 

between awareness and actual levels of violence in schools” (Agnich & Miyazaki, 2013a, p. 

394). In order to analyse whether the amount of state funding has an impact on the main 

relationship of this study, the share (%) of the countries’ GDP allocated for education will be 

used as an observable element in the following hypothesis:  

 

Hypothesis 3 (c): The higher the share (%) of the countries’ GDP spent on education, the 

higher is teacher job satisfaction. 

 

Hypothesis 3 (d). As the share (%) of the countries’ GDP spent on education higher, the 

strength of the negative relationship between school violence and teacher job satisfaction is 

lower. 

 

Conceptual Model  
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Data and methods  
The dataset used for the individual- and school-level information was retrieved from 

the OECD Teaching and Learning International Survey (TALIS) 2018 conducted with 153,682 

teachers that provide an ISCED education Level 2 as defined by the International Standard 

Classification of Education 1997; which corresponds to the lower secondary level of education 

(UNESCO Institute for Statistics, 2006) and 9,247 principals of the same schools in the teacher 

sample. Thus, both the teacher and the principal survey datasets are used in this study. 

Furthermore, the teacher population “was stratified [into a] two-stage probability sampling 

design” where teachers were selected randomly in each school (with its respective principal) 

that was also previously randomly selected within each country (OECD, 2019a, p. 160). As for 

the country-level data, the sources used were The World Bank Group ©, the Organisation for 

Economic Co-operation and Development (OECD) © and Knoema ©. In sum, from the 49 

countries/economies that participated in the TALIS 2018, 27 countries1 were chosen for this 

research as determined by the availability of reliable and recent country-level data, and 65,115 

teachers and 4,763 principals (which also refers to the number of schools) were selected after 

deleting missing cases. 

In order to test the proposed hypotheses, the type of the analysis chosen is cross-

sectional seeing that there is no time-related dimension throughout the hypotheses where the 

unit of observations at the individual level are secondary school level teachers (also for 

perceived principal/employer support), at the school level are school principals (only for lack 

of material resources) and at the country level are official data retrieved from secondary 

sources. Moreover, the unit of analysis at the individual level regards perceived levels of school 

violence, job satisfaction. Employer support aggregated to the school level and lack of material 

resources regards to the school level. Lastly, the country-level data entail national units of 

analysis of average teacher salary and percentage of GDP spent on education.  

 

Operationalisation 
Dependent Variable. In the TALIS 2018 dataset, job satisfaction was measured on a 

four-point Likert scale, for which the response categories were “Strongly disagree” (1), 

“Disagree” (2), “Agree” (3) and “Strongly agree” (4). The survey statement for this variable 

was “All in all, I am satisfied with my job” and the main question was “We would like to know 

 
1 Australia, Austria, Brazil, Bulgaria, Chile, Colombia, Czech Republic, Denmark, Estonia, Finland, France, 

Israel, Japan, Korea, Latvia, Lithuania, Mexico, Netherlands, New Zealand, Norway, Portugal, Slovak Republic, 

Slovenia, Spain, Sweden, Turkey, and United States. 
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how you generally feel about your job. How strongly do you agree or disagree with the 

following statements?” 

Main Independent Variable (level 1). Perceived school violence manifested as 

intimidation and verbal abuse was measured by the TALIS survey where the main question 

was “Thinking about your job at this school, to what extent are the following sources of stress 

in your work?” The statement used for this study is “Being intimidated or verbally abused by 

students” for which it was also measured on a four-point Likert scale where the response 

categories were “Not at all” (1), “To some extent” (2), “Quite a bit” (3) and “A lot” (4). 

Independent variables (level 2 and 3). At the school level, teachers were asked “How 

strongly do you agree or disagree that the following present barriers to your participation in 

professional development?” in which one of the categories was “There is a lack of employer 

support” and the response options were also “Strongly disagree” (1), “Disagree” (2), “Agree” 

(3) and “Strongly agree” (4). The variable was aggregated to the school level so as to represent 

the school environment then reverse coded so that higher scores represent higher employer 

support. Furthermore, the lack of material resources variable is a scale formed by the TALIS 

technical team and already made available in the original dataset. The main question principals 

were asked was “To what extent is this school’s capacity to provide quality instruction 

currently hindered by any of the following issues?” where the issues presented were: 

- Shortage or inadequacy of instructional materials (e.g. textbooks); 

- Shortage or inadequacy of digital technology for instruction (e.g. software, computers, 

tablets, smartboards); 

- Insufficient Internet access; and, 

- Shortage or inadequacy of library materials. 

Their response options were also presented as a four-point Likert scale: “Not at all” (1), 

“To some extent” (2), “Quite a bit” (3), “A lot” (4). 

Finally, the country-level variables being used for this study are starting teacher salary 

(secondary education) measured in US dollars in 2018 and the government expenditure on 

education as a percentage of the GDP. 

Control variables. At the individual level, the control variables used are age, gender, 

class size and training. Firstly, age was included because it has been found that older teachers 

expressed less professional satisfaction (Ma & MacMillan, 1999) and considering teacher 

demographic characteristics such as age and gender can aid and give direction to policy 

“interventions by identifying groups that are at greater risk for experiencing violence” 

(Martinez et al., 2016, p. 388). Secondly, gender was selected as female teachers were found 
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to report more job satisfaction than male teachers (Bogler, 2002; Geer & Lortie, 1976; Ma & 

MacMillan, 1999). Thirdly, class size was included because smaller class size are largely 

perceived as allowing teachers to spend more time with students individually and less time 

busy with classroom management, thereby offering better instruction that is tailored to the 

students’ individual needs and ensuring higher performance (OECD, 2012b). Not only that, 

according to Perrachione et al. (2008), small class size is one of the factors that positively 

influence teacher satisfaction with the profession. Lastly, training was added as it is possible 

that violence aimed at teachers (within teacher preparation programs) may be an overlooked 

subject, given the global frequency of teacher victimisation, which results in many educators 

having insufficient skills to prevent challenging behaviour from happening and to counteract 

effectively when transgressive behaviour does manifest (Espelage et al., 2013). As expressed 

by Espelage et al. (2013), when educators are better prepared with training, they become their 

very own best first line of defence when it comes to threats of student violence, however, 

teachers reported a lack of training in preventing and managing violence at school in several 

studies (Alonso et al., 2009; Daniels et al., 2007; Shernoff et al., 2011). Age was treated by the 

TALIS dataset as a categorical variable for age groups2, gender as a dummy variable using 

“male” as a reference category, class size is measured continuously by teachers’ answer to 

“How many students are currently enrolled in this <target class>? Please write a number” and 

respondents had the opportunity to answer whether “Student behaviour and classroom 

management” was one of the elements included in their formal training or not, making it a 

dichotomous variable. Thus, training was also made into a dummy variable with ‘yes’ as the 

reference category. 

 At the school level, the control variables chosen were school size because studies found 

that larger school sizes correlate to higher levels of violence as social control becomes more 

difficult to establish (Agnich & Miyazaki, 2013b; Burdick-Will, 2013) and percentage of 

economically-disadvantaged students because principals have reported higher frequencies of 

violence when the percentage of low SES students was higher, indicating that either “schools 

with greater numbers of low SES students are socially disorganized and more conducive to 

violence, and/or that schools with greater numbers of low SES students have fewer resources 

to be able to enact effective social control” (Agnich & Miyazaki, 2013b). School size is a 

continuous variable drawn from the principals’ questionnaire in which they were asked “What 

 
2 The age group categories used in the survey were: 1 = "Under 25", 2 = "25-29", 3 = "30-39", 4 = "40-49", 5 = 

"50-59" and 6 = "60 and above". 
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is the current school enrolment, i.e. the number of students of all grades/ages in this school? 

Please write a number” but later turned into a categorical variable by the TALIS technical team. 

Therefore, the variable in the dataset has 5 categories: 1 = "Under 250", 2 = "250-499", 3 = 

"500-749", 4 = "750-999", and 5 = "1000 and above." The variable percentage of economically-

disadvantaged students was also treated as a continuous variable in which principals were 

asked “Please estimate the broad percentage of [<ISCED level x> or 15-year-old] students in 

this school who have the following characteristics” where one of the categories was “students 

from <socio-economically disadvantaged homes>.” However, the dataset also presents this 

variable with the following categories: 1 = "None", 2 = "1% to 10%", 3 = "11% to 30%", 4 = 

"31% to 60%", and 5 = "More than 60%." 

Regarding the country-level control variables, poverty and inequality can be seen as 

national manifestations of variations in social support and are well applicable to school and 

country-wide contexts of education (Agnich & Miyazaki, 2013a). That is due to the fact that 

social support is usually conceptualised as actions taken by countries to lessen the negative 

effects of poverty (Chamlin & Cochran, 1997; Pratt & Godsey, 2002; Worrall, 2009). 

Empirical evidence of this phenomenon comprises prior research that indicates how schools in 

countries with lower GDPs display higher levels of violence (Akiba et al., 2002). Upon 

consideration of what these studies reveal, it is not unreasonable to conclude that nation-wide 

economic factors and indices can be of help in accounting for variations in school violence, 

which, as a consequence, may affect teacher job satisfaction. The Gross Domestic Product 

(GDP), for example, has long been used as a comparative tool for evaluation of countries’ 

economic growth which essentially measures the value of the production of goods and services 

of countries and relates to a nation’s productivity and output (Dynan & Sheiner, 2018; Mallett 

& Keen, 2012). According to the previous paragraph, not only is GDP linked to differences in 

school violence cross-nationally, but inequality seems to be also linked to intra-nation 

variation. In order to analyse this relationship, the GINI coefficient of income inequality, which 

is a measure of deviance from a perfectly equal distribution of income among the citizens3, was 

chosen to further explore the country differences in this study. Additionally, it has been 

previously hypothesised that countries with higher Gini coefficients may display higher levels 

of school violence (Agnich & Miyazaki, 2013b). Finally, the Human Development Index was 

chosen because it not only comprises health and standard of living as a measure of economic 

growth expressed in quality of human life, but it also comprises education (Deb, 2015); a theme 

 
3 Retrieved from https://knoema.com/search?query=gini&pageIndex=&scope=&term=&correct=&source=Header 

https://knoema.com/search?query=gini&pageIndex=&scope=&term=&correct=&source=Header
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related to this research. Particularly considering that, as previously mentioned, teachers who 

experience more school violence tend to display lower performance, turnover and professional 

engagement, all of which, in turn, reflects as poor levels of student achievement (Espelage et 

al., 2013). GDP was measured per capita (current US$) using 2018 as a reference, the Net 

Income GINI 2018 was used as a percentage where 0% represents perfect equality and 100% 

represents perfect inequality, and the Human Capital Index (HCI) 2017 (scale 0-1) in which 1 

represents a country where children “can expect to achieve both full health (no stunting and 

100 per cent adult survival) and full education potential (14 years of high-quality school by age 

18)” (World Bank, 2018).  

Descriptive values. The table below shows the individual-level variable descriptives 

encompassed in the TALIS 2018. Furthermore, the country-level variable values can be found 

in appendices 1, 2, 3, 4 and 5.  

 

Table 1. Descriptive statistics of individual-, school- and country-level data 

 N Minimum Maximum Mean SD % 

School violence 65115 1 4 1.60 .856 - 

Job satisfaction 65115 1 4 3.17 .614 - 

Age groups 65115 1 6 4.00 1.150 - 

Gender 65115 0 1 .682 .466 - 

   Male (ref.) 20681 - - - - 31.8 

   Female 44434 - - - - 68.2 

Class size 65115 1 98 24.48 9.956 - 

Training 65115 0 1 .677 .468 - 

   No (ref.) 21016 - - - - 32.3 

   Yes 44099 - - - - 67.7 

Employer support 4763 1 4 2.846 .5598 - 

Lack of material 

resources 
4763 1 3 1.418 .575 - 

School size 4763 1 5 2.708 1.363 - 

Economically-

disadvantaged students 

(%) 

4763 1 5 2.676 1.079 - 

Teacher salary 27 14494.20 49481.80 30941.930 10280.044 - 

GDP spent on education 

(%) 
27 3.19 7.98 5.318 1.12 - 

GDP per capita 27 6667.79 81734.47 33752.199 20203.921 - 

GINI 27 24.90 48.90 33.259 7.097 - 

HCI 27 .56 .85 .741 .075 - 

Source: TALIS 2018 Survey dataset, own calculations  
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Method of analysis 
 By utilising the SPSS Statistics Software, the data was prepared such as by removing 

missing values and recoding dummy variables. Afterwards, the Multilevel Analyses were 

conducted using the statistical software STATA in order to distinguish the variances of scores 

in the dependent variable by accounting for both the individual and the environmental-level 

data. The overall equation used in Multilevel Analysis is: Yijk = γ000 (+ β1Xij…) + v0k + u0jk 

+ eijk, where residuals at all levels are expressed as: v ~ N(0,σ2 v) being the between-country 

variance; u ~ N(0,σ2 u) being the between-school variance and e ~ N(0,σ2 e) being the within-

groups (between-individuals) variance. Finally, I present the findings as the following: 

1. Empty model – conducted in order to establish the Intraclass Correlation Coefficient 

(ICC) without any predictors. 

2. Main Relationship Model (main independent variable only) – used to test the first 

hypothesis in order to establish the main relationship between school violence and job 

satisfaction in a multilevel framework (individual control variables added). 

3. Random Intercept Model (main independent variable with individual-level control 

variables) – added in order to account for any spurious effects the control variables might have 

on job satisfaction. 

4. Random Intercept Model (school-level variables) – by adding the school-level 

variables, the aim is to establish how work environment influences play a part in the 

relationship between school violence and teacher job satisfaction so as to test hypotheses 2 (a) 

and 2 (c) (school control variables also added). 

5. Random Intercept Model (country-level variables) – by adding the country-level 

variables, the aim is to establish how outside influences affect the relationship between school 

violence and teacher job satisfaction so as to test hypotheses 3 (a) and 4 (c) (country control 

variables added). Thus, models 4 and 5 are added at this stage solely to assert how the 

contextual level could matter. 

6. Random Slope Model – so far, these models allowed for the intercepts to vary but 

not the slopes, so until now it was assumed that the overall effect of the independent variables 

on job satisfaction is the same across schools and across countries. 

7. Random Slope Model (with Cross-Level Interactions Individual-School) – added to 

model 7 to test hypotheses 2 (b), 2 (d). 

8. Random Slope Model (with Cross-Level Interactions Individual-Country) – added 

to model 7 to test hypotheses 3 (b) and 3 (d) as a final model with all the cross-level interactions. 
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Moreover, in each model, I will also present the deviance between each newly added 

model in comparison with the previous ones by using the maximum likelihood values in order 

to establish how well the added variables fit the data and the pseudo R2 so as to describe the 

proportion of variance of the models. 

 

Limitations 
Finally, the limitations of this research involve a lack of data on school-level teacher 

salary and the amount of public funding/financial support. Therefore, the way around it was 

using country-level data and including this level in the conceptual model. Furthermore, due to 

estimation and system errors of the statistical programme SPSS, this programme was only used 

for data preparation while STATA was used for the multilevel analyses. 

Results  
Table 2. Parameter Estimates for all Models of the Multilevel Analysis using Job Satisfaction as the 

dependent variable 

Model M1: Empty 

M2a: 

Random 

intercepts 

M3b: 

Random 

intercepts 

M4c: 

Random 

intercepts 

M5d: 

Random 

intercepts 

M6: 

Random 

slopes 

M7e: 

Cross-level 

interaction 

M8f: Cross-

level 

interaction 

Fixed part Coefficient (S.E.) 

Intercept 
     3.172*** 

(.032) 

     3.404*** 

.033 

     3.256*** 

(.013) 

     2.912*** 

(.049) 

1.603* 

(.667) 

     1.884*** 

(.586) 

  1.683** 

(.607) 

   1.679** 

(.605) 

School 

violence 
- 

     -.145*** 

(.003) 

     -.144*** 

(.003) 

     -.140*** 

(.003) 

     -.141*** 

(.003) 

     -.150*** 

(.009) 

     -.098*** 

(.028) 

      -.037  

(.047) 

Age groups - - 
      .011*** 

(.002) 

      .011*** 

(.002) 

      .011*** 

(.002) 

      .010*** 

(.002) 

      .010*** 

(.002) 

      .010*** 

(.002) 

Genderg - - 
   .022** 

(.005) 

      .021*** 

(.005) 

      .021*** 

(.005) 

      .020*** 

(.005) 

      .020*** 

(.005) 

      .020*** 

(.005) 

Class size - - 
     -.0001 

(.0003) 

     -.0001 

(.0003) 

     -.0001 

(.0003) 

     -.0001 

(.0003) 

     -.0001 

(.0003) 

     -.0001 

(.0003) 

Trainingh - - 
      .082*** 

(.005) 

      .081*** 

(.005) 

     .081*** 

(.005) 

      .081*** 

(.005) 

      .081*** 

(.005) 

      .081*** 

(.005) 

Employer 

support 
- - - 

      .132*** 

(.008) 

      .132*** 

(.008) 

      .132*** 

(.008) 

      .157*** 

(.015) 

      .156*** 

(.015) 

Lack of 

material 

resources 

- - - 
       .002 

(.005) 

.002 

(.005) 

.004  

(.005) 

.009  

(.010) 

.009 

(.010) 
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School size - - - 
.001 

(.002) 

.001 

(.002) 

.001 

(.002) 

.001 

(.002) 

.001 

(.002) 

Economically-

disadvantaged 

students (%) 

- - - 
      -.004 

(.003) 

      -.004 

(.003) 

      -.003 

(.003) 

      -.003 

(.003) 

      -.003 

(.003) 

Teacher salary - - - - 
   .00001** 

   (.000003) 

    .00001** 

  (.000002) 

  .00001** 

(.000003) 

  .00001** 

(.000003) 

GDP spent on 

education (%) 
- - - - 

.050 

(.004) 

.040 

(.030) 

.043  

(.027) 

.044 

(.027) 

GDP per capita - - - - 
    .000003 

(.000002) 

.000002 

(.000002) 

.000002 

(.000002) 

.000002 

(.000002) 

GINI - - - - 
     .023*** 

(.006) 

     .019*** 

(.005) 

.020  

(.005) 

.020  

(.005) 

HCI - - - - 
.144 

(.646) 

.009  

(.568) 

.090  

(.584) 

.082  

(.581) 

Interaction1: 

Employer 

support 

- - - - - - 
 -.017* 

(.009) 

      -.016  

(.008) 

Interaction2: 

Lack of 

material 

resources 

- - - - - - 
      -.004  

(.006) 

      -.004  

(.006) 

Interaction3: 

Teacher salary 
- - - - - - - 

.000001 

(.000001) 

Interaction4: 

GDP spent on 

education  

- - - - - - - 
      -.006 

(.007) 

Random part Coefficient (S.E.) 

Residual 

variance 

(individual) 

(σ2
e) 

      .336*** 

(.002) 

      .325*** 

(.002) 

      .324*** 

(.002) 

      .323*** 

(.002) 

      .323*** 

(.002)  

      .319*** 

(.002)       

      .319*** 

(.002)       

   .319*** 

(.002)       

Intercept 

variance 

(school) 

(σ2
v0) 

      .013*** 

(.001) 

      .009*** 

(.001) 

      .009*** 

(.001) 

      .007*** 

(.001) 

      .007*** 

(.001) 

      .015*** 

(.003) 

       .015*** 

(.003) 

       .015*** 

(.003) 

Covariance 

between the 

slope and 

intercept 

(σ2
u0u1) 

- - - - - 
     -.008*** 

(.001) 

     -.008*** 

(.001) 

     -.008*** 

(.001) 
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Slope variance 

(σ2
u1) - - - - - 

    .006*** 

(.0008) 

    .006*** 

(.0008) 

    .006*** 

(.0008) 

Intercept 

variance 

(country) 

(σ2
u0) 

      .027*** 

(.007) 

      .028*** 

(.008) 

      .029*** 

(.008) 

      .040*** 

(.011) 

      .016*** 

(.004) 

      .011*** 

(.003) 

      .012*** 

(.004) 

      .012*** 

(.004) 

Covariance 

between the 

slope and 

intercept 

(σ2
u0u1) 

- - - - - 
 .0002 

(.001) 

-.0002 

(.001) 

   -.00004 

(.001) 

Slope variance 

(σ2
u1) 

- - - - - 
      .002*** 

(.001) 

      .002*** 

(.001) 

      .002*** 

(.001) 

Number of 

Parameters  
3 4 8 12 17 21 23 25 

Deviance  

(-2LL) 
115801.648 113271.918 112971.706 112713.152 112687.42 112384.038 112380.266 112377.578 

Notes: a. only main individual variable; b. model individual-level + control variables; c. model with school-level + control 

variables; d. model with country-level + control variables; e. model with school-level interaction variables; f. model with school-

level interaction variables; g. reference category is ‘Male’; h. reference category is ‘No’. 

*p < 0.05, **p < 0.01, ***p < 0.001. 

 

The table above (Table 2) presents the results of all the Models of the Multilevel 

Analysis for the dependent (outcome) variable Job Satisfaction. Furthermore, the “fixed part” 

of the table presents the regression coefficients, the statistical significance levels of the 

coefficients and the standard error of variances within schools (between individual teachers). 

The random part, on the other hand, displays the variances produced between individuals, 

between schools and between countries while at the lower part of the table the number of 

parameters of each model are shown as well as the likelihood ratio test.  

Empty Model 1. The first model depicts only the dependent variable by school, without 

any predictor variables. With an intercept of 3.172 where 0 is not a meaningful number in the 

scale of job satisfaction, individuals show a residual variance of .336, a variation of .013 at the 

school level and a variation at the country level of .027. In order to determine the ratio of the 

between-school variance to the total variance an Intraclass Correlation Coefficient was used 

where σ2
u0 (school variation) / σ2

e (residual individual variation) + σ2
u0 (school variation) + 

σ
2
v0 (country variation), resulting in the following equation .013 / (.336 + .013 + .027) = .035. 

Therefore, this means that 3,5% of the variation of teacher satisfaction can be attributed to 
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school level variation. The ratio of the between-country variance resulted in the following 

equation .027/ (.336 + .013 + .027) = .072. Therefore, this means that 7,2% of the variation of 

teacher satisfaction can be attributed to school level variation, and 89,3% to individual level 

variation. 

 Random Intercept Model (independent individual-level variable) 2. By adding the 

school violence variable, it was possible to observe that for every 1-unit increase in school 

violence, job satisfaction significantly decreases by -.145. Thus, Hypothesis 1 is accepted. 

Furthermore, the individual variation has decreased to .325 (compared to .336 in the 

first model), indicating that school violence explains a significant part of the individual 

differences in job satisfaction. The same variable also explains some school variation as the 

value decreased from .013 to .009. Meanwhile, the country variation coefficient actually 

increased slightly from .027 to .028 indicating some suppression effect of school violence on 

job satisfaction in the variation between countries. Here, the deviance between the two models 

is calculated using the maximum likelihood values in order to detect how well the second model 

statistically fits the data, compared to the empty model, by performing a chi-square test (Hox, 

2002).  The difference in deviance (-2LL) between the two models is 2,529.73 (115801.648 – 

113271.918) and the difference in parameters is 1 (4-3). This is equal to the degrees of freedom 

for the chi-square distribution table. With 1 degree of freedom at a p>.01 alpha level, the 

difference should be at least 6.63 Since 2,529.73 is higher than 6.63, it is possible to conclude 

that the random intercept model fits the data significantly better than the empty model. 

Furthermore, the proportion of variance explained school violence alone in the 1st random 

intercept model (compared to the empty model) can be calculated as a pseudo R2 by using the 

following formula: (variance of the empty model - variance of the model of comparison) / 

variance of the empty model (Hox, 2002). The R2 at the individual level was (.336 - .325)/.336 

= .033. So, the school violence explains 3,3% of the individual differences in job satisfaction. 

The school-level variance was (.013 - .009)/.013 = .308. So, 30,8% of the school differences 

in teacher job satisfaction can be explained by differences in the school violence. Finally, the 

country-level variance was (.027 - .028)/.027 = -0.037. Meaning that there are more 

differences/variation at the country level when introducing the individual level variable school 

violence. The following result interpretations focus more on the effects; for more information 

on the proportion of variance between the models, please refer to Table 3 at the end of this 

section. 

Random Intercept Model (individual-level variables with controls) 3. By adding 

the school violence variable, it was possible to observe that for every 1-unit increase in school 



 

Marina Ramalho Bürger 31 

violence, job satisfaction significantly decreases by -.144 (slight decrease compared to model 

3). The teacher age b is .011, so for every 1-unit increase in teachers' age, teacher job 

satisfaction significantly increases by .011 and compared to males, female teacher job 

satisfaction is .022 significantly higher. While class size did not produce a significant effect, 

compared to the teachers who did not previously receive student behaviour and classroom 

management training, the ones who did have a significant b of .082 higher job satisfaction. 

Random Intercept Model (school-level variables added) 4. Upon adding the second-

level variables (with controls), the main independent variable (school violence) decreased from 

-.144 to -.140, indicating that controlling for school-level variables produces a more accurate 

result without spurious effects. While age remained the same, the gender effect decreased 

slightly (.021) and so did training (.081). The school-level variables encompass a significant 

effect of employer support on job satisfaction of .132, and statistically insignificant effects of 

Lack of material resources, School size and Percentage of economically-disadvantaged 

students. Thus, hypothesis 2 (a) is accepted and hypothesis 2 (c) is rejected. 

Random Intercept Model (country-level variables) 5. Once the country-level 

variables were added, the school violence effect increased slightly (-.141) indicating some 

suppression effect of the country variables. While the school-level effects remained the same 

as in Model 4, teacher salary had a very small, but significant effect of .00001 on job 

satisfaction. Furthermore, while percentage of GDP spent on education, GDP per capita and 

HCI had produced insignificant effects, GINI (a control variable) resulted in a positive 

significant effect of .023 which means that the more inequality there is in the country, the more 

professionally satisfied the teachers are. This is a very interesting and intriguing result which 

would warrant further investigation perhaps by analysing this effect on separate countries, 

however, time constraints do not allow an in-depth analysis on this matter. Thus, hypothesis 3 

(a) is accepted and hypothesis 3 (c) is rejected. 

Random Slope Model 6. In this model, the slopes were allowed to vary so that it is 

possible to analyse the unconstrained effects of the independent variables on job satisfaction 

across schools and countries. School violence produced a higher significant effect of -.150, age 

(.010) and gender (.020) decreased slightly while (of the significant effects), training, employer 

support and teacher salary remained the same. Lastly in the model, the GINI effect on job 

satisfaction decreased slightly to .019. 

Random Slope Model (with Cross-Level Interactions Individual-School) 7. By 

adding the school-level interaction effects, it was possible to observe that school violence 

significantly decreased from -.150 to -.098 indicating some spuriousness of the moderating 
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variables. All significant effects remained the same as model 6 except for employer support 

which increased from .132 to .157 indicating some suppression effect of the moderating 

variables. Furthermore, only the moderating variable of employer support was significant (-

.017) which means that hypothesis 2 (b) is confirmed: employer support has a negative effect 

on the negative relationship between school violence and teacher job satisfaction and 

hypothesis 2 (d) is rejected. 

Random Slope Model (with Cross-Level Interactions Individual-Country) 8. By 

adding the country-level moderating variables, school violence became statistically 

insignificant. In regards to the significant effects, only employer support (direct effect) changed 

by decreasing slightly to (.156). Furthermore, the last added variables were not significant, 

meaning that hypotheses 3 (b) and 3 (d) are rejected. 

 
Table 3. Proportion of variance between the models 

Comparison of proportion of 

variance → 
Model 2 Model 3 Model 4 Model 5 Model 6 Model 7 Model 8 

Difference in deviance should 

be at least: 
6.63 13.3 13.3 15.1 13.3 9.21 9.21 

Actual difference in deviance: 2,529.73 300.212 258.554 25.732 303.382 3.772 2.688 

Does the new model fit the 

data better? 
Yes Yes Yes Yes Yes No No 

R2 individual level 3,3% 3,6% 3,9% 3,9% - - - 

R2 school level 30,8% 30,8% 46.2% 46.2% - - - 

R2 country level −3.7% -7.4% -48.1% 40.7% - - - 

 

Conclusions and Discussion  
Both the phenomenon of school violence and the concept of job satisfaction are 

multifaceted elements of school teachers’ workplace. Each of them having further 

consequences and outcomes in teachers’ lives in different parts of the world. Considering the 

fact that teachers are arguably the most important link between youths and education, a point 

of entry in the academic and professional career, it is crucial to offer educators a safe and 

productive work environment.  

By utilising the OECD Teaching and Learning International Survey (TALIS) 2018 I 

aimed at analysing the effect of school violence in the sense of teacher victimisation on teacher 

job satisfaction at an individual, school and country level using multilevel analysis statistical 

methodology. Professionally satisfied teachers are less susceptible to job-related stress, are able 

to provide better instructional quality and are less likely to drop out of the profession. 

Furthermore, bearing in mind the consequences that teacher attrition has on education, financial 
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costs and resource expenditure on a national scale, many Western governments and policy-

makers are increasingly concerned with teacher turnover rates and scarcity of quality teachers. 

It has been concluded by many scholars that feeling safe in the work environment is 

key when it comes to job satisfaction and, in turn, mental health, commitment, turnover, and 

so on. Although a myriad of research aimed at understanding violence within the school 

context, most scholars have concentrated almost entirely on students. Thus, the consequences 

of violence from the teachers’ point of view as victims of it are generally less documented. 

In accordance to the results of this research, it is feasible to conclude that, indeed, 

school violence targeting teachers produces consequences to a great extent in teacher job 

satisfaction, thus, creating a “snow ball” effect which ultimately results in teacher attrition. In 

regards to the proportion of the differences of this major effect between teachers, schools and 

countries, it is possible to assert that, at the school level, school violence explains the most part 

of differences in teacher job satisfaction (30,8% to be exact). This may imply that governments 

that wish to increase teacher turnover rates and decline teacher attrition rates should focus on 

implementing policies that aim at specific school needs taking into consideration the 

municipality/state rather than investing broadly in country-wide programmes. 

Following the same line of thought, of the moderating effects, only employer support 

was significant because, as previously asserted, school culture is vital in promoting and 

implementing policies tackling school violence and fomenting effective support and leadership 

among school staff. In particular, it has also been established earlier that principal support not 

only positively affects job satisfaction but it also shields teachers from the consequences of 

violence in their workplace. Thus, policies focusing on principal training regarding not only 

methods to deal with school violence but also on effective responses to teacher victimisation 

so as to provide valuable support are crucial in reducing teacher attrition.  

Indeed, the country-level results were surprising, to say the least. But reflecting upon 

them, I could argue that future research could stratify the countries encompassed in this thesis 

in at least two groups: developed countries and developing countries. Thence, I would assume 

that some issues are more prominent in developing countries than in fully developed nations 

such as lack of material resources (even though this is a school factor, one could aggregate it 

to countries), class sizes, teacher salary, etc. So, while this research might be suitable on more 

school-focused policies, a second step could be further analysing country factors in depth. 

Additionally, since it has already been established that school violence affects teacher 

job satisfaction, it would be interesting to take a step back and analyse how the factors related 

to this research affect school violence in order to further investigate the triggers and policy 
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implications. Again, I would assume that developing countries would present different rates of 

school violence compared to developed countries due to different national contexts such as 

economic inequality and government expenditure on educational outcomes. Lastly, further 

research on individual countries is advised so as to account for other factors influencing this 

area of research such as culture, political regime and existing educational policies. 

 

  



 

Marina Ramalho Bürger 35 

References 
Abramovay, M. (2005). Violencia en las escuelas: Un gran desafío. Revista Iberoamericana 

de Educación, 38(1), 53–66. 

Abramovay, M., & Rua, M. das G. (2004). Violências nas escolas. UNESCO. 

Agnich, L. E., & Miyazaki, Y. (2013a). A Multilevel Cross-National Analysis of Direct and 

Indirect Forms of School Violence. Journal of School Violence, 12(4), 319–339. 

https://doi.org/10.1080/15388220.2013.807737 

Agnich, L. E., & Miyazaki, Y. (2013b). A Cross-National Analysis of Principals’ Reports of 

School Violence. International Criminal Justice Review, 23(4), 378–400. 

https://doi.org/10.1177/1057567713515273 

Akiba, M., LeTendre, G. K., Baker, D. P., & Goesling, B. (2002). Student Victimization: 

National and School System Effects on School Violence in 37 Nations. American 

Educational Research Journal, 39(4), 829–853. 

https://doi.org/10.3102/00028312039004829 

Aldridge, J. M., & Fraser, B. J. (2016). Teachers’ views of their school climate and its 

relationship with teacher self-efficacy and job satisfaction. Learning Environments 

Research, 19(2), 291–307. https://doi.org/10.1007/s10984-015-9198-x 

Alonso, J. D., López-Castedo, A., & Juste, M. P. (2009). School Violence: Evaluation and 

Proposal of Teaching Staff. Perceptual and Motor Skills, 109(2), 401–406. 

https://doi.org/10.2466/pms.109.2.401-406 

Anderman, E. M., Eseplage, D. L., Reddy, L. A., McMahon, S. D., Martinez, A., Lane, K. L., 

Reynolds, C., & Paul, N. (2018). Teachers’ reactions to experiences of violence: An 

attributional analysis. Social Psychology of Education, 21(3), 621–653. 

https://doi.org/10.1007/s11218-018-9438-x 

Anderson, D. C. (1998). Curriculum, Culture, and Community: The Challenge of School 

Violence. Crime and Justice, 24, 317–363. https://doi.org/10.1086/449282 

Ashton, P. T., & Webb, R. B. (1986). Making a Difference: Teachers’ Sense of Efficacy and 

Student Achievement. Longman. https://books.google.nl/books?id=rNRUOgAACAAJ 

Astor, R. A., Benbenishty, R., & Estrada, J. N. (2009). School Violence and Theoretically 

Atypical Schools: The Principal’s Centrality in Orchestrating Safe Schools. American 

Educational Research Journal, 46(2), 423–461. 

https://doi.org/10.3102/0002831208329598 

Baker, D., & Letendre, G. (2005). National Difference, Global Similarities: World Culture 

and the Future of Schooling. Http://Lst-Iiep.Iiep-Unesco.Org/Cgi-

Bin/Wwwi32.Exe/[In=epidoc1.in]/?T2000=024141/(100). http://lst-iiep.iiep-

unesco.org/cgi-bin/wwwi32.exe/[in=epidoc1.in]/?t2000=024141/(100) 

Balyer, A., & Özcan, K. (2014). Choosing Teaching Profession as a Career: Students’ 

Reasons. International Education Studies, 7(5), p104. 

https://doi.org/10.5539/ies.v7n5p104 

Benbenishty, R., & Astor, R. A. (2005). School Violence in Context. Oxford University Press. 

https://doi.org/10.1093/acprof:oso/9780195157802.001.0001 

Benhorin, S., & McMahon, S. D. (2008). Exposure to violence and aggression: Protective 

roles of social support among urban African American youth. Journal of Community 

Psychology, 36(6), 723–743. https://doi.org/10.1002/jcop.20252 

Beran, T. N. (2006). Preparing Teachers to Manage School Bullying: The Hidden 

Curriculum. The Journal of Educational Thought (JET) / Revue de La Pensée 

Éducative, 40(2), 119–128. JSTOR. www.jstor.org/stable/23767163 

Berger, K. S. (2012). The developing person through childhood and adolescence (9th ed). 

Worth Publishers. 



 

Marina Ramalho Bürger 36 

Betoret, F. D. (2006). Stressors, Self‐Efficacy, Coping Resources, and Burnout among 

Secondary School Teachers in Spain. Educational Psychology, 26(4), 519–539. 

https://doi.org/10.1080/01443410500342492 

Betoret, F. D. (2009). Self‐efficacy, school resources, job stressors and burnout among 

Spanish primary and secondary school teachers: A structural equation approach. 

Educational Psychology, 29(1), 45–68. https://doi.org/10.1080/01443410802459234 

Blase, J. J. (1982). A Social-Psychological Grounded Theory of Teacher Stress and Burnout. 

Educational Administration Quarterly, 18(4), 93–113. 

https://doi.org/10.1177/0013161X82018004008 

Blaya, C. (2001). Climat scolaire et violence dans l’enseignement secondaire en France et en 

Angleterre. In Violence à l’école et politiques publiques (pp. 159–177). 

Blömeke, S., Houang, R., Hsieh, F. J., & Wang, T. Y. (2017). Effects of job motives, teacher 

knowledge and school context on beginning teachers’ commitment to stay in the 

profession: A longitudinal study in Germany, Taiwan and the United States. In 

International handbook of teacher quality and policy (pp. 374–387). Routledge. 

Bobbitt, S. A., United States. Office of Educational Research and Improvement, & National 

Center for Education Statistics. (1994). Characteristics of Stayers, Movers, and 

Leavers: Results from the Teacher Followup Survey: 1991-92. National Center for 

Education Statistics, U.S. Department of Education, Office of Educational Research 

and Improvement. https://books.google.nl/books?id=_FSdAAAAMAAJ 

Bogler, R. (2002). Two profiles of schoolteachers: A discriminant analysis of job satisfaction. 

Teaching and Teacher Education, 18(6), 665–673. https://doi.org/10.1016/S0742-

051X(02)00026-4 

Bounds, C., & Jenkins, L. N. (2018). Teacher-Directed Violence and Stress: The Role of 

School Setting. Contemporary School Psychology, 22(4), 435–442. 

https://doi.org/10.1007/s40688-018-0180-3 

Bourdieu, P. (2001). O poder simbólico. Bertrand Brasil. 

Boxer, P., Edwards-Leeper, L., Goldstein, S. E., Musher-Eizenman, D., & Dubow, E. F. 

(2003). Exposure to “Low-Level” Aggression in School: Associations With 

Aggressive Behavior, Future Expectations, and Perceived Safety. Violence and 

Victims, 18(6), 691–705. https://doi.org/10.1891/vivi.2003.18.6.691 

Brackett, M. A., Palomera, R., Mojsa-Kaja, J., Reyes, M. R., & Salovey, P. (2010). Emotion-

regulation ability, burnout, and job satisfaction among British secondary-school 

teachers. Psychology in the Schools, n/a-n/a. https://doi.org/10.1002/pits.20478 

Brady, P. (2005). Inclusionary and Exclusionary Secondary Schools: The Effect of School 

Culture on Student Outcomes. Interchange, 36(3), 295–311. 

https://doi.org/10.1007/s10780-005-6867-1 

Breuse, E. (1984). Identificación de las fuentes de tensión en el trabajo profesional del 

enseñante. In J. M. Esteve (Ed.), Profesores en conflicto: Repercusiones de la 

práctica profesional sobre la personalidad de los enseñantes. Narcea. 

https://books.google.nl/books?id=V8bJAQAACAAJ 

Bridgeland, J. M., DiIulio Jr, J. J., & Morison, K. B. (2006). The silent epidemic: 

Perspectives of high school dropouts. Civic Enterprises. 

Brookover, W. B. (1985). Can We Make Schools Effective for Minority Students? The 

Journal of Negro Education, 54(3), 257. https://doi.org/10.2307/2295063 

Brooks, M. C., & Brooks, J. S. (2013). What Can School Leaders Do About Violence in 

Schools? Journal of Curriculum and Pedagogy, 10(2), 115–118. 

https://doi.org/10.1080/15505170.2013.849627 

Brum, L. M., Schetinger, M. R. C., Adaime, M. B., Soares, F. A. A., Araújo, M. C. P. de, & 

Santos, D. L. dos. (2012). Qualidade de vida dos professores da área de ciências em 



 

Marina Ramalho Bürger 37 

escola pública no Rio Grande do Sul [Universidade Federal de Santa Maria]. 

http://repositorio.ufsm.br/handle/1/3524 

Buhs, E. S., Ladd, G. W., & Herald, S. L. (2006). Peer exclusion and victimization: Processes 

that mediate the relation between peer group rejection and children’s classroom 

engagement and achievement? Journal of Educational Psychology, 98(1), 1–13. 

https://doi.org/10.1037/0022-0663.98.1.1 

Burdick-Will, J. (2013). School Violent Crime and Academic Achievement in Chicago. 

Sociology of Education, 86(4), 343–361. https://doi.org/10.1177/0038040713494225 

Candau, V. M., Lucinda, M. da C., & Nascimento, M. das G. (1999). Escola e violência. 

DP&A Editora. 

Capone, V., & Petrillo, G. (2018). Mental health in teachers: Relationships with job 

satisfaction, efficacy beliefs, burnout and depression. Current Psychology. 

https://doi.org/10.1007/s12144-018-9878-7 

Casas, J. A., Ortega-Ruiz, R., & Del Rey, R. (2015). Bullying: The impact of teacher 

management and trait emotional intelligence. British Journal of Educational 

Psychology, 85(3), 407–423. https://doi.org/10.1111/bjep.12082 

Chamlin, M. B., & Cochran, J. K. (1997). SOCIAL ALTRUISM AND CRIME*. 

Criminology, 35(2), 203–226. https://doi.org/10.1111/j.1745-9125.1997.tb00875.x 

Chang, M.-L. (2009). An Appraisal Perspective of Teacher Burnout: Examining the 

Emotional Work of Teachers. Educational Psychology Review, 21(3), 193–218. 

https://doi.org/10.1007/s10648-009-9106-y 

Charlot, B., Ballion, R., & Émin, J.-C. (1997). Violences à l’école: État des savoirs. Colin. 

Cherniss, C. (1995). Beyond burnout: Helping teachers, nurses, therapists, and lawyers 

recover from stress and disillusionment. Routledge. 

Choy, S. P., United States. Department of Education, & National Center for Education 

Statistics. (1993). America’s Teachers: Profile of a Profession. U.S. Department of 

Education. https://books.google.nl/books?id=QSuWLrwLcBUC 

Coates, T. J., & Thoresen, C. E. (1976). Teacher Anxiety: A Review with Recommendations. 

Review of Educational Research, 46(2), 159–184. 

https://doi.org/10.3102/00346543046002159 

Coyle, H. E. (2008). School Culture Benchmarks: Bridges and Barriers to Successful 

Bullying Prevention Program Implementation. Journal of School Violence, 7(2), 105–

122. https://doi.org/10.1300/J202v07n02_07 

Cunningham, W. G. (1983). Teacher burnout—Solutions for the 1980s: A review of the 

literature. The Urban Review, 15(1), 37–51. 

Dake, J. A., Price, J. H., Telljohann, S. K., & Funk, J. B. (2003). Teacher Perceptions and 

Practices Regarding School Bullying Prevention. Journal of School Health, 73(9), 

347–355. https://doi.org/10.1111/j.1746-1561.2003.tb04191.x 

Daniels, J. A., Bradley, M. C., & Hays, M. (2007). The impact of school violence on school 

personnel: Implications for psychologists. Professional Psychology: Research and 

Practice, 38(6), 652–659. https://doi.org/10.1037/0735-7028.38.6.652 

Darling-Hammond, L. (2003). Keeping Good Teachers Why It Matters, What Leaders Can 

Do. Educational Leadership, 60. 

Day, C. (Ed.). (2007). Teachers matter: Connecting work, lives and effectiveness. McGraw-

Hill/Open University Press. 

De Simone, S., Cicotto, G., & Lampis, J. (2016). Occupational stress, job satisfaction and 

physical health in teachers. European Review of Applied Psychology, 66(2), 65–77. 

https://doi.org/10.1016/j.erap.2016.03.002 

Deb, S. (2015). The Human Development Index and Its Methodological Refinements. Social 

Change, 45(1), 131–136. https://doi.org/10.1177/0049085714561937 



 

Marina Ramalho Bürger 38 

Debarbieux, É. (1999). La violence en milieu scolaire. ESF. 

Debarbieux, É., Blaya, C., & Unesco. (2002). Violência nas escolas: Dez abordagens 

européias. UNESCO. 

Denmark, F. L., Krauss, H. H., Wesner, R. W., Midlarsky, E., & Gielen, U. P. (Eds.). (2005). 

Violence in Schools: Cross-National and Cross-Cultural Perspectives. Springer US. 

https://doi.org/10.1007/0-387-28811-2 

Dinham, S., & Scott, C. (1998). A three domain model of teacher and school executive career 

satisfaction. Journal of Educational Administration, 36(4), 362–378. 

https://doi.org/10.1108/09578239810211545 

Dinham, S., & Scott, C. (2000). Moving into the third, outer domain of teacher satisfaction. 

Journal of Educational Administration, 38(4), 379–396. 

https://doi.org/10.1108/09578230010373633 

Dynan, K., & Sheiner, L. (2018). GDP as a Measure of Economic Well-being. Hutchins 

Center on Fiscal and Monetary Policy, The Brookings Institution. 

https://www.brookings.edu/wp-content/uploads/2018/08/WP43-8.23.18.pdf 

Dzuka, J., & Dalbert, C. (2007). Student Violence Against Teachers: Teachers’ Well-Being 

and the Belief in a Just World. European Psychologist, 12(4), 253–260. 

https://doi.org/10.1027/1016-9040.12.4.253 

Espelage, D., Anderman, E. M., Brown, V. E., Jones, A., Lane, K. L., McMahon, S. D., 

Reddy, L. A., & Reynolds, C. R. (2013). Understanding and preventing violence 

directed against teachers: Recommendations for a national research, practice, and 

policy agenda. American Psychologist, 68(2), 75–87. 

https://doi.org/10.1037/a0031307 

European Commission (Ed.). (2018). Teaching careers in Europe: Access, progression and 

support ; Eurydice report. Publications Office of the European Union. 

Firestone, W. A. (1990). The Commitments of Teachers: Implications for Policy, 

Administration, and Research. In S. B. Bacharach (Ed.), Advances in Research and 

Theories of School Management and Educational Policy (Vol. 1, pp. 151–183). JAI 

Press. 

Flannery, D. J. (1997). School Violence: Risk, Preventive Intervention, and Policy. 

Galand, B., Lecocq, C., & Philippot, P. (2007). School violence and teacher professional 

disengagement. British Journal of Educational Psychology, 77(2), 465–477. 

https://doi.org/10.1348/000709906X114571 

García Torres, D. (2019). Distributed leadership, professional collaboration, and teachers’ job 

satisfaction in U.S. schools. Teaching and Teacher Education, 79, 111–123. 

https://doi.org/10.1016/j.tate.2018.12.001 

Geer, B., & Lortie, D. C. (1976). School-Teacher: A Sociological Study. Contemporary 

Sociology, 5(2), 169. https://doi.org/10.2307/2062962 

Gerberich, S. G., Nachreiner, N. M., Ryan, A. D., Church, T. R., McGovern, P. M., Geisser, 

M. S., Mongin, S. J., Watt, G. D., Feda, D. M., Sage, S. K., & Pinder, E. D. (2014). 

Case-control study of student-perpetrated physical violence against educators. Annals 

of Epidemiology, 24(5), 325–332. https://doi.org/10.1016/j.annepidem.2014.02.006 

Gladden, R. M. (2002). Chapter 6:Reducing School Violence: Strengthening Student 

Programs and Addressing the Role of School Organizations. Review of Research in 

Education, 26(1), 263–299. https://doi.org/10.3102/0091732X026001263 

Greene, M. B. (2008). Reducing School Violence: School-Based Curricular Programs and 

School Climate. Prevention Researcher, 15(1), 12–16. 

Guimarães, A. M. (1996). A dinâmica da violência escolar: Conflito e ambigüidade. Editora 

Autores Associados. 



 

Marina Ramalho Bürger 39 

Hagedorn, J. M. (1998). As American As Apple Pie: Patterns in American Gang Violence. In 

Cross-Cultural Perspectives on Youth and Violence (pp. 79–98). 

Halpert, M. A. (2011). Factors Affecting Teacher Satisfaction in an Urban School District 

[Doctor Dissertation]. Arizona State University. 

Hargreaves, L., & Flutter, J. (2013). The Status of Teachers and the Teaching Profession: A 

desk-study for Education International. 

Hayden, C., & Blaya, C. (2001). Violence et comportements agressifs dans les e ́coles 

anglaises. In La violence en milieu scolaire. : Tome 3, Dix approches en Europe (pp. 

43–70). ESF Editeur. 

Hirsch, E., Emerick, S., Church, K., Reeves, C., & Fuller, E. (2006). Creating conditions for 

student and teacher success: A report on the 2006 Kansas teacher working conditions 

survey. Chapel Hill, NC: Southeast Center for Teaching Quality. 

Ho, C.-L., & Au, W.-T. (2006). Teaching Satisfaction Scale: Measuring Job Satisfaction of 

Teachers. Educational and Psychological Measurement, 66(1), 172–185. 

https://doi.org/10.1177/0013164405278573 

Hong, J. Y. (2010). Pre-service and beginning teachers’ professional identity and its relation 

to dropping out of the profession. Teaching and Teacher Education, 26(8), 1530–

1543. https://doi.org/10.1016/j.tate.2010.06.003 

Høst, H. (Ed.). (2008). Continuity and change in Norwegian Vocational Education and 

Training (VET). NIFU STEP. 

Hox, J. J. (2002). Multilevel analysis: Techniques and applications. Lawrence Erlbaum 

Associates. 

Hoy, W. K., & Hannum, J. W. (1997). Middle School Climate: An Empirical Assessment of 

Organizational Health and Student Achievement. Educational Administration 

Quarterly, 33(3), 290–311. https://doi.org/10.1177/0013161X97033003003 

Ingersoll, R. M. (2001). Teacher Turnover and Teacher Shortages: An Organizational 

Analysis. American Educational Research Journal, 38(3), 499–534. 

https://doi.org/10.3102/00028312038003499 

Ingersoll, R. M. (2006). Understanding supply and demand among mathematics and science 

teachers. GSE Publications, 136. 

Ingersoll, R. M. (2017). Misdiagnosing America’s teacher quality problem. In International 

handbook of teacher quality and policy (pp. 79–96). Routledge. 

Ingersoll, R. M., & Alsalam, N. A. (1996). The Effects of Professionalization on Teachers: A 

Multilevel Analysis. U.S. Department of Education, Office of Educational Research 

and Improvement, National Center for Education Statistics, NCES. 

Jenson, J. M., & Howard, M. O. (Eds.). (1999). Youth violence: Current research and recent 

practice innovations. NASW Press. 

Johnson, S., Cooper, C., Cartwright, S., Donald, I., Taylor, P., & Millet, C. (2005). The 

experience of work‐related stress across occupations. Journal of Managerial 

Psychology, 20(2), 178–187. https://doi.org/10.1108/02683940510579803 

Johnson, S. M., & Birkeland, S. E. (2003). Pursuing a “Sense of Success”: New Teachers 

Explain Their Career Decisions. American Educational Research Journal, 40(3), 

581–617. https://doi.org/10.3102/00028312040003581 

Kidger, J., Brockman, R., Tilling, K., Campbell, R., Ford, T., Araya, R., King, M., & 

Gunnell, D. (2016). Teachers’ wellbeing and depressive symptoms, and associated 

risk factors: A large cross sectional study in English secondary schools. Journal of 

Affective Disorders, 192, 76–82. https://doi.org/10.1016/j.jad.2015.11.054 

Kirby, S. N., & Grissmer, D. W. (1993). Teacher Attrition: Theory, Evidence, and Suggested 

Policy Options. 



 

Marina Ramalho Bürger 40 

Klassen, R. M., & Chiu, M. M. (2011). The occupational commitment and intention to quit of 

practicing and pre-service teachers: Influence of self-efficacy, job stress, and teaching 

context. Contemporary Educational Psychology, 36(2), 114–129. 

https://doi.org/10.1016/j.cedpsych.2011.01.002 

Klusmann, U., Kunter, M., Trautwein, U., Lüdtke, O., & Baumert, J. (2008). Teachers’ 

occupational well-being and quality of instruction: The important role of self-

regulatory patterns. Journal of Educational Psychology, 100(3), 702–715. 

https://doi.org/10.1037/0022-0663.100.3.702 

Kristof-Brown, A. L., Zimmerman, R. D., & Johnson, E. C. (2005). Consequences of 

Individuals’ Fit at Work: A Meta-Analysis of Person-Job, Person-Organization, 

Person-Group, And Person-Supervisor Fit. Personnel Psychology, 58(2), 281–342. 

https://doi.org/10.1111/j.1744-6570.2005.00672.x 

Krug, E. G., Dahlberg, L. L., Mercy, J. A., Zwi, A. B., & Lozano, R. (Eds.). (2002). World 

report on violence and health. 

Kunter, M., Klusmann, U., Baumert, J., Richter, D., Voss, T., & Hachfeld, A. (2013). 

Professional competence of teachers: Effects on instructional quality and student 

development. Journal of Educational Psychology, 105(3), 805–820. 

https://doi.org/10.1037/a0032583 

Kyriacou, C., & Sutcliffe, J. (1977). Teacher Stress: A review. Educational Review, 29(4), 

299–306. https://doi.org/10.1080/0013191770290407 

Landsmann, L. (1977). Instructor survey reveals stress, weigh top concerns of teachers 

nationwide. 71–82. 

Lee, V. E., Dedrick, R. F., & Smith, J. B. (1991). The Effect of the Social Organization of 

Schools on Teachers’ Efficacy and Satisfaction. Sociology of Education, 64(3), 190. 

https://doi.org/10.2307/2112851 

Liu, X. S. (2007). The effect of teacher influence at school on first-year teacher attrition: A 

multilevel analysis of the Schools and Staffing Survey for 1999–2000. Educational 

Research and Evaluation, 13(1), 1–16. https://doi.org/10.1080/13803610600797615 

Locke, E. A. (1969). What is job satisfaction? Organizational Behavior and Human 

Performance, 4(4), 309–336. https://doi.org/10.1016/0030-5073(69)90013-0 

Loeb, S., Darling-Hammond, L., & Luczak, J. (2005). How Teaching Conditions Predict 

Teacher Turnover in California Schools. Peabody Journal of Education, 80(3), 44–

70. https://doi.org/10.1207/s15327930pje8003_4 

Lorion, R. P. (1998). Exposure to urban violence: Contamination of the school environment. 

In Violence in American schools: A new perspective. (pp. 293–311). Cambridge 

University Press. 

Ma, X., & MacMillan, R. B. (1999). Influences of Workplace Conditions on Teachers’ Job 

Satisfaction. The Journal of Educational Research, 93(1), 39–47. 

https://doi.org/10.1080/00220679909597627 

Macdonald, D. (1999). Teacher attrition: A review of literature. Teaching and Teacher 

Education, 15(8), 835–848. https://doi.org/10.1016/S0742-051X(99)00031-1 

MacNeil, A. J., Prater, D. L., & Busch, S. (2009). The effects of school culture and climate 

on student achievement. International Journal of Leadership in Education, 12(1), 73–

84. https://doi.org/10.1080/13603120701576241 

Mallett, J., & Keen, C. (2012). Does GDP measure growth in the economy or simply growth 

in the money supply? 

Martinez, A., McMahon, S. D., Espelage, D., Anderman, E. M., Reddy, L. A., & Sanchez, B. 

(2016). Teachers’ Experiences With Multiple Victimization: Identifying 

Demographic, Cognitive, and Contextual Correlates. Journal of School Violence, 

15(4), 387–405. https://doi.org/10.1080/15388220.2015.1056879 



 

Marina Ramalho Bürger 41 

Maslow, A. (2013). A theory of human motivation. Martino Publishing. 

McKenzie, P., Santiago, P., & Organisation for Economic Co-operation and Development 

(Eds.). (2005). Teachers matter: Attracting, developing and retaining effective 

teachers. Organisation for Economic Co-operation and Development. 

McMahon, S. D., Davis, J. O., Peist, E., Bare, K., Espelage, D. L., Martinez, A., Anderman, 

E. M., & Reddy, L. A. (2020). Student verbal aggression toward teachers: How do 

behavioral patterns unfold? Psychology of Violence, 10(2), 192–200. 

https://doi.org/10.1037/vio0000256 

McMahon, S. D., Peist, E., Davis, J. O., Bare, K., Martinez, A., Reddy, L. A., Espelage, D. 

L., & Anderman, E. M. (2020). Physical aggression toward teachers: Antecedents, 

behaviors, and consequences. Aggressive Behavior, 46(1), 116–126. 

https://doi.org/10.1002/ab.21870 

McMahon, S. D., Reaves, S., McConnell, E. A., Peist, E., Ruiz, L., & the APA Task Force on 

Classroom Violence Directed Against Teachers. (2017). The Ecology of Teachers’ 

Experiences with Violence and Lack of Administrative Support. American Journal of 

Community Psychology, 60(3–4), 502–515. https://doi.org/10.1002/ajcp.12202 

Minayo, M. C. de S., Unesco, Centro Latino-Americano de Estudos de Violência e Saúde 

Jorge Careli, & Ford Foundation (Eds.). (1999). Fala, galera: Juventude, violência e 

cidadania no Rio de Janeiro. Garamond : Ministério da Saúde, Fundação Oswaldo 

Cruz, Escola Nacional de Saúde Pública ; Unesco ; Instituto Ayrton Senna : Fundação 

Ford. 

Mishna, F., Scarcello, I., Pepler, D., & Wiener, J. (2005). Teachers’ Understanding of 

Bullying. Canadian Journal of Education / Revue Canadienne de l’éducation, 28(4), 

718. https://doi.org/10.2307/4126452 

Moon, B., & McCluskey, J. (2020). An Exploratory Study of Violence and Aggression 

Against Teachers in Middle and High Schools: Prevalence, Predictors, and Negative 

Consequences. Journal of School Violence, 19(2), 122–137. 

https://doi.org/10.1080/15388220.2018.1540010 

Moon, B., Morash, M., Jang, J. O., & Jeong, S. (2015). Violence Against Teachers in South 

Korea: Negative Consequences and Factors Leading to Emotional Distress. Violence 

and Victims, 30(2), 279–292. https://doi.org/10.1891/0886-6708.VV-D-13-00184 

Murnane, R. J. (Ed.). (1991). Who will teach? Policies that matter. Harvard University Press. 

Nesello, F., Sant’Anna, F. L., Santos, H. G. dos, Andrade, S. M. de, Mesas, A. E., & 

González, A. D. (2014). Características da violência escolar no Brasil: Revisão 

sistemática de estudos quantitativos. (Characteristics of school violence in Brazil: a 

systematic review of quantitative studies). Revista Brasileira de Saúde Materno 

Infantil, 14(2), 119–136. https://doi.org/10.1590/S1519-38292014000200002 

Neves de Jesus, S., & Lens, W. (2005). An Integrated Model for the Study of Teacher 

Motivation. Applied Psychology, 54(1), 119–134. https://doi.org/10.1111/j.1464-

0597.2005.00199.x 

Nicolaides, S., Toda, Y., & Smith, P. K. (2002). Knowledge and attitudes about school 

bullying in trainee teachers. British Journal of Educational Psychology, 72(1), 105–

118. https://doi.org/10.1348/000709902158793 

Norton, M. S., & Kelly, L. K. (1997). Resource allocation: Managing money and people. Eye 

on Education. 

OECD (Ed.). (2010). Improving schools: Strategies for action in Mexico. OECD. 

OECD (Ed.). (2012a). Equity and quality in education: Supporting disadvantaged students 

and schools. OECD publishing. 



 

Marina Ramalho Bürger 42 

OECD. (2012b). How Does Class Size Vary Around the World? (Education Indicators in 

Focus No. 9; Education Indicators in Focus, Vol. 9). 

https://doi.org/10.1787/5k8x7gvpr9jc-en 

OECD (Ed.). (2018). Effective teacher policies: Insights from PISA. OECD Publishing. 

OECD. (2019a). TALIS 2018 Technical Report. 

https://www.oecd.org/education/talis/TALIS_2018_Technical_Report.pdf 

OECD. (2019b). TALIS 2018 Results (Volume I): Teachers and School Leaders as Lifelong 

Learners. OECD. https://doi.org/10.1787/1d0bc92a-en 

OECD. (2020). TALIS 2018 Results (Volume II): Teachers and School Leaders as Valued 

Professionals. OECD. https://doi.org/10.1787/19cf08df-en 

Olsen, A., & Huang, F. (2019). Teacher job satisfaction by principal support and teacher 

cooperation: Results from the Schools and Staffing Survey. Education Policy Analysis 

Archives, 27, 11. https://doi.org/10.14507/epaa.27.4174 

Ortega, R. (2001). Projet Sevilla contre la violence scolaire: Un mode`le d’intervention 

e ́ducative a` caracte`re e ́cologique. In La Violence en Millieu Scolaire – 3 – Dix 

Approches en Europe. 

Ostroff, C. (1992). The relationship between satisfaction, attitudes, and performance: An 

organizational level analysis. Journal of Applied Psychology, 77(6), 963–974. 

https://doi.org/10.1037/0021-9010.77.6.963 

Ouellette, R. R., Frazier, S. L., Shernoff, E. S., Cappella, E., Mehta, T. G., Maríñez-Lora, A., 

Cua, G., & Atkins, M. S. (2018). Teacher Job Stress and Satisfaction in Urban 

Schools: Disentangling Individual-, Classroom-, and Organizational-Level Influences. 

Behavior Therapy, 49(4), 494–508. https://doi.org/10.1016/j.beth.2017.11.011 

Park, J. H., Park, H. J., & Jung, M. K. (2007). A study on teacher stress of school bullying 

and violence: Relation to prevalence, perception of seriousness and coping efficacy. 

34, 3–25. 

Perie, M., Baker, D., Whitener, S. D., United States. Office of Educational Research and 

Improvement, & National Center for Education Statistics. (1997). Job Satisfaction 

Among America’s Teachers: Effects of Workplace Conditions, Background 

Characteristics and Teacher Compensation. U.S. Department of Education, Office of 

Educational Research and Improvement. 

https://books.google.nl/books?id=ZuslAQAAIAAJ 

Perrachione, B. A., Rosser, V. J., & Petersen, G. J. (2008). Why Do They Stay? Elementary 

Teachers’ Perceptions of Job Satisfaction and Retention. Professional Educator, 32, 

17. https://files.eric.ed.gov/fulltext/EJ862759.pdf 

Plan. (2008). Learn without fear: The global compaign to end violence in schools. Plan. 

Pratt, T. C., & Godsey, T. W. (2002). Social support and homicide: A cross-national test of 

an emerging criminological theory. Journal of Criminal Justice, 30(6), 589–601. 

https://doi.org/10.1016/S0047-2352(02)00192-7 

Rand, A. (1967). Capitalism: The unknown ideal (Centennial ed., 38. Signet printing). A 

Signet Book. 

Raymond, C. J. (2018). A Case Study Exploring Teacher Job Satisfaction And Teacher 

Retention Issues In A Large Urban Oklahoma School District. College of Professional 

Studies Northeastern University Boston. 

Roethlisberger, F. J., Dickson, W. J., & Florence, P. S. (1941). Management and the Worker. 

The Economic Journal, 51(202/203), 306. https://doi.org/10.2307/2226267 

Sahito, Z., & Vaisanen, P. (2016). Dimensions of Job satisfaction of Teacher Educators: A 

Qualitative Study of the Universities of Sindh Province of Pakistan. Journal of 

Curriculum and Teaching, 5(2), p43. https://doi.org/10.5430/jct.v5n2p43 



 

Marina Ramalho Bürger 43 

Sardžoska, E. G., & Tang, T. L.-P. (2012). Work-Related Behavioral Intentions in 

Macedonia: Coping Strategies, Work Environment, Love of Money, Job Satisfaction, 

and Demographic Variables. Journal of Business Ethics, 108(3), 373–391. 

https://doi.org/10.1007/s10551-011-1096-2 

Schwarzer, R., & Greenglass, E. (1999). Teacher Burnout from a Social-Cognitive 

Perspective: A Theoretical Position Paper. In R. Vandenberghe & A. M. Huberman 

(Eds.), Understanding and Preventing Teacher Burnout (1st ed., pp. 238–246). 

Cambridge University Press. https://doi.org/10.1017/CBO9780511527784.016 

Shann, M. H. (1998). Professional Commitment and Satisfaction Among Teachers in Urban 

Middle Schools. The Journal of Educational Research, 92(2), 67–73. 

https://doi.org/10.1080/00220679809597578 

Shernoff, E. S., Mehta, T. G., Atkins, M. S., Torf, R., & Spencer, J. (2011). A Qualitative 

Study of the Sources and Impact of Stress Among Urban Teachers. School Mental 

Health, 3(2), 59–69. https://doi.org/10.1007/s12310-011-9051-z 

Sibieta, L. (2018). The teacher labour market in England: Shortages, subject expertise and 

incentives. 

Skaalvik, E. M., & Skaalvik, S. (2009). Does school context matter? Relations with teacher 

burnout and job satisfaction. Teaching and Teacher Education, 25(3), 518–524. 

https://doi.org/10.1016/j.tate.2008.12.006 

Skaalvik, E. M., & Skaalvik, S. (2011). Teacher job satisfaction and motivation to leave the 

teaching profession: Relations with school context, feeling of belonging, and 

emotional exhaustion. Teaching and Teacher Education, 27(6), 1029–1038. 

https://doi.org/10.1016/j.tate.2011.04.001 

Smith, D. L., & Smith, B. J. (2006). Perceptions of Violence: The Views of Teachers Who 

Left Urban Schools. The High School Journal, 89(3), 34–42. 

https://doi.org/10.1353/hsj.2006.0004 

Smith, P. K., Pepler, D., & Rigby, K. (Eds.). (2004). Bullying in Schools: How Successful 

Can Interventions Be? (1st ed.). Cambridge University Press. 

https://doi.org/10.1017/CBO9780511584466 

Song, S., & Alpaslan, M. M. (2015). Factors Impacting on Teachers’ Job Satisfaction related 

to Science Teaching: A Mixed Methods Study. Science Education International, 26, 

358–375. 

Stassen Berger, K. (2007). Update on bullying at school: Science forgotten? Developmental 

Review, 27(1), 90–126. https://doi.org/10.1016/j.dr.2006.08.002 

Steffgen, G. (2009). Deviant behaviour and violence in Luxembourg schools. International 

Journal on Violence and Schools= Journal International Ecole et Violence, 5, 54–70. 

http://hdl.handle.net/10993/16210 

Steffgen, G., & Ewen, N. (2007). Teacher as victims of school violence—The influence of 

strain and school culture. 

Stewart, C., Nodoushani, O., & Stumpf, J. (2018). Cultivating employees using maslow’s 

hierarchy of needs. Competition Forum; Indiana, 16(2), 67–75. 

https://search.proquest.com/docview/2369806244?accountid=14338 

Stoeber, J., & Rennert, D. (2008). Perfectionism in school teachers: Relations with stress 

appraisals, coping styles, and burnout. Anxiety, Stress, & Coping, 21(1), 37–53. 

https://doi.org/10.1080/10615800701742461 

Sutcher, L., Darling-Hammond, L., & Carver-Thomas, D. (2016). A Coming Crisis in 

Teaching? Teacher Supply, Demand, and Shortages in the U.S. Learning Policy 

Institute. 

Symeonidis, V. (2015). The status of teachers and the teaching profession. Education 

International Research Institute: Belgium. 



 

Marina Ramalho Bürger 44 

Tickle, B. R., Chang, M., & Kim, S. (2011). Administrative support and its mediating effect 

on US public school teachers. Teaching and Teacher Education, 27(2), 342–349. 

https://doi.org/10.1016/j.tate.2010.09.002 

Tillman, C. (2008). And You Thought It Was the Apple: A Study of Job Satisfaction among 

Teachers. Academy of Educational Leadership Journal, 12, 1–18. 

Toropova, A., Myrberg, E., & Johansson, S. (2020). Teacher job satisfaction: The importance 

of school working conditions and teacher characteristics. Educational Review, 1–27. 

https://doi.org/10.1080/00131911.2019.1705247 

UNESCO Institute for Statistics. (2006). International standard classification of education 

ISCED 1997. UNESCO-UIS. 

Usman, Y. D. (2016). Educational Resources: An Integral Component for Effective School 

Administration in Nigeria. Online Submission, 6(13), 27–37. 

Vancouver, J. B., & Schmitt, N. W. (1991). An Exploratory Examination of Person-

Organization Fit: Organizational Goal Congruence. Personnel Psychology, 44(2), 

333–352. https://doi.org/10.1111/j.1744-6570.1991.tb00962.x 

von der Embse, N. P., Pendergast, L. L., Segool, N., Saeki, E., & Ryan, S. (2016). The 

influence of test-based accountability policies on school climate and teacher stress 

across four states. Teaching and Teacher Education, 59, 492–502. 

https://doi.org/10.1016/j.tate.2016.07.013 

Warburton, W. (2014). Aggression, definition and assessment of. In Encyclopedia of media 

violence (pp. 11–14). Thousand Oaks. 

Warner, B. S., Weist, M. D., & Krulak, A. (1999). Risk Factors for School Violence. Urban 

Education, 34(1), 52–68. https://doi.org/10.1177/0042085999341004 

Weatherby, K. (2019). A Teachers’ Guide to TALIS 2018: Volume II. OECD. 

https://www.oecd.org/education/talis/TALIS-Teachers-Guide-to-TALIS-2018-Vol-

II_ENG.pdf 

Werthein, J. (2003). Tackling violence in schools: The role of UNESCO/Brazil. Journal of 

Educational Administration, 41(6), 603–625. 

https://doi.org/10.1108/09578230310504616 

Wilson, C. M., Douglas, K. S., & Lyon, D. R. (2011). Violence Against Teachers: Prevalence 

and Consequences. Journal of Interpersonal Violence, 26(12), 2353–2371. 

https://doi.org/10.1177/0886260510383027 

Won, S.-D., & Chang, E. J. (2020). The Relationship Between School Violence-Related 

Stress and Quality of Life in School Teachers Through Coping Self-Efficacy and Job 

Satisfaction. School Mental Health, 12(1), 136–144. https://doi.org/10.1007/s12310-

019-09336-y 

World Bank. (2018). World Development Report 2019: The Changing Nature of Work. The 

World Bank. https://doi.org/10.1596/978-1-4648-1328-3 

Worrall, J. L. (2009). Social Support and Homicide. Homicide Studies, 13(2), 124–143. 

https://doi.org/10.1177/1088767908331006 

Worth, J., & Lazzari, G. D. (2017). Teacher Retention and Turnover Research Research 

Update 1: Teacher Retention by Subject. By the National Foundation for Educational 

Research. 

Yoon, J., Sulkowski, M. L., & Bauman, S. A. (2016). Teachers’ Responses to Bullying 

Incidents: Effects of Teacher Characteristics and Contexts. Journal of School 

Violence, 15(1), 91–113. https://doi.org/10.1080/15388220.2014.963592 

Zembylas, M., & Papanastasiou, E. (2006). Sources of teacher job satisfaction and 

dissatisfaction in Cyprus. Compare: A Journal of Comparative and International 

Education, 36(2), 229–247. https://doi.org/10.1080/03057920600741289 

  



 

Marina Ramalho Bürger 45 

Appendices  
 

Appendix 1. Starting lower secondary teacher salary, measured in US dollars (descending), 

2018 or latest available. 

Denmark 49 481.8 

Spain 45 508.7 

Australia 44 247.3 

Netherlands 43 132.2 

Austria 42 276.8 

United States 40 602.3 

Sweden 40 347.9 

Bulgaria 39 936.9 

Norway 38 558.6 

Finland 36 629.3 

Portugal 33 516.3 

Korea, Rep. 32 547.6 

France 32 492.2 

New Zealand 31 392.1 

Japan 30 560.4 

Slovenia 28 030.8 

Mexico 26 560.2 

Turkey 25 955.1 

Chile 23 747.1 

Estonia 22 178.3 

Czech Republic  21 854.3 

Israel 21 388.8 

Lithuania 20 254.6 

Colombia 19 623.7 

Slovak Republic  15 339.2 

Brazil 14 775.4 

Latvia 14 494.2 

SOURCE: OECD (2018), Teachers' salaries (indicator). doi: 10.1787/f689fb91-en 

(Accessed on 26 May 2020)4 

 

 

 

 

 

 

 

 

 

 

 

 
4 See https://data.oecd.org/eduresource/teachers-salaries.htm 

https://data.oecd.org/eduresource/teachers-salaries.htm
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Appendix 2. GDP per capita (current US$) 2018 (alphabetical order) 

Australia 57395.919 

Austria 51499.885 

Brazil 9001.234 

Bulgaria 9271.546 

Chile 15923.359 

Colombia 6667.791 

Czech Rep. 23069.383 

Denmark 61390.693 

Estonia 23247.110 

Finland 50175.300 

France 41469.920 

Israel 41719.725 

Japan 39289.958 

Korea, Rep. 31380.146 

Latvia 17854.760 

Lithuania 19071.300 

Mexico 9673.444 

Netherlands 53022.191 

New Zealand 42330.906 

Norway 81734.466 

Portugal 23403.218 

Slovak Rep. 19443.562 

Slovenia 26041.819 

Spain 30323.651 

Sweden 54651.085 

Turkey 9370.176 

United States 62886.836 

Source: The World Bank, 20185 

 

 

 

 

 

 

 

 

 

 

 

 

 

 
5 See 

https://databank.worldbank.org/reports.aspx?source=2&series=NY.GDP.PCAP.CD&country

= 

https://databank.worldbank.org/reports.aspx?source=2&series=NY.GDP.PCAP.CD&country=
https://databank.worldbank.org/reports.aspx?source=2&series=NY.GDP.PCAP.CD&country=
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Appendix 3. Net Income GINI%, 2018 (alphabetical order) 

Australia 33.2 

Austria 27.8 

Brazil 44.9 

Bulgaria 33.9 

Chile 45.9 

Colombia 48.9 

Czech Rep. 25.6 

Denmark 25.3 

Estonia 34.7 

Finland 25.6 

France 29.9 

Israel 36.9 

Japan 29.9 

Korea, Rep. 30.7 

Latvia 36.3 

Lithuania 34.2 

Mexico 45.9 

Netherlands 26.6 

New Zealand 32.5 

Norway 24.9 

Portugal 34.8 

Slovak Rep. 26.1 

Slovenia 25.9 

Spain 34.3 

Sweden 25.7 

Turkey 39.8 

United States 37.8 

Source: Inclusive Development Index, Knoema, 20186 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 
6 See https://knoema.com/WEFTIDI2018Jan/inclusive-development-

index#/WEFTIDI2018Jan/subscribe?returnUrl=%2FWEFTIDI2018Jan%2Finclusive-development-index 

https://knoema.com/WEFTIDI2018Jan/inclusive-development-index#/WEFTIDI2018Jan/subscribe?returnUrl=%2FWEFTIDI2018Jan%2Finclusive-development-index
https://knoema.com/WEFTIDI2018Jan/inclusive-development-index#/WEFTIDI2018Jan/subscribe?returnUrl=%2FWEFTIDI2018Jan%2Finclusive-development-index
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Appendix 4. Human Capital Index (HCI) (scale 0-1) 2017 (alphabetical order) 

Australia 0.803 

Austria 0.793 

Brazil 0.56 

Bulgaria 0.676 

Chile 0.674 

Colombia 0.593 

Czech Rep. 0.782 

Denmark 0.774 

Estonia 0.747 

Finland 0.814 

France 0.765 

Israel 0.763 

Japan 0.844 

Korea, Rep. 0.845 

Latvia 0.724 

Lithuania 0.712 

Mexico 0.607 

Netherlands 0.8 

New Zealand 0.767 

Norway 0.771 

Portugal 0.776 

Slovak Rep. 0.694 

Slovenia 0.788 

Spain 0.743 

Sweden 0.8 

Turkey 0.626 

United States 0.762 

Source: The World Bank, 20187 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 
7 See https://databank.worldbank.org/source/human-capital-index 

https://databank.worldbank.org/source/human-capital-index
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Appendix 5. Government expenditure on education as a percentage of the GDP (latest 

available data) (alphabetical order) 

Australia 5.27 (2016) 

Austria 5.5 (2016) 

Brazil 6.24 (2015) 

Bulgaria 4.08 (2013) 

Chile 5.4 (2018) 

Colombia 4.5 (2018) 

Czech Rep. 5.59 (2016) 

Denmark 7.63 (2014) 

Estonia 5.17 (2016) 

Finland 6.9 (2016) 

France 5.43 (2016) 

Israel 5.85 (2016) 

Japan 3.19 (2016) 

Korea, Rep. 4.59 (2016) 

Latvia 4.72 (2016) 

Lithuania 4.01 (2016) 

Mexico 4.91 (2016) 

Netherlands 5.48 (2016) 

New Zealand 6.44 (2016) 

Norway 7.98 (2016) 

Portugal 4.88 (2015) 

Slovak Rep. 3.9 (2016) 

Slovenia 4.8 (2016) 

Spain 4.21 (2016) 

Sweden 7.67 (2016) 

Turkey 4.29 (2015) 

United States 4.96 (2014) 

Source: The World Bank, 20188 

 

 

 

 
8 For 2018 data, see: http://wdi.worldbank.org/table/2.7#   

For last available data, see: https://data.worldbank.org/indicator/SE.XPD.TOTL.GD.ZS  

  

http://wdi.worldbank.org/table/2.7
https://data.worldbank.org/indicator/SE.XPD.TOTL.GD.ZS
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