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ABSTRACT
Teacher empathy is important for students and teachers. However, this complicated
construct has varying, ndmear consequences. For instance, teacher empathy can
improve grade¢Gehlbach et al., 2022)educe schodbased disciplinéOkonofua et al.,
2016)improve teacher interpersonal decision maKiigirup et al., 2022)but also
increase stress and emotional exhaugtiohl i S & Kossewska.Thu4 998 ; V
it is paramount that education researstexamine theatternsof teacheempathy in
t e a c h e contéxs (Gehlbazldet al., 2022Y et, while some have sought to explore
teacher empathy in context, none have explicitly investigated the motivational
mechanisms thatre partot eacher empat hydéds adaptive and
complex dynamic systenapproachAs discussed, rola-context sensitiveomplex
dynamic systemmethodsare apt to capture teacher empathy phenomena, as well as
identity, motivation, and emotiorfMarchand & Hilpert, 2024)Thus, this study aimed to
fill this gap in the literature through explication of teacher empathy by attending to
teachersé identity, armolénocodekticomplexdynamcd cont e
systemsapproachhat utilized he Dynamic Systems Model of Role Idenfitgmework
(DSMRI; Kaplan & Garner, 2017)his convergent mixed methods (QUAL, quan)
design(Creswell & Creswell, 2018 ddressdthe motivations antble identitiesof
teacher empathy by collecting qualitative and quantitative data in parallel, analyzing
these types of dateparately, and finally merginmderstandings from the analysis of
these two dattypes.| recruited four teachers and colledtata over three time points:
(a) a preinterview survey, (b) a 9finute narrative inquiry interview, and (c) a90

minute video stimulated recall intervieWanalyzed the data using DSMRI protocols,



calculating survey psychometrics, nonmetric multidimensional scaling, state space
landscapes, and cresaseanalysesAnalysis from the qualitative and quantitative data
suggested that teacher empathy is a context and role sensitive social phenomenon that
emerged from role identity contents, structures and processes, which were framed by
dispositional, social, and contextual factdrserefore, teacher empathy is not a single
construct that can be easily captubed is a highly situated and dynamic social

phenomenon, whose expressions manifested adaptively and maladaptively. This work has
implication for theory, methodologies, and practices. | conclude with limitations and
recommendations for those who seek tgpsupteachergxpressadaptive forms of

empathy and mitigate the negative forms of teacher empathy that are associated with

emofonal exhaustion and burnout.
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CHAPTER 1

INTRODUCTION

Imagine yourself as a teacher. You enter your classroom with students with which
you feel a deep connection, but know \itle about their hopes, dreams, and
aspirations. Nonetheless, you want to motivate them to do their best! You want
them to leave your classroom as more mature, thoughtful, and critically engaged
citizens. Some of your students like you and some causksyr@ss. Some
students stopped trying and sqryeu knoware struggling due to issues at home.
But ever persistent, you are committed to them. You are committed to their
learning.
You introduce the same topic you discussed last week, and you scan the room to
see several students roll their eyes or put their heads down. You attempt to
facilitate a discussion based on yester
shooting up to monotiae the conversation. You call on one student whose
answer superficially touches on the topic. You let out an audible exhale before
moving on.
Could you imagine the situation in the classroom? What did you feel? What did
you think? What would you have done immediately after the exhale? Something to
engage your students? Lecture to them? Reprimand them?
This scenario | just asked you to imagine inspired me and @rmeedissertation
projecBissues surrounding empathy and teachers

goals, and selperceptions, i.e., their motivations. However, instead of empathizing with



a teacher, this project aims to explore te
following the recent global pandemic.
Students returned to schools amidst the CO¥®pandemic and were met with
concern from administrators, educators, parents, and policymakers who feared the
students experienced undue trauma from two years of online education. Concomitantly,
the public cded for teachers and schdehders to be more caring and empathetic
(Bosetti & Betts, 2022; Kim et al., 2022; Yong & Kong, 2024hich coincided with
national teacher shortages that found teachers stressbdrahdut (Nguyen et al.,
2022; Walker, 2022)Teachers reportedly experienced higher levels of anxiety during the
pandemic than health care work@fsish et al., 2022and are leaving the profession at a
high rate because they are emotionally exhau@iietsall, 2022) Thus, there is a tension
between our expectations that teachers be empathetic caregivers with uninhibited vigor,
and the reality that they experience overwhelming fat(yuié, 2021) possibly brought
on by our hope that they fulfill every role for our studénpolemically portrayed byl
Abbazias (2021)i |  ustrati on AThe Amherican Teachero
In thisparody ofNorman Rockwells (1943)Liberty Girl (Rosie to the Rescue),
we can see that Abbazia is suggesting that the American teacher is expected to physically
protect students with her firsid kit and, albeit controversial, automatic rifle; function as
a content expert in multiple fields, as demonstrated by the textbadsisk her own
well-being while wearing personal protective equipment in order to achieve multiple
competing goals. Additionally, the teacher

requirements that may also be unknown to the public, like empathizingtudents.



Yet, we see her perseverance as she trudges forftedcubtext, likdRockwells (1943)

illustration,is thatthis is the new reality for teachers, regardless of its absurdity.

“The American Teacher”

Figurel.l1 AiThe Ameri can Teac hReprintecowth parimissiboio b azi a

(see Appendix).

The shift in calling for empathic educators encouraged teachers to not only be

pedagogues, but also literate in the emotional expressighsiostudents. For example,



Chinadés curriculum reformation declared th
emotiongHuang, 2004and be empathet{X. Wang et al., 2022)
Il n gener al, | believe this is advantage
abilities to understand their students, express concern, and demonstrétéeyars et
al., 2019; Tettegah & Anderson, 2007; X. Wang et al., 2a2@vever, this seemingly
advantageous disposition, process, and behavior can also lead to stress and burnout in
teacher§ K1 i S & Kossewsk a.Thud, &&Ber empdthy darebde, 201 3)
conceived of as a metaphorical doubtiged sword, including botlositive and negative
elements. Therefore, it is imperative that education researchers attend to this elusive
phenomenon to better understand its varying outcomes. In doing so, researchers can
develop improved theoretical and practical perspectives tmatogpromote the benefits
of teacher empathy and prevéstcost® like teachers from leaving the profession.
My personakxperiencesand stories from friends and colleaguesve
highlighted how different forms of empathy can cause teachers to feel overwhelmed,
anxious, and concerned during and after school. The opening scenario described in this
chapter is a compilation of these stories that have, in part, inspiratisestationThis
has caused me to rethink my own assumptions and led to new questions. Included in
these questions are the following:
1. What does teacher empathy look like in a classroom?
2. What personal and social factors support and thwart teacher empathy?
3. What cultural factors support and thwart teacher empathy?
These questions frame this study, which aimed to describe the emergence of

teaches perceptions of theempathy by innovatively attending ttoeir identities,



motivations, and contexand backgroundingt h er s 6 ,pneludiogethe intermeds
recipients of thempathetic expressiofise . g. , studentsdé .wviews of
Grounded in a complex dynamic systems paradigm, | used a convergent mixed methods
design, where | collected and analyzed qualitative and quantitative data separately before
merging. Interview data and opended survey responses constituted the queabtdtta,
which captured the teachersd acti-ons, beld]
perception (i.e., teacher motivations). The quantitative data in this study was the
InterpersonaReactivity Index scal@Davis, 1980, 1983)which provided a profile of

t e a ¢ h eperseivedslisplositional empathy.

This study has theoretical, methodological, and practical implications for school
administratorseducatorspolicymakers, and researchers. Of primary importance to
administratorseducatorsand policymakers is a better understanding of teacher
empat hyés adaptive and mal adaptive for ms.
interests and offer guidance on how to support teachers and their students. Affective
psychology, educational psychglg and social psychology researchers will also benefit
from thisresearch by providing a complex dynamic systems view of empathy, which is
thought to capture holistic, authentic teacher empathy more accurately. This view, which
is currently absent from the literature, is grounded in context and subsumed in the
identity of the teacher.

In the following section, Chapter 2, | review empathy scholarship from education,
neuroscience, philosophy, and psychology. Throughout, | detail gaps in empathy
approaches and methods that would be resolved by takingia+taatext perspective,

and | decribe the theoretical framework guiding my wdrthe Dynamic Systems Model



of Role Identity(Kaplan & Garner, 2018) before concluding with research questions. In
Chapter 3) outline the study research methodology and design. Chapteludes
results and the discussion amdnclusion, which includes implication and limitatioase

found in Chapteb.



CHAPTER 2

LITERATURE REVIEW

An Introduction to Teacher Empathy

Teacher empatltdy the effortful procesby teaches to understand and care for
their studentgMeyers et al., 2019 can positively influence teachstudent
relationshipg Bar JoUek, 2015, isGedrizethta edvateaetacher| . , 20 2
guality (Nieto, 2006) encouraggeresponsive teaching practiogdaber et al., 20223nd
promotes culturally and socially appropriate practi¢@dacioglu et al., 202Qhat may
support student motivatigiiKumar et al., 2018)However teacher empathgay also
lead todeficit beliefs about studem{Warren & Hotchkins, 2015 ndmaladaptive
empathy expressiorfs.g., empatic overarousat Hoffman, 1978 empathybased stress;
Rauvola et al., 2019hat result irphysical and emotion&xhaustiorthat is akin to
compassion fatigud.hus,teacheempathy is d@double edgedwordd having both
benefitsand csts
Benefitsof Teacher Empathy

Teacher empathy can lead to positive social, behavioral, and academic outcomes.
For example, teacher empathy may support peer relation§upatz & DeCuir, 2002)
and teachers who are more empathetic develop culturally meaningful and engaging
classroom materialcAllister & Irvine, 2002; Warren, 2018Jurthermore, Cooper

showed that empathetic teachers can improve student perceived sense of belonging and

L A Star Trek far(i.e., Trekkie) may be familiar with thisxperience by recallingtar Tréx theNext
Generationb6s Co mma nemtionalEm@athioraspohsen i 6 s over



schootbased relationshig010)and theorized a positive association with student self
efficacy (2004)

Interested in the relationship between teachertsdiéfsand empathyGoroshit
and Hen (20143urveyed 273 teachers from ten schools in Israel wlagted
psychometric scalasapturing dispositional empatiiavis, 1983)emotionalself
efficacy, a seltbeliefthat a person carorrectlyprocess emotional informatidKirk et
al., 2008) andteaching selefficacy,for classroom communication, relationships, and
tasks(Friedman & Kass, 2002%0roshit and He2014)found that empathy was
statistically significantly and positively correlated with emotional-effitacy ¢(271) =
.56,p <.001) and teaching sedffficacy {(271) = .38p < .001). Structural equation
modeling (SEM) demonstrated that emotional-séfitacy predicted teaching self
efficacy<(b0&1l) 54nd empPpAEltineyestddin part,in. 55 ;
empat hyés i nfl uence oanSEManatysisaising thepublighdds |, I
correlation matrix from the studlyyexamiredthe direct effect of empathy on teaching
self-efficacy, with the covariates from the original study. SEM Path Analysis (Fiylire
suggested the t eac h e rifiéastly ahd pogtioelyipredicech al e mp a
teachingsele f f i ¢ a ¢ p<.000)0 demondtiating an importaptedictive
relationship between teacher empathy arel a ¢ h ehel®fé.Hosvevér it is important
to note that the postositivist paradigm employealy Goroshit and Hen (20149
reductive using a linear desigmand further study on the topic isatdto clarify the
relationship between these construét€omplex dynamic systems approach may prove

useful as the constrigzre most likely interdependent.



Empathy

|
455k

|

Teaching
Self-Efficacy

Figure 2.1Path Analysis Model of Associations Between Empathy and Teaching Self

efficacy with CovariatesThe path analysis shows associations between dispositional

empathy and teaching sdfficacy, controlling for three covariates (academic degree,
years of teaching experience, and gender). Coefficients presented are standardized linear
regression coeffients.

1 < 000, *p < .001, P < .05.

Teacher empathy can alswlicatec | assr oom quality; eval ua
awareness, sensitivity, and support of student social and emotional capacities and
experience¢Pianta & Hamre, 20095 pecifically, teacher cognitive empadhyhe
cognitive ability to understargl t u d emotioisabexperiencecanhelp teacherassess
their studentsd emot i everldalcuesfe.g.radrews,ihead@aby r
desk;Aldrup et al., 2022)These empathyelated assessmemtgy motivate teachgto
shift their actions and decisiofiS8isman & del Calvo, 2022 eachers may also be

motivated when engaged in affective empathpathwaygBatson, 2009; Weisz et al.,



2021) i.e., feeling whaanother is feelingln sum, teacher empathy can include social
benefits, like how to support students, but also more pragmaticsuodsasnfluencing
classr@m instructionand classroom managemeriike instructional support (Pianta &
Hamre, 2009).

However, it is important to consider that teacher empathydgéctional,
suggesting a relational aspect, istudents can influence teacher empaltinus, teacher
empathy is context sensitive implying that teachers may not empathize unless motivated
to do so(Aldrup et al., 2022; Zaki, 2014Related Frenzel and colleagues (2009, 2021)
showed thastudents caalsoinfluenceteacher emotionsvhich caraffect instructional
practiceqSchutz, 2014; Sheppard & Levy, 20E3)d teaching quality. For example,
teachers who ascribe positively valenced affeatlagsroonexperiencesnay employ
better instructional practic€Sheppard & Levy, 2019)
Costsof Teacher Empathy

Empat hyds many Uapnoedsieachersmperigncesignificant a
effort and emotional cogEccles & Wigfield, 202Q)where they experience negative
affective and psychological consequenakde attempting to be empatlic. These costs
can be deleteriousor example, studigg.g., Wrobel, 20133uggesthat teacher
empathy may be associated watmotional exhaustion because it promotes emotional
labo®dt he effort to regul ate oneds outward em
professional norm@Hochschild, 1983)whichcan produce stre¢s.g., Grandey, 2003)

In their review of teacher empathy scholarsiilgrup and colleagues (2022)
underscored this issue by describing empathy as a risky venture that can cause suffering

to the teacher. For example, they miateat some teachers experience sadness when they
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witness bullying in their schogBokol et al., 2016)in response, some teachers may

attempt to become emotionally unattached and create a dissociation between themselves
and their student@ldrup et al., 2022)which may prove problematic as teachers can be
important contributors for student social and emotional developfegnt Klusmann et

al., 2016) Thus, it is not onlythe assumetbw levels of empathy that may prove

ma | a d a p bathvosv arld extremiély high levels of teacher empathy might be
problematic potentially causing a nonlinealationship with the quality of teacher

student interactions and student outcoir{@ddrup et al., 2022p. 1206).

In summation, empathgan influence teach@motiors, teaching qualityand the
classroom experiencA. persistent and ubiquitowhallenge for researchers is a need to
understand the dimensions of teacher empathy that support andtdagarng In this
pursuit,theorists have aligned, elaborated, addptedturrent definitions of empathy
from psychologyWhereas defining andiescribing empathy continues to evade
researchers, there is a general agreement that empeltiges cognition, emotion, and
care for theotherd

Conceptualizing andDefining Empathy
Global Definitions of Empathy

Empathy is difficult to define and measiBatson, 2009; Murphy & Algoe,
2022; Olderbak & Wilhelm, 2020; Preston & Hofelich, 2012; Zaki & Ochsner, 2012)
leading to different fields defining empathy for different purposes (e.g., cognitive
scienceBarnes & Thagard, 199humanismRogers, 1975sociatheuroscienceDecety
& Jackson, 2006social psychologyHatfield et al., 1993)Generally, theorists

characterize empathy as a social emotion, along with feelings like pride or shame
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(Mlodinow, 2022) however, many debate the attributes tietracterizéhe empathtic
experience. Some argue that empathy is an emotmifedttiveexperiencé feeling what
another feel¢e.g., Batson et al., 2002; Eisenberg & Miller, 1987; Hatfield et al., 1993)
while others view empathy fromcagnitiveperspectivée.g., Wispé, 1986}or
exampleNightingale and colleagues (19%rgue that empathy is a mostly cognitive
exercise, whilégalinsky and colleagues (2008gw empathy as affiotherfocused
emotional response that allows one person to affectively connect with an@h&ra).
Further adding to its confusion, some hold that empathy is distinct from concepts like
compassion and sympatf§loom, 2016; Hojat et al., 2001; Malbois, 2022; Ngo et al.,
2022) Others contend that sympathyeé$ated tospecific forms oempatly (empathic
concernBatson, 2023Chapter i Neff remarked about this difficulty in
conceptualizing, understanding, and even discussing empathy when shibatdite
problem with this whole area [of empathy research] is that people can be talking across
purposes. They mean the same thing, but they are digiegent terms (Rutsch, 2011)
Most nodernviews of empathypypasshe aforementioned debate by theorizing
that empathy includes both affective and cognitive compoiiBatenCohen &
Wheelwright, 2004; Davis, 1983; Decety & Jackson, 2004; Preston & de Waal, 2002)
which prompted contemporary theorists to reinterpret and redefine empathy. For
exampleLane and Schwartz (198%aw empathy as a sKillwhile Wondra and
Ellsworth (2015)applied an appraisal theory approéely., Frijda, 19880 narrowly
describe the empatlic experience as when an empathizeeferred in the literature as

anobserve® matches the emotional appraisal of another pérseferred in the

2Bateson(2004)b el i eved t hat empathy was an fAuncomfortable
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literature as #&arget (i.e., the person to whom the observer observes and resgakds;

2014) Wondra and Ellsworth (2018rgued that empathy is thus in a special category of
vicarious emotional experiencesmismatch between thebserved s and t ar get 6 s
appraisals, as whetargetfeels sad and thebserver appraisgehe targeh s e mast i on s
angry,would be characterizemsfiempathy failuré (Cikara et al., 2011While this

definition is theoretically and phenomenologically grounded, | beliege@ductive and

does not benefit the layperson who may never know if their emotions and appraisals

match their target@dditionally, Wondra and Ellsworth (201%)d not take a traditional
multidimensional approach to empathy and only considered affective empathy.

Other definitions includ&aki and Ochsnés (2012)broad definition grounded in
aneuroscienceerspectiveempathy is when an observer relates to a target. Nested under
the word o6relatesd are three dynamic const
behaviors. Interested in the prosociality of empahfgin and Kho (2020¢mphasizeé
and examiné empathy through a relational framework that highkegltontext and
dynamics and offedrecommendations for studying empathy through close
relationships. SimilarlyBarnes and Thagard (1993)sieda relational examination of
empathy and, from a cognitivist perspective, adghat empathy is an analogical
process. Specifically, groundedHtolyoak & Thagarts (1997)multiconstraint theory of
analogy Barnes and Thagard (19950)ggest that empathy is a simulatiogsimilar to
self-other overlap (see Tab®l). Applied to a mental health provider context, they
speculate that a therapist will attemptdke the role oher patient.

The aforementioned empathy definitions do not offer an exhaustive list but

provide insight into the various ways scholars understamohtletic experiences
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However, how do laypeople understand empatigiPand colleagues (202&pught to
explore this idea by recruiting undergraduate students and an online sample in two
experiments. The researchers coded the stu
found the most common aspects of empathy \werspective takingunderstanding
someone6s gmetiorsspaengt vveari ously embodying an
prosocial action mot i vati ons t o armlatingeconneatnggt her 6 s be
bonding processes of developing relatedness. The researchers also performed factor
analyss on a survey battery given to both samples and found four fagtossicial
emotional responseimilar to prosocial actiothatdescribes feelings of sympathy and
compassioninterpersonal perceptiveness,b i | i ty t o judgeottenot her 6
perspectivesynonymous with perspective taking; akious reactivitywhich describes
distress experienced by the observer. The authors concluded that these overlapping
dimensions provide the structure of what laypeople call empathy, but also redognize
significantbetweenrpersornvariability in defining empathy.

In sum,and asdemonstrated in this last definitiacgntemporary global
definitions of empathy appear to be composed of leweer dimensions of empathy,
which | detail next.
Lower-Order Dimensions of Empathy

Neuroscientists, philosophers, and psychologists have examined the phenomenon
of empathy by describing the empathizer 6s
others(Batson et al., 2002; Decety & Jackson, 2004; Preston & de Waal, 2002; Zaki,
2014; Zaki & Ochsner, 2012)Vhile it is generally accepted that empathy is a

multidimensional construge.g., Davis, 1980, 1983here is still significant
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disagreememegardingthe lowerorder dimensions of empathy. Generally, researchers

agree that, unlike the global definitions described above, empathy includes two major

dimensions: (a) affective empathigglingsassociated with an empatit experience;

and (b) cognitive empathy, the abilitydaderstancandt ak e anot her 6s per s|
Beyond affective and cognitive empathy, other examples of lowsr empathy

dimensions are phenomenological (e.g., emotional contagion, empathic concern,

empathybased stress, empathy gap, empathic overarousal, experience sharing,

mentalizing theory of mind perspective taking, parochial empathy, sgtier overlap),

behavioral (e.g., empathetic listening, prosocial empathy, radical empathy), and domain

specific (e.g., teacher empathy, historical empathy). See Zdlier a glossary.

Table2.1 Glossary of Empathy Related Terms

Term Description

Affective fifeeling what another personfeeling while remaining aware of the

Empathy selffot her distinction and a(Madbois,
2022, p. 7)

Cognitive it he ability to intentionally

Empathy perspective, to gain a better understanding of theierience

(Decety, 2020, Table 1)
Compassion fphysical and mental exhaustion and emotional withdrawal
Fatigue experienced by individuals who care for sickraumatized people
over an extended period of timgDecety, 2020, Table 1)

Emotion fifeeling what another feeig¢Hall et al., 2021, p. 18)
Sharing
Emotional fitendency to automatically mimic and synchronize facial expressi

Contagion vocalizations, postures, and movements with those of another pel
and, consequent | y, (Hatlieldeebah, 1992, o
153154)

Empathic fiability to accurately infer thepecific content of another pergen
Accuracy thoughts and feelinggickes, 1993, p. 588)
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Table 2.1 (continued)

Term Description

Empathic A a n -orierted motivation congruent with the perceived welfare

Concern someone in need. It is characterized by feelings of warmth, conce
and care for the other, as well as a strong motivation to improve tl
ot her 6 s (beckty, p020, Talge 1p

Empathic ARefl ecting what a person fee

Listening satisfaction so they f{GCowy,2004
XX)

Empathic Aan involuntary process that

Overarousal distress becomes so painful and intolerable that it is transformed |
an intense feeling of personal distress, which may move the persc
of the empat h(Hadfmandqd08, p.ed98) i r el y

Empathy ARéf eel no pain, no sadness, a

Failure empathy are especially likely if a sufferer is socially distant
exampl e, a member of a d(Cikafaetr
al., 2011, p. 149)

Empathy i a process of trauma exposur

Based Stress

Epistemic
Empathy

Experience
Sharing

False
Empathy

experience of empathy (i.e., an individuabiyhd contextualhdriven
affective reaction) that results in empatigsed strain, adverse
occupational health reactions, and other walevant o ut c o
(Rauvola et al., 2019, p. 298)

Aithe teachersd tuning into an
emotional experiences in constructing, communicating, and critigt
k nowl gllpretab, 2022, p. 241)

AExperience sharing is often
resonanced6: perceiverso6 tende
systems when they experience a given internal state and when th
observe (or know that) targets (are) experiencing that sante st 0
(Zaki & Ochsner, 2012, p. 675)

AFal se empathy 1is th ng of
actually be confi e
app!l i ¢Watrdn,2018, p. 176)
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Table 2.1. (continued)

Term Description
Historical AHI storical empathy therefore
Empathy and interdependent endeavors:

1 Historical Contextualizatiod a temporal sense of differenct
that includes deep understanding of the social, political, an
cultural norms of the time period under investigation as we
knowledge of the events leading up to the historical situatic
andother relevant events that are happening concurrently.

1 Perspective Taking under st anding of
experience, principles, positions, attitudes, and beliefs in o
to understand how that person might have thought about t
situation in question.

1 Affective Connectior® consideration for how historical
figuresodo | i ved experiences
influenced by their affective response based on a connectis
made to oneb6s own similar
(Endacott & Brooks, 2013, p. 43)

Historical Adi sparities on how students

Empathy Gap language proficiency, gender identities, and learning abilities imps
demonstrati on o f(Perioiras 2018rAbstract) e

Imagine Ai magi ni ng h o {anmheeal.,@d0h p.A3) f e e |

Other

(Perspective

Taking

Orientation)

ImagineSelf Ai magi ning how [one] would fe

Orientation ot h(kamm et al., 2007, p. 43)

(Perspective

Taking

Orientation)

Mentalizing 1 me nt @& lusualy emagnined by asking perceivers to draw expl

i nferences abd engages asysieentofanidline dnc

superior temporal str ugErtajrect i
ability to represent states outside of a peraeites S her e ¢
i ncluding the future, past, ¢

(Zaki & Ochsner, 2012, p. 675)

17



Table 2.1(continued)

Term Description
Motor AMot or mimicry has been conce
Mimicry reflex based on cues previous
experience, as an expression of vicarious emotion, and as a
manifestation of a trait (e.g., empathic ability) or of a cogaitiv
operation (e.g., t a(Bavalagetal.hl886)
Neural ANeur al resonance accompanies
Resonance  motor intentions, sensory experiences and visceral states such as
and di(Zaky&QGchsoer, 2012, p. 675)
Parochial Af eeling mor-grouptmmadgh v ufpo me imi e
Empathy (Bruneau et al., 2015, Abstract)
Pedagogical AiThe consideration and use of
Empathy inadapti ve @Wwmsean&Baldngeg 2023, p. 626)
Personal Aan av e-foausett emotormal rdaction (e.g., anxiety, discomt
Distress worry) to the expr e4Decety, 2020 Tabla
1).
Perspective fil magi ni ng how another person
Taking parti cul quamnsat dl.,R2@0T,ip.a3) O
Perspective  fiPerspective divergence (PD) represents the disparity in social ar
Divergence cultural perspectivetsvo or more person grougsnploy to interpret
ideas, actions, and behaviors associated with a particular conditic
situation. In essence, it is the difference in the lenses of interprets
individuals use to make sense of a particular problem, issue, or
circumstances, and thekenses are formed by the intersection of ot
subjective identities (e.g. age, gender, race, religion, class, positic
aut hor i(Warren, 2014¢cp. 136)
Prosocial Afexpressing motivation to i mp
Concern by reduci ng (Zaki&iOchsneru2Dlf2,r6v¥s5n g ) o
Radical A Radi cal empathy involves r a
Empathy openness to bei ng (dofddn&Stheadtz, 20¥€
p. 28)
Self-Other At he notion that ot her s(Calen& b
Overlap Marcovitch, 2019, p. 321)
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Table 2.1. (continued)

Term Description

Teacher ATeacher empathy is not empat

Empathy to be teachers; it is an integral part of the role of teaching. More
specifically, teacher empathy is the degree to which instructors wi
to deeply understand iwationd, &at s
caring and concern in respons
emotions, and communicate their understanding and caring to stu
t hrough t h(Meyersebat, R@lY, p.dG1)0

Theory of Aln saying that an individual

Mind individual imputes mental states to himself and to others (either tc

conspecifics or t(Brenmatki&&oodrafip O3
p. 515)

Note.This glossary provides an overview of terms used in empathy scholarship; however,

this list is not exhaustive nor demonstrates differences in defining similar terms.

Researchers often examihthe phenomenon of empathy using loweeder

dimensions as proxies for the global experigiecg., Zaki & Ochsner, 2012falling

along the affective and cognitive dimensions of empathy, some eredeaigd

constructs define affective processes, while others describe cognitive phenomena. For

example, some lowesrder affective empathy dimensions incluahaotional contagion

wher e

a

targetds perceived emotional

observer (e.g., you perceive someone as being sad and you become sampathdt

concerrf andempathybased stresdoth describe distress and anxiety produced from

empathizing with a target.

3 Here | am aligning witlDlderbakandWilhelm (2020)

19

exper



Cognitive forms of lowenrder empathy dimensions incluperspective taking
seltotheroverlap,the perception that you are similar or dissimilar to another; and
related,l believe thatparochial empathys a cognitive form of empathwhich isthe
tendency to share more empathetic resources with people whom you believe you share
group membershifBruneau et al., 201%).e., intergroup empathy biagCikara et al.,

2014) Theory of MindToM; Premack & Woodruff, 1978% another welstudied

component of cognitive empatkiBaronCohen & Wheelwright, 2004; Zaki & Ochsner,
2012)and is the ability to ascribe mental processes onto another person, acknowledging
thatothers have their own thoughts, feelings, and motivations.

Social neuroscience has analogues tal#seribedconstructswith a few
additions. For exampleognitive empathys analogousvith mentalizing affective
empathyis similar toexperience sharinggnd empatétic motivation or sympathis
prosocial concerrfZaki & Ochsner, 2012)These definitions are operationalizeihin
thefield of social neuroscienc&pecifically,experience sharingescribes how an
observer assumes the affective, motor, and sensory states of a target and is associated
with neural resonangeanfioverlapping of neural systeméZaki, 2013, 2014; Zaki &
Ochsner, 2012, p. 679Yentalizingf ocuses on the observer 6s
about a targeésactions, beliefs, emotions, goals, and percepftidaki, 2013; Zaki &
Ochsner, 2012)aki (2014)argued thamind perceptionthe ability of an observer to
identify an internal state of a targé&pley & Waytz, 2010Q)is an antecedent to the
empatletc experience.

Other lowerorder dimensions of empathy describe behaviors, like helping others.

Interestingly Batson (2009¢onten@dthat the motivation to help another is incumbent
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on affective empathy, suggesting affective processes are the mechanism undergirding
prosocial behaviors. This is intuitive when considering that we may be more motivated to
help another if we can vicariously feel distress for the ta@jbier behavioral forms of
empathy includempathic listeningwhich is a method of listening that employs empathy
to demonstrate attention.

L e tcdnsideran example of a teacher in her classroom to illustrate the utility of
defining lowerorder dimensions of empathy describe phenomena fa@search
purposes. Imagine a White social studies teacher facilitating a discussion about the trans
Atlantic slave trade and the history of slavery in the United States to a classroom of
mostly Black students. During the discussion, one White student raakesensitive
comment that aroused the class and appeared to have offended most of the Black
studens. The teacher quickly reacts and assures everyone that the student made the
comment accidentally without forethought and comforts the upset Black students by
encouraging them to leave the classroom if they need a break.

From the perspective of the teacher, we can argue that she experienced empathy
in different ways. For example, her parochial empathy may have directed her action to
jump in and inform everyone that the insensitive comment was accidlesitalout
evidence to support her decision. She may have inferred how her Black students felt
when noticing their facial expressions and attempted to take their perspective and
mentalize, and simultaneously experienced emotional contagion when she fedtréssd
of her Black students. Finally, she decided to excuse her upset students following her
empathic concern and motivation to support her students based on what she thought

would be advantageous and needed in the moment.
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While this example is not comprehensive, it does demonstrate how researchers
interested in affective, cognitive, and behavioral forms of empathy can describe any
situation using the wealth of empathy related constructs. However, a major challenge for
empdhy literature is knowing which term best fits the described phenonantirere is
significant overlagOlderbak & Wilhelm, 202Q)For example, laove | suggested that
parochial empathy may be why the teacher rushed to quell a possible feud and support
the White student, but it is possible that it was ToM, empathic concern, or another lower
order dimension of empathy that led to hetions

Included in enpathy scholarshipimed at conceptuaing this obscure construgct
researchers aligneimpathywith otherconcepts to better describe the presuppositions
andmechanisms of the empathic experiertdere | discuss the theoretiaignments
between empathy amdotivation and empthy and identity.

Empathy and Motivation

In Zaki's (2014pr eemi nent article illustrating e
contextdependent processes, he declared empathy models must center motivational
processes. Inspired by traditional motivation frameworks that include approach and
avoidantmotives(e.g., Elliot & Hulleman, 2017; Weiner, 1972aki (2014)suggested
three phenomena that may encourage people to em@athigpeoach affiliation,
approach capitalizatiogand approach desirabillyand three that would demotivate an
empatketic responsé avoid pain, avoid cost, avoid interfering with competition. He
argued that interpersonal interactions are the main sources of empathy avoidant or
approach motives, i ncluding caring for one

outgroup segregation. For exampproach affiliationmotives describe an observer
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choosing to empathize with a friend or family member, even if it is distressful. This type
of empathy improves social bonds and deepens perceptions of relatedness. By contrast,
avoid interfering with competitiomotives would predict that an obserngdemotivated
to empathizevith someone who holds outgroup membership and with whom the
observer may be in competition. For example, in one study, researchers found that prison
guards did not empathize with death row inmates and minimized then a uféesng
because, in part, they did not share group membef®sipfsky et al., 2005).
Interestingly, we also see that, paradoxically, paternalistic behaviors may demotivate
imagineself orientationgsee Tabl&.1) that have the potential to hinder proper decision
makingi a process that may be important to teachers.

Similarly, Gehlbach and Mu (2023Yguel that social perspective taking,
related construct to empathy, included mationas acomponent in a neflinear process
Some of the processes led to seeking out information via social perspective taking (i.e., a
detective) or making generalized assumptions (i.e., a jud@ipey argued thampathetic
motivation includedropensity, or dispositiorontextual factors, likehifting power or
prior experienceand confidence and effogehlbach et a2015)founda positive
relationship betweeconfidenceand effort; angerceptions of high effort from another
may motivative reciprocation. This mayove advantageous in a classroom where
students may empathize more with their teacher if they believe their teacher is effortfully
empathizing with them.ike Zaki (2014) GehlbachandMu (2023)also identified
demotivating factors: cognitive load and lpressurefor example.

In sum, empathincludes motivational dimensionshich are related tand

emergent from &eeKaplan&liGarned 8017 dent ity
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Empathy and Identity

Grounding this inquiry in identity literature harkens back to common beliefs that
an observeros identity i selcprocesscSenplghear y ant e
empatketic experiencesd like parochialism or personal distrésgould be impossible
without observer seldwarenesgDecety & Jackson, 2004; Gallup & Platek, 2002)
However, we know that we can never completely take the perspective of giiythlest
al., 2018; Rogers, 1975; VanSledright, 2001¢ caronly attempt to understand
anot her 6s per s p e dgohn Swart Mill i{1B6&gxegnplified this poimtw n .
when hewrotefithat Things [sic] in themselves are to us altogether unknowable, and that
all we can know of any thing is its relation to us, composed of, and limited to, the
Phaenomena [sic] which it exhibits to our orgafgs 90). | believe this sheds light onto a
new conceptualization of empathygrounded in the identity system of the observer.
Therefore, it stands to reason that empathy requires the identity system of the dbserver
including their beliefs, goals, perceived actiossibilities, selperceptions, an assumed
shared context, and prior knowledi#ary Catherine Bateson (200dade a similar
argument when she said that empathjaiproduct of setknowledg® (p. 4) that
emerges from analogies of human experience, which is important in teg@ehlner,
1998) Frazier and colleagues (20Z8id it plainly when they wrot@People make sense
of their experiences through the lens of theddgf 300).

In summaryconsistent definitions of empathy prove illusiecemplicated, and
different scholars representing different fields faghibierent dimensions. To resolve
these many limitations, researchers can use coatektolesensitive approaches that

situate the empagiic experience.
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A Shift Toward a Role-in-Context Sensitive Approach to Empathy

The last several sections demonstraedriety of ways to conceptualizad
define empathy. My goal was to help ydlie readerempathize with me and experience
the mess that is empathy scholarship. This mess is underscabddednlgak and
Wilhelmé& (2020)assertion that lowesrder empathy dimensions overlap, producing
jingle jangle fallacies during measurement. For example, they noted that the phenomenon
of filnferring What Another Person Thinks or Féatsdescribed by the following related
but theoretically distinct constructs: cognitive empathy, empathic accuracy, mentalizing,
mind reading, perspective taking, and TdWurphy and Algoe (2022)elieve this is due
to ffunctionally incoherent and excessively narrow definition[s of empathy, which] may
be a case dithe tail wagging the dogwith empathy being reefined to better align
with trending concepts (e.g., mirror neurons) and methodologies (e.g., brairogpans)
190). Recognizing this reality, | advoedibr situatedrole-in-contextspecific
conceptualizations of empathlyatfavor certain dimensions over others. This aligns with
recent calls for contexdensitive empathy approach@ddrup et al., 2022; Stellar &
Duong, 2023; Weisz & Zaki, 2018&8nd recommendations andnceptualizations for
contextdependent, profession specific empaiyg., therapist empathRogers, 1975
physician empathyojat et al., 2001socialwork, Segalteacher empathyldrup et al.,
2022)

Rolein-contextspecific definitions of empathy are distinct from layperson
definitions(Hall et al., 2021and call for actioathat benefit the empathizer in their
context occupying a specific roléor examplewe anticipate thaa parenparental

empathy for a child to be distinct from teacher empathy for the sameThdckfore,

25



empathy dimensions that are suitabl®ne role and¢ontext,maynot benefit aifferent
role or context like with teaching Following,Ngo and colleagues (2022)gue that
profesionspecific conceptualizations and training of empathy (e.g., physician versus
mental health empathy) warrant different investigations. Thus, it is paramount that we
understand which dimensions of empathy are more or less desirable in difterexts
and roles

Carl Rogers (1975nd otherge.g., Truax, 1967advocated for a specific form of
empathy employed by therapists, which is an important element in thErraine, 2007)
Rogers shifted his perspective from empathy as a(@@%9)to a proces§l975)and in
doing so reenvisioned the value of empathy in a therapatient relationship, which
previous research substantiated by demonst
therapy outcome@arrettLennard, 1962)Unique from other definitions of empathy,
Rogers (1975argued that therapist empathy included withholding judgement, checking
for empathic accuracy, andfiay aside your sedf(p. 4).

Hojat and colleagues (200dgfined and developed measures for physician
empathy, which is aorucialcomponent of medicing.g., Spiro et al., 1993)nd ca
influence patient car@ChosherHillel et al., 2022) Hojat and his team (2001) developed
the Jefferson Scale of Physician Empathy which is unique because it promotes cognitive
empathy over affective forms of empai8tansfield et al., 2016)ollowing research
suggesting that affective empathy can hind
(Aring, 1958; Blumgart, 1964; Spiro, 1992his delineation and promotidsetween

affective and cognitive empathigllows recommendations for physicians to not become
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emotionally attached to their patients out of fear of fatigue and buf@gut Jensen,
1994)

By focusing orrole-in-contextsensitive form®f empathy, researchers can more
appropriately capture empathy dimensions that are desiratdaHworld contexs. |
believe this is important in exploring teacher empathy, which is also a complex construct
that is difficult to measure and define. However, by explicitly exploring teacher empathy,
we can hope to understatite positive and negative outcomes of the various forms of
empathyFollowing, this studyexplorad and describéthe motivational processes that
undergird teacher empathyés costs and bene
Additionally, | provided a set of recommendations for improving adaptive forms o
teacher empathy that may support student learning and mitigate the negative forms of
teacher empathy that cause stress, emotional exhaustion, and burnout.

A History of Empathy

You fall and break your leg. To survive you need to rely on others around you.
This requires that community members can understand you, your pain, and your needs.
This Aunderstandingis a basic consequence of empathy, and a defining component of
the birth of civilization;or soanthropologist Margaret Measl reported to have said
(Byock, 2012) While expressions and forms of empathy can be found throughout

recorded human history (€. 9., Hammur abi 6s

4The most common value mentioned in the Torah is the reminder to show kindness and empathy to others
which appears 36 timemcluding this line from Exodus 23:9:+ 1 M~ ¥ 7 4 - - N . S , M
+ . 1 - <~ " AYaou_shall not-oppress a'stranget, for you khowsthe feelings of the stranger having
yourselves been strangers in the land of EQypt
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The modern examination of empathy grew out of the philosophical traditions of
the Scottish Enlightenment wh&dam Smitl§ (1790/20021escribed difellow-feelingd
by writing, iAs we have no immediate experience of what other men feel, we can form
no idea of the manner in which they are affected, but by conceiving what we ourselves
should feel in the like situati@r{p 10) In this section oSympathyhecontinuel by
eloquentlydescribing a group fellowfeeling as @mob, when they are gazing at a
dancer on the slack rope, naturally writhe and twist and balance their own bodies, as they
see him do, and as they feel that they themselves must do if in his siipti®g).
Haakonssen (2002ginterpreéd Smiths (1790/2002sympathetic experience as an
imaginative process that allows us to intuit what our fellow feels.
Later, the German philosopheobert Vischer (1873)oined the term
einfihlung feelingintddt o capture a persondés automatic
viewing art by pr oj e.6Thisfimgginarybodiheperspecsivei nt o a
takingd attempts at understanding life from a different point of view or setting
(Ganczarek et al., 2018, p. 14tHough it should be noted that it is not possible to fully
embody and wholly understand another pefgog., VanSledright, 2001Yischer (1873)
delineated betweesensitive einfuhlun¢sensory feeling into) anmiotorische einfihlung
(motor feeling into), foreshadowirgpntemporary views of empathy as a
multidimensional constructheodore Lipps (19035 favored philosopher of Sigmund
Freud, | ater extended Vischerds term to de

emotions. InGermany today, people use the temfiihlungsvermogeto refer to an

5 Adam Smith is most known in Western Society as the patron efifeeket capitalism and was a good
friend of famed empiricist David Hun{®ubner,2022
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i ndi vidual 6s c ap @stepirtoythe shoes of artothgp pes@i c al | y
Wasenitz, personal communication, October 26, 2022).

It was in 1909 that British Psychologist Edward Titchner transkitgdhlung
into the English wor@mpathyGanczarek et al., 2018; Zaki, 2014at we use todaly
paving the way for psychologists to examine, define, and redefine this complex construct
to describevariousempathyphenomena in thevorld.

The Phenomenon of Empathy

Many factors influence the experience of empathy. A common characteristic is
associated with social distan@reston & de Waal, 2002y psychological distande.qg.,

Trope & Liberman, 201@) the moreconcetually abstract a person is, the greater the
distance between you and the less empathy you magefgeEisman et al., 2022)n

one experimengisman et al. (2024sked participants to reath excerpt from atory
adapted fronHerrera et al(2018)about a person experiencing housing insecurnityhe
story, a person is evicted frotheir home after not paying $700 to their landlord. Without
a home, the person briefly ligavith a friend moved intaheir car and ultimatelyfound
shelter in an unsafeublic bus at night.

A participantinthestudp er cei ved t he protagonistés s
distant and described feeling forced to assume the identity of the main character. The
participant saidfi...| didnd really imagine that | was that person [in the story], it just felt
like I was kind of reading about, like, about situations that happen to other people. ...I feel
|l i ke [ knowing more details of the protagon
feel, Iguess, more sympathetién not sure empathetic, because | just haven't been in a

situation like that Thus, the abstractness and lack of familiarity of the story limited the

29



parti ci pamowewer, iecomrast ththe.first participant, a formerly unhoused
participantdiscussed how her ontological beliefs about the protagonist and personal
experience with homelessness allowed her to have more empathy me a n I was
invested because it was, it was my story in the sense. So again, it was just relatable. It
was something that was f aoaptivated by it\wecaubeitme . é
was, It was my story. o She | ater acknowl ed
insecurity she may not have been motivated
been in that situation. | honestly, you know, tadaly, really, honest, until | got into
that situation... | probably would have been, you know, more, | probably would have had
|l ess empathy. o

In Stanley Milgram's (1974/200%)famous obedience studies, Milgram noted
that the more abstract a personés pain, th
experiment invited subjects into a lab under a false preietisy believed their
participation was part of a learningkaand instructed to apply a shock to another
subject, thélearnero Each time the learner misremembered a waail, the subject
would apply an evestronger shock to the learner. However, the learner was a
confederate ansimulatedthe pain and displease of each subsequent shock. During the
fremot@® andfivoice-feedbackv ar i at i ons of Mi |l gramds exper |
but not saw the confedergiestendscreaming in agony with every shock. More than half
of the participants proceeded to the full shock level, compared to less than half when the
subjects were in the room with the confederate. Milgram suggestdiduatinishing
obedience, then, would be explained by the enrichment of empathic cues in the

successive experimental conditiorip. 38), where the subject was physically close to or
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touching the confederat&éhus, Milgramassemtdthatexperimentsvith more
abstractions of a pereicexpériesnce Researchlsinceder ed t
Mi | gr amd s hastenued toiincoeparate more neuroanatomical and
biophysiological data, as it became available.
Empathy in Neuroanatomical and Biophysiological Processes
Weisz and Zaki (2018)etailed how empathselated phenomena differentially
activate portions of the brain. See Fig@r2. Forexample, experience sharth@kin to
affective empathy activates the anterior cingulate cortex, anterior insula, inferior
parietal cortex, lobule, and premotor cortex; areas of the brain associated with movement
and feeling pairflLamm et al., 2011, Singer et al., 2004; Zaki & Ochsner, 2018)
Mentalizing, whichrequires mental projecting oneself into facsimile environments,
activates the temporoparietal junction, temporal pole, medial prefrontal cortex, and
precuneugMitchell et al., 2006; Saxe & Kanwisher, 2003; Zaki & Ochsner, 2012)
Finally, prosocial empathy activates reward circujtry., themedial orbitofrontal cortex,
nucleus accumbens, ventral striatum, and ventral tegmentaSamgar & Klimecki,
2014)with positive feelings promoting a person to do good ddeds:person
perspective taking activates experience sharingrvamtalizing brain regionsvhich
supported by an obser ver 0(&Baki&Ddihinert2912)t o per c
Neuroscience research also suggests that mirror neurons activate when viewing
another performing a task or expressing an emotional(siigellegrino et al., 1992;
Enticott et al., 2008ndicating a neurological component of sether overlap,
experience sharing, emotional contagion, and other social cognitive processes. Research

from behavioral neuroendocrinology demonstrated similar phenomena of when viewing
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another vicariously influences a personoés
increased when their team won a baskethe, mimicking the experience of the
pl ayersd hormones increasing after winning
Empathy and Morality

Empathy is a prerequisite of prosocial actifieston & de Waal, 20023
behavioral expression of moraliffhe contemporary psychological study of morality has
its roots in the work foJean Piaget (1932ndLawrence Kohlberg (1958, 1963, 1969,
1984) the latter of whom developed the stages of moral developiehiberg (1969)
posited people construct morality schemata through perspective taking, a component of
empathyCarol Gilligan (1977u pdat ed Kohl bergdéds work to ap,|]
morality as implicitly centering empatirglated dimensions: care and concern.

More recently, in his boolE mpathy and Moral Development: Implication for
Caring and JusticeHoffman (2000)kxplicitly discussd the relationship between
empathy and morality in five situations: (a) bystandership, (bboathe, (c) harming
another, (d) helping a few over many, and (e) tensions between caring and justice. The
book offersinsightson t eaching morality and consi ders
constructs: altruism, compassion, and prosocial behaWoher book Barrett (2018)
described empathy as a counterbalance to a
antagonism felt toward a defendant. She suggested that empathy in this context is
encouraging a moral, impartial, and objective appréatia i nt ai ni ng an fAunb
assessment of the facts of the case, which many teachers attempt when managing their

classroom and resolving issues between students.
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Yet, while many argue for a positive association between morality and empathy,
others suggest that empathy can inhibit moral behavior and decision rfaétagn et
al., 1995; Bloom, 2016; Decety & Cowell, 201dhich is problematic considering that
some people believe empathy is synonymous with mo@lgom, 2016) In an
antithetical view tdBarrett (2018)Decety (2021}iscussed how empathy can cause
biases that corrupt moral acts that favor some over adotieéerred to as parochial
empathy(Bruneau et al., 2015For example, a registered Democrat in the United States
may be more willing to understand and excuse immoral behavior of a fellow Democrat
but chastise a Republican for the same behavior. In a more perhiciagsaly, and
historically authentic example, parochial empathy may have been a cause of the riots that
resulted when a mostly White jury returned an acquittal and no verdict for the four White
police officers who beat Rodney King. Similarly, a mostly Black jugugtted O.J.
Simpson of his murdecharges, which reportedly caused a celebration in Black
communities and agitated White communities. Indeed, empathy can promote
parochialism, but also racism, immoral{§loom, 2016) and schadenfreud€ikara &
Van Bavel, 2014)

Continuing to demonstrate contradictory influence of empathy, while empathy
can result in favoritism, Galinsky and colleag(@alinsky et al., 2005; Todd &
Galinsky, 2014emonstrated that empathy can also improve grelgtions and unlearn
biases. In proper settingeachers caemployliterature as a conduit to deliver similar

results(Ntoulia, 2022)
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Literary Empathy

Perspectivdaking is a natural part of readin@errig (1993andGreen &
Brock(2002)described how readers transport themselves into rich stories by building
imagined environments in their minds, called situation mggels Dijk & Kintsch,
1983; Zwaan & Radvansky, 199&) mental model§Johnsor_aird, 1983) In these
mentally imagined worlds readers often take the perspective of the chaf@atgiisek &
Trabasso, 1997; Rall & Harris, 2000) devel oping simulations of
attributes, beliefs, and emotioftSernsbacher et al., 1992; Oatley, 1999; Rapp et al.,
2001) Some argue that processing reakld social situations and similar fictional
narratives are subsumed by the same cogri®ezrig, 1993and neural functions
(Zwaan, 2004)aligning withBruner's (1986)heory that people think in and through
narratives.

Mar et al.(2006)were interested in the difference in social skills and empathy
between readers who read fictioaffectionately calledbookwormed andfinerd® that
read expository texts. The research team found that reading fiction positively predicted
social abilities, while the tendencytt@ansportinto a story predicted empathy. The
authors argued théitb o o k wor ms 0 d e \beréadipfictomandmenrtallys ki | | s
simulating social experiences. In an update todkperimentMar et al. (2009)
controlled for the Openness dimension from the Big 5 personality types and found that
frequent reading of fiction still predicted empatbyikic et al. (2013)sought to explore
the same question reading an expository essay or a fictional short story. The team found

that, like others before them, participants with high fiction exposure also had high levels
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of empathy. Interestingly, participants in the fiction condition wieoe low in Openness
saw increases in cognitivanpathy but not affective empathy.

In another exampld3al and Veltkamp (2013)xamined the relationship between
fiction, empathy, and feeling transported into a story (i.e., emotional transportation). In
their first experiment, participants in the fiction condition read a short story with Sir
Art hur Conan Doyl ehegprot&bnet Ramiapantsbhohe coetrel a s
condition read a nefiction newspaper with interviews of people from a Libyan riot and
a nuclear disaster in Japan. The authors found that reading about Sherlock Holmes
investigations improved empathy at higliels of emotional transportation, while ron
fiction led to an objective reading of the text and saw no increase in empaitiayd
Veltkamp suggested that transportation into fictional text moderated empathy, which
reflected the findings iMar et al. (2006)As demonstrated, the research on empathy and
literature is extensive and has direct implications for inviting empathy into the classroom.
Empathy in Education

Many haveoperationalized and utilizeelements of empathy a variety of
educationakettingsincludingdemocraticeducationAndolina & Conklin, 2021)nursing
educationLevettJones et al., 2019and teacher preparatiflBisman & Patterson,
2024) Y et, while teeming with newresearchempathy in education #ill misunderstood
and undesexplored.Below, Idiscuss this concept moteut here Idetailempathy in
historyeducation and social and emotional learning.
Historical Empathy

Historical inquiry requires that historians utilize empathimMiew historical

phenomena from the perspective of the people of the past, to view and understand their
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world as they themselves viewed and understap@Kahut, 2020, p. 4potentially made
possibleoyh i st or i a n s(Gollingwomdy 19463Shemit(@983)made a similar
claim when he descrildéhis threefiportrait of an empathizing historiafyanSledright,
2001) thepsyche snatcher, necromancer, and tirageller. Of interest, théime-

traveller is a projection dhe self into the past that continues to adhere to contemporary
norms and social mores) axpected consequencehigtorical inquiry(Eisman &
Patterson, 2022b; Miles & Gibson, 2023tholars refer tthis empatletically laden
historical inquiry as historical empathy, which, like empathy broadlyc@ntested and
complexmultidimensionatonstruct that includeaffective and cognitive dimensions, as
well as historicatontextualizatiof{Endacott & Brooks, 2013Historical empathy is
assumedo help studergtidentify with historical actorgnhanceengagenentwith the
content, aneéxpose affective opportunities to connedivihe historical actaer actions,
decisionsandmotivations(Endacott, 2010Endacott & Brooks, 2018)

Researchers operatioradd historical empathysing \ariouscomponents
Common features includdeveloping historical background knowledgeerpretingand
contextualizing thduistorical eventinder investigatiorunderstanding and coordinating
multiple perspectivesndapplication 6 the historical evetrto the current context
(Ashby & Lee, 1987; Barton & Levstik, 2004; Downey, 1995; Lévesque, 2008; Yeager et
al., 1998) Today,teachers uskistorical empathysan educational tool to engaipe
myriad contexts on a variety of topics in history and social studies edudation.
example, one study explorégstorical empathypy asking secondary students to write
first- or third-person essays about the Dutchnioclasm(De Leur et al., 2017)while

another exploredle-playing simulations grounded in the events during the Finnish Civil
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War (Rantala et al., 2016Dthers have employed Socratic SemiriResrotra, 2018and
virtual reality experience@atterson et al., 2028) create enriching historical empathy
experiencesEismanandPattersor{20223 andYancieandNunez(2022)developed
historical empathyrameworks thasupport mindfutesspractices and social and
emotional development students.
Social and Emotional Learning

According toOsher and colleagues (201%j)cial and Emotional Learnin@EL)
is a process and set of skitlsselfregulate prosociallymanage interpersonaituations
andengage in adaptive and recursive plannifttgeysuggest that SEis rooted in
progressive educatiorecological and transactional models ofelepment Social
Learning TheoryfBandura, 1991 ogntive behavioraltherapy andotherdevelopmental
approaches

The leadesin SEL scholarship and practic€pllaborative forAcademic, Social,
andEmotional LearnindCASEL), identified five SEL competenciethat are subsumed
in aBrofenbrennian (197 A&tylized ecological system that support posiicademic,
personalandsocial:selfawareness, sethanagement, relationship skills, responsible
decisionmaking, and social awareng§3ASEL, 2020) CASEL (2020)definad social
awarenesas the skills and abilities to understand and empathize with people from
diverse backgrourslSEL interventions can foster empettb development in young
children and adolescents of varying abiliti€heang et al., 2019; Espelage et al., 2016;
Soliman et al., 2021which may enhangeositive academic and social outcomes for
studentgDurlak et al., 2011)hatpermeate into adulthodd@aylor et al., 2017)Amongst

otherinterventions empathy interviews, which ameasurablstructured conversations
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that promote and practice listenjraye one way to build empathy and trust in schools
(Woolf, 2022) which is believed to be an important element in teaching
Teacher Empathy. A Double-Edged Sword?

Teacher empathy can suppacademimutcomedike better grade§Gehlbach et
al., 2022)andreduced suspension ra{gkonofua et al., 2016andfosterpositivesocial
benefis like improved sudentteacher relationshig®icAllister & Irvine, 2002)
perceived sense of belonging in schi@boper, 201Q)andassist neurodiverse students
(Ha & Park, 2014)However, a systematic literature reviewAlgrup and colleagues
(20227demonstrated that ev ialkgedbenefitsfaire inconsistemtc h e r
and scant. The authors suggest that a major issue is the userepsikind global
measured.ike my advocationn this chaptersubsectiorA Shift Toward &olein-
ContextSensitive Approach to Empatidrup et al. (2022yecommendddeveloping
situated and contexgensitive measures for the classroom settitogvever like
empathy, generallyg perpetual challenge this scholarship ithe needo define teacher
empathyto measure it.

Like empathy, teacher empathy isihrconceived andonfusing construct.
TettegalandAndersam's (2007)definitiond "the ability to express concern and take the
perspective of a student, and it involeegnitive and affective domains of empail(y.
50)0 andWangand colleagudg2022)definitiond fithe ability of teachers to understand
and share studentsdé6 emotional states in th
empathizer and the student is the empathiged2)d rely onautomatic ad deliberate
empatketic processegDecety, 2021; Zaki, 2014hat areassumeda benefit students.

Meyers and colleagues (201#)veloped a wellheorizedmodel of teacher empatliy
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higher education thatnteredn student outcomes, ntgachersinspired by the work of
Batson(2009)andSegafs (2011)respectiveexploratiors of interpersonal and social
empathyMeyers et al(2019)definedteachelempathyfias the degree to which
instructors work to deeply understand stud
and concern in response to studentsod posit
their understanding and caring to students through llediavioo (p. 161). Thar model

includes three components: (a) cognitive, which includes attempting to understand
student s6é per son al;(bpaffedtivechighlighting thetbankfits®findtu at i o
matchings t u d e nt sabd(c) belaviaratrec@ynimg that teacher empattoan

influencet eacher s6 de c(eg,instmcion)¥eyers aadcolleagues

theorizethat teacher empathy is unique and distinct from layperson conceptualizations of
empathy and that empathyagundamental element of teachiktpwever, the authors

held an idealizec&ndquixotic view of teachers high in teacher empathyiewthat|

believeis notgenuine For example, when discussing tiehavioralcomponent of

teaher empathy, the authors suggest that teaetien are high in teacher empatiiget
boundaries so they do not become over whel m
experiences and experience compassion faiifuel61) While this behavior is

admirable and beneficial to the longevity of the teadhawntend that authemti dynamic

teacher empathy includes playing multiple roles, including as a théraggtnsibly not

setting theecommended boundari€khis does not mean that Meyersand | | eagues o
definition isincorrect butit suggests possible gap between how teaclesract empathy

in their classroom verswemonstratéeacher empathyexplicitly (Warren, 2018)

40



Warren (2018pffers an important critique on idealized forms of teaemepathy
cautionng that teacher empathy can lower expectations for studentdaf
Theoretically, €éacher who believe themselves to be empathetic, sympathetic,
compassionate, and caring, risk reducing their standatdsh may be important for
Black student academic achievem@bhen et al., 1999However, whie Warren
(2018)provided an important cavedb the teacher empathy debate does argue that
teacher empathy caaromoteculturally responsive pedaggd a practical blend between
culturally responsivéeaching(Gay, 2018)nd culturally relevant pedagolyadson
Billings, 2014) In line with his thinking,Warren(2018)references mangcholars who
arguethatempathy is a tool for teachesho are conscious of and responsiveutiural
and ethneracial differencesHe recommends thaterspectiveiakingis an effectivetool
to cultivateteachec andi dat es 6 k n mavdinalidegstideatdbandut t hei r
consequently inform their actions and valysstentially mitigatingperspective
divergerce, the consequence of being unable to undersgandbt her 6 s wor Il d vi
a lack of shared contegtvarren, 2014)He explicitly identifies the imagin®ther
orientation(see Tabl&.1) as beingadvantageousmagineself orientationscan produce
personal distredd.amm et al., 20079r induce false empath{ipelgado, 1996)a self
perceptiontat one is more empadic thanis experienced by othefgvarren &
Hotchkins, 2015)

Warren(2018) argueghat empathy is professional dispositiothatdevelos
through ariterative processrThis processelies onacquiring new knowledge,
constructingand updating mental models, and utilizing informatmmakeappropriate

decision and action®Varren,2014) Thus,motivational processéssuch asactions and
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decision$ influence thecultivation ofappropria¢, adaptive andbenefcial forms of
teacheempathy
Measuring Teacher Empathy

Recognizing the benefits of teacher empathy, many are interestadasuring
and promoting the construct. Howevidte empathy generally, which is measured in a
variety of ways (e.g., perspecti@king behavioral measures, sedfport surveys),
surveys dominateeacher empathgesearchMany useglobaland contexinsensitive
surveysto measure teacher empathlge the SelfRated Emotional Intelligence Scale
(Brackett et al., 2006nd BarOn Emotional Quotient scéigar-on, 1997) whichboth
measure the capacity HowevepRavidH(E9BOy83pt her sd e
Interpersonal Reactivity Index (IRI) scale has dominated the field for the past 40 years.
ThelRl is traditionaly viewed as anultidimensionablispositionakempathy scale that
includestwo affective empathy subscales (empathic concern and personal distress) and
two cognitiveempathy subscalepdrspectivetakingandfantasy. Empathic concern
measuregffect associated with compassion and concern for others. Example items
include:iSometimes | don't feel sorry for other people when they are having problems
andfl am often quite touched by things that | see hagpEme Ersonalistress subscale
measures anxiefyom perceiving a distressing experience of another. Example items are:
Aln emergency situations, | feel apprehensive ara-#lased andfiWhen | see someone
who badly needs help in an emergency, | go to piedém perspectivetaking subscale
looks at how the respondent naturally takes the perspective of @atlieature of
cognitive empathy. Example items from this subscale inclildey to look at

everybody's side of a disagreement before | make a dedisinafiwhen I'm upset at
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someone, |l wuswually try t ooFNnalythefantasy e |l f i

subscale measures how well the respondent takes the perspective of a character in

fictional work (e.g., a book or movie). Example items incluidleeally get involved with

the feelings of the characters in a ngyahdfAfter seeing a play or movie, | have felt as

though | were one of the charactérBhe IRI uses a fivgoint Likert scale (£ Does Not

Describe Me Well5= Describes Me Extremely Welith high scors indicaing higher

levels of empathyHen Goroshit & Hen, 2014; Hen, 2010)ilized thelRI to measure

teacher empathy by updating relevant itdnfier exampleadjustingfil often see things

from the perspective of the otlidoié f r om t he persp@®ctive of
Otherself-report teacher empathsyrvey measures include the Teacher Empathy

Scale (TESBouton, 2014and Empathy Scale for Teachers (EXTWang et al., 2022)

The TES(Bouton, 2014measursempathy by examining teachawgnitions, emotions,

and behaviorsWWangand colleague&022)developed the EST based on thaiticism

of T E S(@auton, 2014)nclusion of itemghey believedlid not characterizeeacher

empathy (e.gflf non-English speaking students are placed inaagsrooni get

frustrated because my current curriculum will have to be adgptele most empathy

scales, the EST includes cognitive and affective empathy items; however, the EST is

unique in its ingenious bifurcation of negative and positive affective empathyples

of cognitive, negative affective empathy, and positive affective empathy subscale items

are, respectivelyijl can tell when a pupil is nervous, even if her ortstes to hide i)

fiPupi s &6 bad mo o doarafiSéérgdhe pupile happy makeds me very hagpy.
Positive and negativaffectiveempatletc experiences and abilities are distinct

from one anothefAndreychik & Lewis, 2017; Lamm et al., 2007, 201bijth negative
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affective empathy including an emotional c@&ki, 2014)that may lead to emotional
exhaustion and burno(®Vrobel, 2013) Thus,administratorstesearchersand
policymakeranust beattuned to themotional consequences of teaching and
appropriately support teachemhereforejt is importantto distinguishnegativefrom
positive affective teacher empathy
In aningenious desigriyomundandMiller (2022)developed the Student
Perceptions of Teacher Empathy Scale (SPTES), whedsures t udent s per cep
of their teac heasgreundedirptteewbrkdiVarrénBnt Eoleagues
(2013, 2014; Warren & Hotchkins, 201&)d theTeaching Through Interactions
framework(Hamre & Pianta, 2007)Jnique among empathy scglSPTES centers
st udent s 6ofteaghprempatlymoagh their instructional, organizationahd
interpersonal interactions with their teacher. Following tifipartite structure, example
items includgiOur lessons are taught in ways that help me leéky teacher sets up
routines in our classroom that help me do my best Wwark]fiMy teacher understands
my feelingsd Vomund (2024 conductedafollow up qualitative thematic analysand
foundsimilar resultswith elaborations on the ways in which students perceived
instructional and @ranizational means, including emailing and timanagement help,
respectively.
A Shift Toward a Role-in-Context Sensitive Approach
to Studying Teacher Empathy
Teacheempathyscholarship often emplgyraditionalsurvey toolghat
foregroundbeliefs and perceptions about teactem®sanultiple contexs; neglecting the

situatednesef teacher actionsr goals(seeKaplan & Garner, 2017; Nolen, 2020)
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Additionally, these measuresilize linear approactsethatmask possible relationships

due to their reductive nature and foausdirect effects between discrete constructs

instead oftapturing the interactions between elemehitss is important when

recognizing that loweorder dimensions of empathyay be interdpendentTherefore,

there is a significant limitation in traditioneacher empathy scholarsimpethodologies,

whichignorecontext,roles, time, andituatedness. Thualigning my advocatiofor

role-in-contextsensitive views of empathy, we musilize paradigms and methods that

arerole-in-contextsensitivelike complex dynamic systems (CDS) approaches.

Complex Dynamic Systems: ARole-in-Context Sensitive Paradigm

The ontological assumptions and concepts that guide CDS paradigms thelude

following terms:

1

autopoiesisongoing system setirganization in favor of seffreservation;

complexity whichcan be viewed as changes between chaos and rigidity in a system
but can also depict a hierarchy;

dynamicghatdescribe the processes and interactions by the interdependent elements
in the system over time;

emergenceyhich is the appearance of a complex behavior that develops from the
interacting, dynamic components of a system;

feedback loopscyclical system dynamic processes that promote or inhibit changes in
a systeminterdependencehe components of the systems are assumed to be
interconnected and can therefore influence each other,

irreducibility, the system is subsumed in a nested hierarchy that is more than the sum

of its parts;
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1 nonlinearity, change to a system may result in an unproportional outcome; and
1 selforganization a process where sudden or gradual perturbations in a system foster
shifts in the interdependent elements that become systemized and able to respond to
stimuli (Heino et al., 2022; Hilpert & Marchand, 2018; Kaplan & Garner, 2020;
Koopmans, 2020)
Koopmans (2017, 2020pted that these and other assumptions are appropriate for
guantitative and qualitative methods that examine processes, changes in behaviors over
time, and theory building and validation. CDS approaches are flexible, adaptable, and
prioritize explanatorynethods that triangulataultiple data points, instead of common
linear designs (e.g., significance testiMgrchand & Hilpert, 202Q)which is
advantageous in capturing complex social phenortiéifygert & Marchand, 2018;
Marchand & Hilpert, 2024)like teacheempathy
Theoretical Framework: The Dynamic Systems Model of Role Identity
TheDynamic Systems Modef Role Identity DSMRI; Kaplan & Garner, 2017
Figure2.3) is a metatheoretical framework that conceptualizes aas@mergent from a
personbs soci ocul t ur-depehdgntroleidestity.rLikecother tble a n d
theories that situate a person in a socially mediated cdetext Mead, 1934}the
DSMRI specifies that roles are expressed idiosyncratically, affording variability between
individuals exhibiting the same role. Thus, two people may &atbexperiencdifferent
actions, beliefssmotionsgoals, and selperceptions while taking up the role of a

6t eacher , 6 i n dideotigd dwimgyto thelteem role idemtity.c h e r
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Figure 2.3 Schematic Representation of the Dynamic Systems Model of Role Identity

(adopted fronKaplan & Garner, 2017Reprinted with permission (see Appendix K).

The DSMRI describes a role identity as reflecting a dynamism between four
interdependent roleelated factors that have their roots in motivational psychology:
ontological and epistemological belietghichdescribe perceptiorad assumptions
about the worldpurpose and goalahich expres®bjectives and goalgerceived action
possibilities which represenbehaviorsandseli-perceptions and setfefinitions,which
indicateself-referential beliefsincludingabilities, attributesjnterests, angalues
(Kaplan & Garner, 20225o0cialidentitie® like gender, race, ethnicidyarecapturedn
the selfperceptions and setfefinitions components of the DSMRYVhich are associated
with particularizedrole identitieshat maydemonstrate the interconnectedness of

professional and social identitiésg.,female teacheklVhite teacher)Any momentary

decision is assumed to reflect a personos
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theyperceive to be available to them in order to pursue a currently salient goal,
considering their interpretation of the situation, and of themselves in said sitT&ii®on.
approach stands in contrast to traditional views of motivation and identity that hold these
constructs as separathstinct and measure linear(g.g., situated expectancy value
theory,Eccles & Wigfield, 2020attribution theoryGraham, 2020)Yet, new research
using traditional approachégyhlight the nordinearrelationships between components
and larger influence of identifg.g.,Caybas et al., 2024)

Guided by CDS ontologies, the DSM&inceptualizes the four retelated
factors to be continuously, dynamically, and contextually emerging iimesr patterns
that reflect systemic internal and external influences framed by four control parameters:
the domain, social context, culturabnd i at i ng means, and the per
Reverberations among the interdependentneligted factors produce the nibmear
emergence of systemic patterns, which support, or thwart emergent actions based on
coherence or tension between the fact@spectivelyKaplan & Garner, 2022)or
example, we anticipate the emergence of an eraf@#rction when there is coherence
among a t e a édsedradicn, beliefphatterhpathy is important in education,
goal to be caring and compassionate in the classroom, and an empathptccsgifion.
However, while alignment between an actiorligfegoal, and selperception may
encourage an appropriate empathic action, some teachers may become demotivated when
tension between factors arise. Continuing from the example above, the sdmee heae
have a new, emergent ontological belief that her students are misbehaving, which creates

tension with her goal and her motivation to display care diminishes.
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The DSMRI is annteraction dominansystem(Richardson et al., 2014ue to its
focuson the structures between the factbighlighting the role of dynamic and
interdependent parts of the system that give rise to complex behavior. This stands in
contrast to traditionaiomponent dominaisystemgHolden et al., 200%hat focus on
individual elementsTheoretically, emotions emerge within the structure of a system. For
instance, a teacher may have a goal to try
become frustrated when he is unable to achieve his goal due to a tension between the goal
and his inabity to understand his studentsisman and del Calvo (2028gscribed this
phenomenon when examining the emotions and motivations of early career teachers
using the DSMRI.

Since its first conference presentation in 2(H&plan et al., 2015nd
publication in 201{Kaplan & Garner, 2017)}cholars have used the DSMRI to guide
and analyze their research in varying contexts. This includes empirical research that
examined teacher identity development in professional learning co(Baxiser &
Kaplan, 2019and describing profiles of early, mid, and late career Chinese English as
Foreign Language teachdR. Wang et al., 2021Recently, the DSMRI guided the
analyses exploring the relationship between identity and emotions in Chinese teachers
(Yang et al., 2021and academicérang et al., 2022)
The DSMRI: A Novel Framework for Describing Teacher Empathy

| theorizeenpat hy t o emerge across the content
teacher can have a goal to be more empattatid,ontological beliefs about their
student s6 e mo tconsidemattionegpaspilelities that they giew as

empathetic (e.g., perspective taking), aottl a selbelief that they are empathetic
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Furthermore, the DSMRI can capture the emergence of egaipatiformed actions and
affective experiences at the structural lefel example, ontological beliefs about an

other and df-perceptions, like race and ethnicity, may also influence teacher empathy by
highlighting possible irgroup/outgroup relations€.g, parochial empathy)Varren
(2018)made a similar assertion by positing that teacher empathy can brittdegical

beliefs about a student with appropriate classroom action possibilities. The DSMRI
guided my analysis to look for structural relations across all role identity components.

The DSMRI is beneficial in this proposed research because it centers motivation
and identity, which are significant constructs in empathy theory, as descritiwes! in
chaptersubsectionEmpathy and MotivatioandEmpathy and IdentityHowever, while
important, motivation and identity are often overlooked using traditional empathy
theoretical frameworks and measuieslatedthe DSMRI is contexsensitive and
comprehensive. For examptbe unit-of-analysis for the DSMRI can be a person in their
context Moreover the DSMRI integrate®wer-order empathy dimensioisto a single
and comprehensive framework tiwatuld have been studied separateind thus missed
in traditional empathyesearch approaches.

Here | argue that the DSMRI is an appropriate framework to capture the empathy
related motivations and role identities of a teacher in cahtakgning the DSMRI
framework with empathy motivation and identity theory. Theoretically, it is possible that
the DSMRI can also describe other empatiprocesses like the mechanism of how an
observer understands a target. Specifically, | theorize that the observer constructs the
identity system of a target, incdiuding the

perceptiond ostensibly developing a facsimile of an identity system of the target.

50



However, this is beyond the scope of tissertatiorand ispresented here as conceptual
speculations for future consideration and study.
The following research questions guiday inquiry:
1. How does teacher empathmanifest in a teacher role identity in an
authentic learning environmént
2. What are the alignments and tensions that enfesgeateacher role
identity during arempatletic experienceén an unfolding assroom
situatior?

3. Whatis the role of context in the dynamics of teacher empathy?
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CHAPTER 3

METHODOLOGY

Current Study
Teacher empathy is important for students and teachers. However, this
complicated construct has varying, Horear consequences. For instance, teacher
empathy can improve grad@Sehlbach et al., 2022)educe schodbased discipline
(Okonofua et al., 2016inprove teacher interpersonal decision maKislgirup et al.,
2022) but also increase stress and emotional exhaustién i S & Kossewska,
Wrébel, 2013) Thus, it is paramount that education resesnstxamine theatternsof
teacheempathy it e a ¢ h e cantéxs (seeGelallmich et al., 2022y et, while some
have sought to explore teacher empathy in context, none have explicitly investigated the
motivational mechanisms thate partot eacher empat hyés adapti ve
forms using &DSapproachAs discussed, rolm-context sensitive CDS approaches are
apt to capture teacher empathy phenomena, as well as idemityotivation(Marchand
& Hilpert, 2024) Thus, this study aimed to fill this gap in the literature through
explication of teacher6 p e r c e p empathy by atieihding tharidentity,
motivations, and context using the Dynamic Systems Model of Role Identity (DSMRI,;
Kaplan & Garner, 2017)
Methodology
This convergent mixed methods (QUAL, quan) deg@reswell & Creswell,
2018; Figured.1) addresedthe motivations andble identitiesof teacher empathy by

collecting qualitative and quantitative data in parallel, analyttiege types of data
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separately, and finally mergingderstandings from the analysis of these two data types.
However following the DSMRI primary unibf-analysisgach participant in the study
wastreated as an individual cagease study researdanvaly in practice, scope, and
focus(Yazan, 2015)but generally the methodology can highlightergent patterrfsom
diverse datdGruber, 1989; Hanchett Hanson et al., 2023; Stake, 1995; Yin,.2018)

| recruited four teachers and colledtlata over three time points: (a) apre
interview survey, where participants completed a survey bdgeeyAppendix Ajhat
included personabktudent, and school demographic information, and th€QRyis,
1980,1983) whi ch provi ded a -percevéddisppsitional part i ci |
empathy;(b) a 90minutenarrative inquiryinterview (see Appendix B),sing an adapted
version ofSeidmai@s (2006)threepart structurend (c) a 9dninutevideo stimulated
recall interview (Lyle, 2003; see Appendix DBoth interviews captured the coherence
and tensions of teacher sd a-petceptonssegarding!| i ef s
teacher empathy, which | describe in more detail below.

The reason colleciedboth quantitative and qualitative datas to capture
observed and unobserved phenomena that highlight dimensions of teacher empathy that
may support and thwart teachersoltisnoti vati o
important to note that mixed methods designs are suitab{&¥8rparadigms
(Koopmans, 2017; Marchand & Hilpert, 2024; Poth, 20T8ple3.1demonstrates

alignment between my research questions, data types, and analyses.
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Qualitative Data

Openended survey
guestions, Semi
Structured Interviews

Quantitative Data
Interpersonal Reactivity
Index Survey Scores

Qualitative Analysis
Analytical DSMRI
Coding, Deductive
Coding, CrossCase
Analysis

Quantitative Analysis
Subscale psychometrics,
Multidimensional Scaling

Results merged
and interpreted.

Figure 3.1 Schematic representation of convergent mixed methods research design

Table 3.1Research Questions and Research Design Alignment

Research Question

Data Type

Analysis

How does teacher empathy
manifest in a teacher role
identity in an authentic
learning environment?

What are the alignments ai
tensions that emerge from
teacher role identity during
an empathtc experience in
an unfolding classroom
situatior?

What is the role of context
in the dynamics of teacher
empathy?

Narrative inquiry
interview, video
stimulated recall
interview data, and
Interpersonal
Reactivity Index
scores.

Narrative inquiry and
video stimulated recall
interview data.

Narrative inquiry and
video stimulated recall
interview data.

Analytical DSMRI coding,
deductive coding, item level
and subscale psychometrics.
andmultidimensional scaling
crosscaseanalysis

Analytical DSMRI coding anc
deductive codingcrosscase
analysis

Analytical DSMRI coding anc
deductivecoding crosscase
analysis
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Positionality Statement

Following Darwin Holme$(2020)recommendation for revealing social position
and accompanied biases ahead of conducting reséaeflected on my identities and
beliefs; detailed here. Since 2018 | studied empathy in educational spaces as part of my
masterds and doctoral studies resethea ch.
relationship between dispositional and literary empatlmat and other projects afforded
me many opportunities to examine positive aspects of empathy from constructivist, post
positivist, and pragmatic paradigmatic stances. Prior to and concurrent with my research,
| have employed empathy and empatélated constructs in my work as an educator.

Most recently, | grounded a shderm summer camp curriculum in SEL principles,
including empathy. It is important to note that most of my career in education is in out
of-school settings, suggesting | briag analogous but outside perspective to my future
participants. In summary, my researcher and educator identities find favor in etapath
abilities. This may be due, in part, to my seemnomic position, political views,

religion, race, and gender.

My family reared me in a politically liberal upper middisshouseholdn
ethnoracially diverse suburban metro Detroit, Michigan as a practicing Conservative
Jew. These early life experiences imparted beliefs, values, and virtues that elevated
empathy as a positive attribute, which | should embody, enact, and exude in af apec
my life. Moreover, my father and mother own and operate a chiropractic clinic in the city
of Detroit, where | learned about social and racial inequities at a young age. Tho
experiences and a shift in the cultural zeitgetsteraisingoft he countryoés

consciousness to social, political, racial, and religious inequity, antagonism, and®apathy
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became motivating factors for wanting to explore how empathy can paradoxically detract
from Black and Brown students and teachkhg.positionality as a White cisgender,
heterosexual male provides me privilege. Thus, | strive to identify and consider how race,
ethnicity, gender identity, age, religion, disability, national origin, and sexual orientation
inform and are informety the phenomena | study.

Married with my multiple overlapping role identities (e.g., student, researcher,
educator) | recognize the desire to explore and find ways to improve empathy for
teachers and students, who look like me and do not. Therefore, | continuallgahmsck
assumptions and biases as | condduoty research and perfoadanalysesin part, by
reviewing this statement.

Design

This study include three collection time points: (a) a praerview survey, (b)
narrative inquiry interview, and (c) a vidaetimulated recall interview. As detailed
above, the survey providémportant background information on the teacher, their
students, and their schodlhe semistructuredmterviews afforedme the opportunity to
develop a conversatiahrapportwi t h t he parti ci prehmtusd, tsoh i6fWeil
relationship between me and the participating teadssisiman, 2006)

The first 90minute interview folloved anarrative inquirydesign where
participants described past experiences in narrative form. Narrative ingaiprasinent
gualitative researctoolt hat centers on a participantds
interact with future events in a coordination of temporal, situational, ane amier
intrapersonal forceClandinin & Connelly, 1994; Dewey, 1938)hus, while

acknowledginghatthe interviews arelimited and biased tthe participant§onto-
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epistemological beliefs, the narrative constructed by the participantsl semlarify
salience, meaningaking, and possibly inform future actions.

This first interview includé three parts(a) life story, (b) detadd experiencevith
studentsand (c) reflection on the meanimgade during the intervie{Geidman, 2006)
Consequentlyl, askedthe participants about their experience becoming teachers and then
examing theiremotional experiences with studenigich triangulatd around lower
order teacher empathy dimensioh®wever, Inever name the construadirectly unless
stated by the participating teachdist. Finally, | askedhe participants to reflect and
find meaning in what they sharedou can find the narrative inquiry interview protocol
in AppendixB.

Next, the eachesrecorceda 183minute segment of a class sessidrere they
directly and meaningfully interacted with students (e.g., facilitating a classroom
discussion). This excluded during a test or lextuthenconduceda second 9@ninunte
video stimulated recalhterview that situatkthe participating teachers in their classroom
context to investigate which and how lowsder dimensions of teacher empathy emerge
within a naturalistic setting and their influenaeteachemactions, beliefs, emotions,
goals, and selbeliefs. The interviews occurrecbsn afte theparticipantsecorcedtheir
class sessigmwhichimproved the trustworthiness of this methfdyle, 2003) | watched
and familiarized myself with the recorded segment prior to the interview, but
intentionally bracketed that knowledge during the intervitls interviewalsoincluded
three parts: (a) understanding context, where the teagpiairedthe setting of the
recorded video segment; (b) participant directed video recall, where the teacher

explicatal their momentary actions, beliefs, decisions, and emotions; and (c) the final
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section mirroedthe first interview, where the teacher refembbn meaning made during
the interview. You can find the video stimulated recall interview protocol in App&hdix
Participants

| used conveniencgreswell & Creswell, 2018)nd purposefulPatton, 2015)
sampling methods to construct my diverse sample based on personal and contextual
characteristics that highlighted different control parameters that frame the teacher
empathy experience. Participants in this study weoendary teachers in a large, urban
school district in the northeast and acted as mentors in a teacher preparation program at a
local university. Staff at the universigpughtout the four teachers based on the
purposeful sample: teachers that (a) spans career stages (tidera#itd early versus
later career teachers) and (b) vary in their match and mismatch with their students
demographically, along demographic characteristics gathered in the survey. Specifically,
| aimed to recruit two teachers who are ethacally like their studnts and two teachers
who are ethngacially dissimilar to their students. This purposeful sampling of ethno
racial similarity and differences reflects a common dimension of interest in empathy
scholarship, due to the assumption that sharing group menbengacts empatic
experiences (i.e., parochial empatpgrspective divergencand social and
psychological distance).

| chose to investigate teacher empathy among secondary school teachers because |
anticipated secondary school teacher empathy to include perceived action possibilities
and ontological beliefs that differ from those in primary school teacher empathy, and to

involve higher empathic ovarousal and emotional exhaustion that are more likely to
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highlight the benefits and costs associated with teacher empathy that serve as the focus of
this study.

Like most of the United Statethie urban school district ithis studyis publicly
concerned with the social and emotional wellbeing of their studentiolmaitinclude
teacherdés soci al and e mot ((B@RPn2OA0)makengtheb ei ng i
teachers in this investigation somewhat representative of larger issues disctissed in
beginning of Chapter. However, this does not suggest that the findings from this study
are generalizable. On the contrary, each case study is distinct and unique. Mygjoal
develop principles and recommendations on how teacher empathy benefits but also
disadvantages teachers, students, and schools.
Analysis

DSMRI protocoldKaplan & Garner, 2022juided analysis of the qualitative
interviewand operended survegata, highlighting patterns that surfddeom the
participantsdéd salient identitiesd (a) cont
contents involve coding for the four interrelated identity components in the DSMRI:
ontological and epistemological beliefs, purposes and goalqeselptions and self
definitions, and perceived action possibilities. Structure caaddisate coherencer
tension between contents: harmony, distay, alignment, misalignmeridarmony
codesindicatea positive reciprocal relationship betwabe same roleelated factors
(e.g., two goals), while disharmony suggeashsion Alignment and misalignment cosle
specifya coherence and tension, respectivelgtweerdifferent rolerelated factorge.g.,
ontological beliefs and sefferceptions)Finally, analysis of processes codes represents

changes to content or structurepresentingdentity growth, regression, or stagnatibn.
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coded the interviews by capturing stories

assumed meaning unit, as stories and recounting social episodes are a powerful mode of
thinking and meaningnaking(Bruner, 1986; Harré & Moghaddam, 2003)

| inductively identified patterns to produce an analytical sumrfaargach
participant which retold and reconceived the qualitative data using DSMRI analytical
terminology. In addition, | deductively coded the interviews using a priori empathy
constructgpreviously documented in the second chaf#ey., perspective taking,
emotional contagion, empathic congesaeTable 2.}, which are recommended for
assessing empathy, rather than global medswyache et al., 2024)hus, | aligned
empathy constructs with the DSMRI analytical terminoldughlighting the various
ways empatétic constructs emerged as actions, beliefs, goalspsetieptions, or
combination therecofe.g., perspective taking action possibilities, empathic concern self
perceptions). Such alignment assisted in answering all three research questions and
highlighting how teacher empathy emerged from the teacher role identity, identification
of tensions ad alignments, and the role of context.

It is important to note that | coded discrete emotion labels at both the content and
structure levels as rolelated factors can have affective value and emotions often
emerge at the structural level, between-related factors. Specifically, a teacineay
feel positive when there is alignment between action possibilities, beliefs, goals, and self
perceptions. For example, teacher jubilation may occur when a teacher has a goal to
understand her students, takes their perspective, believes she was slierestiat she

is an empathetic teacher.
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Originally, I intended to foreground teacher emotions in examining teacher
empathy; however, the data did not support this approach. Doing so would have
prevented a holistic, authentic viewteicher empathy that highlighted emotions over
other relevant construct&ehlbach et al. (2022hade a similar assertion when
discussing their holistic orientation to exploring a social perspetetikieg intervention.

T h ey targetind condiructs that are too narrowly defined may risk developing
interventions whoseffectiveness are togasily drowned out by noisy, complex settings
(such as classrooms) itapact other outcomes of interest ( p .  BiBaRplan My
included developing codebook and deductively code the interviews using a priori
emotion labels (e.g., anxiety, joy, relief, sadness) from conslole theoryPekrun,

2006, 2019; Pekrun & Stephens, 20aa) then collapse the emotions along their

valence (pleasantness to unpleasantness) and arousal (activated to deactivated states)
(e.g., happiness = pleasaattivated emotion, sadness = unpleaskatctivated emotion)
(i.e., the circumplex model of affe®arrett & Russell, 1999; Linnenbrir&arcia et al.,
2016)

| analyzed the quantitative IRI scores to derive aggregate scores for each subscale
for each participant (i.e., meanores) usingRStudio (2021)This included reverse
coding specified items and averaging items to produce a score for each latent construct
represented by the respective subsdaiés method, which is paradigmatically
antitheticatlto the rolein-context approachemployed in this studyprovided important
i nsight i nt o-petcdived dismsitiorfalempmaty, teaeliwés not able to
capture without the tool.also conducted multidimensional scaling (MQUS)ng the raw

datato produce visual mapofe ach parti ci pating teacherds
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empathyto triangulatewith the qualitative interview dat@he choice to not reverse code
|l RI items | ed to examination of the itemb6s
construct.The visual mag represented item level proximit@stems that are close
together on the map have a stronger reldtibrr om whi ch parti ci pati ng
meaningmaking among the items can be interprégergey et al., 2019; Stalans, 1995)

| conducted MDS using SPSS Statis{(ii&M Corp, 2023)by plotting the 28 IRI
items, with the four subscales demarcated by color and connected by lines. The items
were transformed into nominal scales, then | usedfiiédimensional Scaling
(ALSCAL) function and measured distances using squared Euclidean distances with 100
maximum iterations. | determined model fit by reviewing the stress value. According to
Clarke (1993t r ess bel ow 0.05 indicated good fit
little chance of #fAmisunderstandingo the ma
and below 0.2 may not be reliabguided by Facetheory(Guttman & Greenbaum,
1998) | analyzed (a) the maps through visual inspection of the visual space of the latent
factorsi empathic concern, fantasy, personal distress, and perspectiveitakiddb)
grouping of items, which sugmkngoféhdlRbart i ci
items. Specifically, | attended to the visual space of the latent factors, which highlighted
relationships between constru@iaplan et al., 2009¥or example, latent factors that
were nested inside other latent factors suggested important relationships among the
lower-order dimensions captured within the IRI items and subs(iésgsan et al., 2009)
Additionally, the size of the visual space indicated scope of meamagow constructs
suggested narrow meaning and larger visual space indicated richer, broader meanings.

Next, | reviewed the grouping of items to suggest possible new factors understood by the
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participants and described the relationships among the @&ed relationship with the
latent constructée.g., circular, linear, orthogonal)summarized the interpretivist
anal ysis to pr oduc e -ppreceivdd empatisy basdéd oritiedRI t e ac h e
subscalesTo produce this analysisdescribedhe IRI item prompts through the lens of
the DSMRI, which characterized the IRl prompts role identity contents and structures.
See Table 3.2. Some item prompts were situated within a role identtyas a book
reader or friend, while most of the IRI items werecdatextualized, which is a limitation
of the tool in capturing situated empathy. Overall, there was variation in the content and
structures within each latent construct, yet general patgrggested that empathic
concern included ontological beliefs about others and personal distress documented more
selfperception in relation to others. The two cognitive empathy subscales included the
most role identities, where fantasy highlighted maatyon possibilities and self
perceptions, and perspective tasking emphasized action possibilities and implicit goals
associated with trying to | earn from other
included seHperceptions as the scale is selported.

The choice talescribehe IRI items usindpSMRI analytical terminologwand use
of raw dataaffordeda more accurate interpretation of the MDS visual naaqas
representation of role identity contents and structutrés through this process that |
efficiently and effectivelyntegraedand triangulagd the MDS interpretivist analysis
with the qualitative interview dathat | analyzed using DSMRI protocols improve
the trustworthiness and the rigor of this study, | performed member checking of the
interview data, which constituted an ongoing process throughout my ar{@lyessvell

& Creswell, 2018) After my final interview, linvited teachers to provide feedback on
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respective analyses, whermiroduced participating teachers to the aim of the study and
obtained their perspective, which served to provide additional data that informed my
analysig(Stake, 1995; Yin, 2018 hus, wher@ppropriate | integrated member checking
data into my overall interpretationsh@member checking protocol appearsAppendix
F. Additionally, I recruited an auditor independently review case summaries. The
auditor and | met to compare coding, perspectives, and update analyses.

Following initial analysis of the individual cases, | conducted ecase study
analysis, which explicated common patterns and themes across theCoase®n
themes emerged through iterative analysithefindividual cases and memoing, whiere
noted common language shared experiences. Following, | reviewed the cases for the
shared theme® producea finallist of themesl| used state space landscapes to visualize
commonthemeghat emerged from the qualitative dédaeach case, with the entire case
asthe unitof-analysis State space landscapes are conceptual models commonly used in
complex dynamic systems approaches that describe all possible states and patterns of the
system(Abraham et al., 1992; Heino et al., 202B¢havioral change in a landscape is
defined by valleys and hills, which represent conceptual potential energy required to
move in and out of a state/behaviwiallacher & Nowak, 2000)

A valley is deep and requires energy (i.e., more effort) to randechange a
state/behavid@ this is anattractorr.  An at t r act oirreducible lichieédetiton ed as
which all near by trajectories tend. Attrac
(Abraham et al., 1992, p. 13Zhallowvalleys are easier to overcome than deep valleys.
Hills, by contrast, may represent unstatepellerst at es, whi ch are Airr

from which all n e @Abrahgm dt al. a1p98,.t186)y i es depart o
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CHAPTER 4

CASE STUDY ANALYSES RESULTS

| conducted DSMRI and MD#iterpretivist analysis to produce four case studies
that captured teacher empathy. Each case includes a description of the teacher role
identity systerd the contents, structures, and proéessth a focus on teacher empathy.
| combined DSMRI contents withg@iori empathy constructs to explicate empadith
actions, beliefs, goals, and spHrceptions that emerged framflecting on the teacher
role identity.

| begn each case with a brief overview and a description of the context framing
the teacher role identily an approximation athe control parameters framing the
teacher sé e mp aNeRktd tlescabe th rpleidentity systensby
foregrounding a general profile of the teacher and emergent teacher efro@attons,
beliefs, goals, and sefferceptions. | thedepictthe quantitative datand MDS
interpretivist analysis to highlight teacher meaningking of the IRI survey items.
Finally, | conclude each case with a brief analytical summary. | end the chapter with a
crosscase analysis that highligtghared and unigue themes about empathy in the
participantsé teacher role identities.

Case Summary of Eric:
The Familiar and Emotionally Intelligent Teacher

Eric was an alum of and Spanish teacher at Atlantic Spear High School. A main

feature that characterized Eri cexeptompat hy

as alLatinx male who attended Atlantic Spear and his ontological beliefs about his
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students as sharing these characteristics. This alignment manifestettheetverlap
beliefs, which indicates a structural relationghip this case alignmeatbetween
teacher selperceptions and ontological beliefs about students-dBedfr overlap ishe
lower-order empathy dimension that describes perceived connectedness between the
0sel f & anAdonetal (19%Yisuadyrdepicted selbther overlap as two circles
in a Venn diagrad® greater overlap capturéedi gher perceptions of si
overall perceptions of setfther overlap or similarity with his students were aligned with
his ontological beliefs that he is familiar with, and therefore understood, their lived
experiences, and, in turn, withslgoals and action possibilities towards building
meaningful relationships, holding students accountable, and ensuring that they do not
waste their potential.
In addition to this central feature, Eric also demonstrated other forms of empathy
(e.g., cognitive empathy), with aligned ontological beliefs about the importance of
emotional intelligence, sefferceptions as emotionally intelligeghals to be
emotionally intelligentand action possibilities @mploying emotionally intelligedt
and thereby empatheficteacher moves.
These main features manifestadidg the interviewsn a process that integrated
many of Ericés role identities in his prof
salient and relevant role identitiesii [ p a st ] highesehool ¢ u mo o Aadul t
educator, 0 fcoll eague, 0 @ e mpad ofiyheieg, ho sficFhuol oblr
student, 06 Ailanguage | earner, 06 Aimasteroés gr

training program participant, 06 Atutor, o0 an
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TheContext Framing Ericbébs Teacher Role 1 den:

Eric was a seconglear Spanish teacher and alum of Atlantic Spear High School,
a public high school in an urban environment that received Federal Title | dollars.
Atlantic Spear had a military ethos with army informed guiding values and philosophies,
including duty, good citizenry, honor, leadership, patriotism, and respect. Generally, the
school reported positive student behaviors and acceptable attendance rates but scored
poorly in math and English language arts on the statewide asse$SDEnN2023h)An
overwhelming majority of the students graduated Atlantic Spear within four years, but
less than onthird of the students matriculated to college after graduéB&xiP, 2023h)

At the beginning of the academic year, Atlantic Spear had 320 enrolled students
across ninth through 12th gra(®&DP, 20233)which decreased annually since the
COVID-19 pandemi¢SDP, 2023h)Most of the student population identified as male
and Black/African American. The next most populous eftawial group was Hispanic,
then multiracial, White, and Asian Ig8DP, 2023a)Twelve percenof the students
were English language learners, and 37% had an individualized education plan, which
increased steadily since 20@8DP, 2023a, 2023blrull demographic information can be
found in Table 4.1.

Eric taught Spanish 1 for ninth grade native andmative speakers in a
classroom decorated with colorful world flags and Spanish vocabulary. Like the full
student body, the ninthrade student population was also majadgntifying as male
and Black/African AmericanCompared to the whole schagtlident population, larger
percentage of the ninth grade students had individualized education plangs(83%),

while a smaller percentage were labeled English language learnevs.(92%86).
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Ericdos Role I dentity System
Er i c épserceptiens &nd setfefinitions included being Puerto Rican, male,
gay, and Christian. His past role identities as a peer andFulbright Scholar, in which
he taught English in Andorra, reflected positive emotions indicative of role identity
alignmentsFor example, alignment between ontological belief that someone needed and
sought his help, hiavailable action possibilities to help them, and his implicit purpose
and goals in teaching: @Al just iaforiveipy s got
and | got to teach themé, o A[l enjoyed
helping students] understand something that was difficult for them before, it was just
such a nice feeling. o
At the time of the study, Eric was in his second year at Atlantic Spear High
School. He held a sefferception that he grew as a teacher from the first to second year,
as indicated by his ontological beliefs and-gafceptions that these two years wezgyv
different, with the first involving role identity tensions and the second reflected more role
identity alignment: fAl started here at [ At
there was a lot of growth. And the second year is nightanddaynpar ed t o | ast
In thesecondnterview, Eric focused on one of his classes, his fourth period

honors Spanish class, on which he had the ontological belief that its student body was

ethnically Afairly diverse. 06 He said, AThe
Dominican, Asian, Jama@aian descent , African Americans.
He al so believed that his students were ve

eager , 0 Athey say whatdéds on their mind, 0 a

opi nion about whatever éo
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A

As a teacher, an implicit goal of Erico

what he taught his students. An action possibility aligned with this goal was making the

utility explicit to his student seasy.ifl f you
you |l earn Spani sh, l'talian wil!/ be really
action possibilities aligned with his onto

ot her | anguages, 0 and, furt ergdaytfer e, t hat S

[I had] a whole unit on ordering food at thap®® store in Spanish, and

[ my students] know how to order a chees

something that they literally do right then and there. Right after school,

just go and do thaté. And they're al way

food for free or gea discount.

Eric believed his students require a lot of structure (e.g., setting expectations/
predictable routines) which was in harmony with his belief that structures support his
classroom management of poor behavior. These beliefs were aligned with several goals
and action possibilities that he employed to create predictable classroom structures and
routines: (a) a point system for being on task, (b) a sticker system for behavioral
improvements, and (c) a traffic light system for directing student behavior. Tilite poi
system action possibility included a grid with a possible 20 points that a student can gain
or lose (5 = assigned seats, 5 = participation, 5 = being on task, 5 = good behavior). By
contrast, the sticker system was fmdtd,bdsye
get a sticker at the end of the day, if you were better today than you were yesterday, or if
you just behaved well .0 This action possib

beliefs associated with pyreeenthoddawhmgarepr ai s e .

struggling to get themselves together still get some form of praise and they fight for them

8 A papi store is synonymous with bodega, corner store, and convenience store
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stickeré. © Finally, he described t hethetralesantf i ¢ | i
goal to telegraph clear behavioral expectations. He said,
I f itds red, it is | aptops are closed a
weodre not talking. Yellow i s, I have yo
have your laptop open, that's what we get if we're going over work, for
example. And then green is yowndalk responsibly, not shouting across
the classroom but you can talk.
Il n gener al, E rpossildlises, igaala, ortiologicgl beliafst andself
perceptions demonstrated care for his studsotsal wellbeing and academic outcomes,
but it was largely teachaenteredand teacher controlled. Related to academic
outcomes, Eric said during the member checking interview that he also had a goal to not
lower his standardst when it comes to academic stuff,
hol di ng you t Bowsgveruthis teaahdr ®la identdylanddtdteacher
empathy manifestations weealigned with ontological beliefs and spHrceptions that he
and his students shared demographic group membership.
Aligned SelfOther Overlap Beliefs
Eric believed havassimilar to his students anthereforethat heunderstood
their lived experiences and cultural backgrouFeseself-other overlap beliefs
emerged from al i pntotogicalb ebée eWwesemabBuitc®s s stu
backgrounds and his sgierceptions as an alum of Atlantic Spear asdLatino. For
example, he noted that growing up in the same location provided him with affasdfance

the classroom that other teachers did not hideesaid,

| think also a big part of@ just being from [the same cityfim not going
to lie, | feel like just also mbeing from here, | went to this schpbhave

" Eric perceivedhe stickesto becool. He saidiiHonestly, yeah, actually | try to... They're not just little
starsoranything i ke t hat . I give fun stickers, and they're
81 use fAbeliefsd to hotertolerlag between bditliefs (he, sajperoeptiens)o f s e | f
and ontological beliefs.
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so much in common with them and it works. | know how is it that they

play around. | know how is it that they act and whater juist familiar

with this and | know what the teachers are like that they'veSwad.feel

like that plays a big part...
In addition, healso believed that this similarityas also meaningful to the students, that
they perceive him more positively because of that. For exampsajdh¢hat that when
ss udents | earn that he is an Atl antic Spear
i n a g oQrdhatwid gtinxstudents liké that his family is from Puerto Rico and
they fAare happy etacd htea e oaneldiogipalyibed t hey ca
with. Bebel i eved that Latinx studentsdé percept
to him betterfiThey find someone that they feel comfortable with because we have
shared cultural experiencefuringthe member checking interview, Eeaborated on
his beliefs regardingis and hisstudentshared cultural knowledge and ethnicityj] u s t
having those ways to connect with them just makes things a lot easier, and they get so
excited when they hear it. o

Eri co6s piongohselfothar averlap beliefs with his studemterein
alignmentwith hisgoals and high selferceived efficacy diaking their perspective.

Specifically,he believed that he could easily understand students with whom he shared

ethnicgroup membership and culture. Eric said,

| 6ve |ived this ptheshqedétsletteRndevenso 1t 06s | u
better i f they gr egvetupwhlLearte nyoo u O rted sc g nuisr
from. I f they tell me somethingbs it |i

His digned ontological beliefs and segierceptions about his shared lived

experiences and cultural familiarity with his students were alignedonitiiogical

9 Self-other overlap exists on a continuum from high perceptions of overlap (i.e., similar/familiar) to low
perceptions of overlap (i.e., dissimilar/unfamiliar).
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beliefsandself-perceived efficacy o bui I d r el at i on dteimpre wi t h
things we have in common, the more things
that relationship 0
Il n Er i c 6s odespecificingtanaef@ meaoirigful relationshjjne held
a seltother overlap belief that he and one student were sirbgst exemplified when he
stated | just saw a lot of her and a lot of mélis high perception of selfther overlap
was aligned witthigh selfperceivedefficacy that she was easy to understand. lite sa
there was never a situation where | hadetly put myself in her shoes or
at least | didndét find the need to do s
myself in her shoes would be no different thangu&he was just very
easy to understand just because she reminded me so much of myself, so it
was like everything was just immediate.
His high perceptions of setfther overlap were also alignadth a goal and action
possibilities to not let the student squander potential opporturiibegxample, he
pursued this goal by the action possibility of encouraging her to attend college, relying on
ontological beliefs about the reasons that might prevent her and entice her, including
findings a social group of likeminded people and friehtissaid,
she was so, so bright and | would tell her because shé tidnbeing in
high school and she just didn't | ike be
sure whether or not she wanted to go to college, and | wasn't trying to be
one of those teachers where it was like, oh, you have to go to college, but |
wasinhec a s e, | was just, 61 feel l i ke you
like you would thrive. The way you act and see things and whatever, the
people that you will find at these colleges and unitiessare your type of
people, the type of people that you have been wishing that you would meet
and make friends with. You wil/ find th

This student unenrolled at Atlantic Spear. This caused Eric to feel digteessmpathy

based stressyvhich was associated with his ontological belief that she may have wasted
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her potential, whichivasaligned with his ontological beliefs that the reasons are her
internal struggle. He said,

| 6m j ust wor &dive ldarnindnandthersclaece, that she

wonodét give school another chance, and t
potential when she has so mudim lafraid that her fears and her demons

will win and prevent her fréMWasprogressi
it a virtual ? So, sheds at scdnmool, but

just really hoping that she moves forward.
It is important to note that while recalling this experience, Eric referred to his distress in
the present tense, suggesting that this emotion emerged within his current role identity
whil e sharing this experi enc eentficatiohwitme. Her
the student and the tensions between his ontological beliefs about her and his goals for
her, elicited negative emotions, highlighting the dotdzlged nature of teacher empathy.
Misaligned SelfOther Overlap Beliefs

While generallyEric believed that he was similar to his studeinésalsoindicated

his experience afiot alwaysheinga bl e t o t ake hi Jhasighisdent sdé p

ont ol ogi cal beliefs that some tehimumekrent so | i

misaligned with his selperceptions that hie unlikesome ofis studentsThese

instances olow perception of selbther overlap were associated wstif-perceived

inability to engage iperspective taking action possibiliti¢or example, Eric sa of a

Abright o male student who publicly insulte
heds difficult to understand. | still d
and | feel l i ke 1t 6foomwhatl cahimagme.e compl i c
el r eadkhoywatidhnavendét been able to really
acts the way he does or be able to understand, put myself in his shoes.

Similarly, he shared a story ofdisraspesttulher st

student. o I n this instance, I{perdegtignsthat ol e i d
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the studentodés very difficult | ife experien

perspective, which lowered his sekrceived ability to set goals and act. Eric said that

his princiopal informed him that fishse [ had]
having, fAtalked about seeing someone get s
really blas® |ike it was matter of fact. o
t hat happens in our student | i vefsofthe Thi s t

student, his goal to take the student perspective, and higesetiptions that he cannot
understand this student | ed him to powerfu
if I don't see their shoes?o0
Alignment Between Emotional Intelligence Ontological Beliefs aRérspective Taking
Action Possibilities
Eric believed that emotional intelligence was associated with perspective taking
action possibilities, which allowed him to understand his students and make emotionally
intelligent informed actions and decisioAglditionally, his beliefs about emotional
intelligence included also the assumption that emotionally intelligent people simply know
what others feel without the need to interact with them or hear their explicit perspective.
He said,
being able to put yourself in someone e
emotionally intelligent, you understand that different people have different
emotional needs, and being able to know and understand that, and know
those needs without having to really ask them

His beliefs about emotional intelligence involved deeplsetiwledge, possibly

identification, and possibly comparison between oneself and the other. He stated,

when you put yourself in someone el seos
understand It 6 s one thing knowing what someonc¢
situati on. ltés also i mportant for you
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thatsituation. Treat others as you would want to be treatésdthié same
thing.So,whery ou' re abl e to put yourself in so
think how they would think, but also thinking how would you feel in this
situation? You are able to have better judgment for how you react to
certain situations and how you treat people.
Eri cépsersceelifved ability to take someoneds pe
perception that this ability emerged during his adolescence while reflecting on social
interacti s epidengai et ol othersd shoes i s]
since late adolescence, probably around my first time going to callege.
While reflecting on his past role as participant in a teacher preparation program,
Eric highlighted a selperceived value of learning about the concept of emotional
i nt el | i ge halselearnedea losnaore@hamétionali nt el | i genceé, 0 \
he was still integrating into his teacher role identity and reflecting upon. Referring to his
own growth and learning as a teacher, he said,
thereds the reward you get from seeing
whatever, and just the impact you have on them. But that also does impart
so much growth to you as well, and just so much that you learn in terms of
emotional intelligenceclassroom management skills, being able to learn
more about yourself in terms of what is it that §rewilling to tolerate
and not tolerate.
While reflecting on his teacher role identity, he believed that emotionally

intelligent school practices (i.e.,-@scalation) informed his action possibilities (i.e., to

not scold studentslror example, he recalled an instance in which one teacher struggled

to manage her c¢class and it erdapattiend i nt o Ac
possibility in which he Apulled out three
studentsdé characteristics, needs, and want

authoritative figure, but just listened, thus deescalating. This configurdtimetiefs,
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goals, and actions that led to successfutsigalation, Eric attributed to his spkrceived
emotional intelligence. He said,
They need a calming voice, someone to just deescalate the situation, and
also, | know them. s just like they won't react to that either. Theyd@on
want an authority figure. They want someone to listen to them, and | was
able to really help and deescalate the situation and just get them to
understand, but you have to be able to have that emotional intelligence to
do that.
In part,Eric believed that his successful enactment of his emotional intelligence was
associated with his beliefs that his students know thaates for them. This seemed to

reflect a sense of role identity alignment among his bebefsls, and selperceptions,

manifesting in positive emotionsetsaidfitr hey know t hat | care, an
say it. That means so much to me. | 6ve hea
glad that they know that because | do care

SeltPerceivedDispositional Empathy Using Quantitative Data

Quantitative data suggested a meaningfu
of his perspective taking and empathic concern. His responses on the IRl empathy scale
suggested that hgelf-perceivechighest lowetorder dimension of empathy was
perspective taking = 4.14; cognitive dimension), followed by empathic concti(
4.00; affective dimension), fantadyl € 2.71; cognitive dimension), and lastly, personal
distress Il = 2.14, affective dimensionf. hes e scores i ndoriemtead e t hat
lower-order forms (i.e., perspective taking and empathic concern) of hiseselived
dispositional empathy were greater than forms of empathy that characterize egoistic and
selfprotective action possibilities (i.e., fantasy and personal distress).

The MDS plot (Stress = .004; Figure 4.1) illuminated centraliy complete

overlap between perspective taking and fantasy that occupied large portions of the visual
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space. The empathic concern construct occupied a smaller portion of the plot and did not
overlap with the personal distress latent construct, which represesieghlex shape
implyingnar r ow meaning. Additionally, Ericds
factors (Table 4.2) of meanimmgptured in a circumplex along a continuum of-self
perceived low to high efficacy during the action possibility of perspective taking, which
was orthogonal to an otherientation of his perspective taking to an egoisit s
orientation or no perspective takiriéactor 18 in the no/seHorientation and self
perceived low efficacy regi@represente@ r i ¢ 6 s ofhselfgperdeived low
efficacy and apathy that was associated with ontological beliefs about events and people
in distressing situationgactor 2generally characterized sqiérceivedow efficacy of
transportation into a stothat was otheoriented. OverallFactor 3 in the opposite
region of Factor & characterized alignment of sglérceived compassion and gyathy
toward others in alignment with the action possibility of othéented perspective
taking. Similarly,Factor 4captured otheoriented perspective taking. Bpntrast,
Factor 5 characterized selferceived high efficacy during selfiented perspective
taking.

MDS analysis suggested thhe perspective takingonstruct was related and
associated with all five factors. Empathic concern was only associated with the Factors

generally
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Table42. Eri cb6s I nterpersonal Reactivity I ndex

Factors
Factor Item ltem Prompt
1 Perspective Taking 1 | sometimes find itlifficult to see things from the "other
guy's"” point of view.
Fantasy 6 After seeing a play or movie, | have felt as though | were «

of the characters.

Empathic Concern 2 Sometimes | don't feel sorry for other people when they a
havingproblems.

Empathic Concern 4 Other people's misfortunes do not usually disturb me a gr
deal.

Empathic Concern 5 When | see someone being treated unfairly, | sometimes
feel very much pity for them.

Personal Distress 2 | sometimes feel helpless when | am in the middle of a ve
emotional situation.

Personal Distress 6 | tend to lose control during emergencies.

Personal Distress 7 When | see someone who badly needs help in an emerge

| go to pieces.
2 Perspective Taking 4 If I'm surel'm right about something, | don't waste much til

listening to other people's arguments.

Fantasy 2 | really get involved with the feelings of the characters in ¢
novel.

Fantasy 3 | am usually objective when | watch a movie or play, and
don'toften get completely caught up in it.

Fantasy 5 When | watch a good movie, | can very easily put myself i
the place of a leading character.

Fantasy 7 When | am reading an interesting story or novel, | imagine
how | would feel if the events in the story were happening
me.

Personal Distress 1 In emergency situations, | feel apprehensive aral-#ase.

Personal Distress 3 When | see someone get hurt, | tend to remain calm.

3 Perspective Taking € When I'm upset at someone, | usually trygat myself in his

shoes" for a while.

Perspective Taking 7 Before criticizing somebody, | try to imagine how | would
feel if I were in their place.

Fantasy 4 Becoming extremely involved in a good book or movie is
somewhat rare for me.

Empathic Concern 1 | often have tender, concerned feelings for people less
fortunate than me.
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Table 4.2. ¢ontinued)

Factor Item ltem Prompt

Empathic Concern 6 | am often quite touched by things that | see happen.
Empathic Concern 7 | would describe myself as a pretty sbarted person.
Personal Distress 4 Being in a tense emotional situation scares me.

Personal Distress 5 | am usually pretty effective in dealing with emergencies.

4 Perspective Taking & | sometimes try tainderstand my friends better by imaginir
how things look from their perspective.
Empathic Concern 3 When | see someone being taken advantage of, | feel kin
protective toward them.
5 Perspective Taking z | try to look at everybody's side ofdésagreement before |
make a decision.
Perspective Taking £ | believe that there are two sides to every question and try
look at them both.
Fantasy 1 | daydream and fantasize, with some regularity, about thir
that might happen to me.
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characterizing selperceived compassion, or lack thereof. Similarly, personal distress
was also related to Factors that highlighted-getteived sympathy, compassion, and
apathy that were aligned and misaligned with ontological beliefs about people in
distressing circumstances and traumatic settings.
Case Synthesis for Eric: High Perceptions of Sefdther Overlap and Emotional
Intelligence

Eric taught Spanish at his former high school, which he believed gave him insight
i nt o his sxpearidneas tinsl Gulturei Spexitically, his high perception of self
other overlapwith his students aligned with his belief that matching his students
ethnically or socioculturally afforded him unique and deep personal, social, and
pedagogical insight into their needs even without asking them, and he felt comfortable
making assumptiorsbout his student3his selfother overlapoverall,characterized
Eri co6s t e akEribbelireveathaphssthighyempathetic ability is based on his
emotional intelligene, which he selperceived to have developed early on in life. While
reflecting on his preservice teacher role identity, Eric noted that emotional intelligence
was an important aspect of his education, which he integrated into his teacher role
identity. A i gnment between emoti onal intelligenc
perspective and his sgderception as a kind and caring teacher led to the emergence of
action possibilities to build meaningful teactstudent relationships. However, for the
students with whom he felt no shared group membership or understanding, he was unable
to take their perspective.

Quantitative MDS analysis suggestedh at  E 4perceided lovsefitaty

during perspective taking was in disharmony with-pelfceived apathy and disregard,
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which was in alignment with ontological beliefs about people in distressing situations and
concerning events. This mirrors DSMRI anal
self-other overlap for students who experienced trauma (e.g., withessiogtanghwere
associated witelf-perceived inability to engage perspective taking action
possibilities However, MDS analysis also captured the inversepstfeived high
efficacy during perspective taking was in harmony with-getceived compassio
sympathy, and care for others, and ontological beliefs abouémengency situations.
Taken together with t kperce@&Mad his parspactive tmking , Er
abilities (high versus low efficacy) were interrelated with his ontolodfiel¢fs about
others (traumatic versus ndraumatic circumstances) and spérceived compassion
versus apathy.

Il n summary, E r | walcharacteriaed by seafferceivegd ldgh h y
emotional intelligence and by his beliefs about high-slér overlap with his students
and that he understood their perspective and their unique points of view. This manifested
in a coherent sense of role identityat aligned these ontological beliefs and-self
perceptions with beliefs about the importance of perspective taking and empathic
concern, selperceptions as caring, empathy goals, and action possibilities that included
employing emotionally intelligent practices like-dscalation, responding to students,
and perspective takingdlowever, Eric experienced ralentity tensions when this
aligned configuration was not able to address students witimwkalid not perceive

high seltother overlap.
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Case Summary of Marcia:
The Changing andDissimilar Teacher

Marcia was a veteraeacher, but new to Atlantic Spear. In contrast to Eric,
Marcia believed herself to be dissimilar to her students. Hepsedeptions as an
African American woman from the Southern Unitsthtes wasmisaligned with her
ont ol ogi cal beliefs about her studentsé cu
characterized her teacher empathy and emerged as low perceptionstifesediverlap;
indicating distance bet ween lllwpeseptiohsoand he
self-other overlap beliefs wereighed with action possibilities to not make presumptions
about her students. Marica also exhibited other forms of teacher empathy, like cognitive
empathy, which were aligned with action po
needs.

Salientrole identitieghat manifesteduring the interview includedi [ pa st ]
teacher, 0 Ael ementary school teacher, 0 Ami

imentee teacher, o Aadul t educator, 0 Avol un

—

eacher ;loeafrsneirnvgi cpeoi nt tea@henf or mMathonol cl

—

echnol ogy network technician, 06 Auniversi:t

Achurch goer, 06 and fAmother. o

ContextFr ami ng Marci abs Teacher Role I dentity
Marcia was an English for Speakers of Other Languages (ESOL) teacher at

Atlantic Spear High School, where Eric also taught. ESOL classes provide English

language instructionfornemat i ve Engl i sh speakers. Li ke E

colorful worldflags over head and the walls adorned with posters, classroom norms and
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procedures that Marcia created (Figure

horseshoe desk was a small refrigerator where she kept snacks for her students.
Marcia taughtlOthgrade English language artes$and al2thgrade capstone

class. Hed Othgrade class included a diverse set of learners, including students who met

English language proficiency benchmarks and students with individualized education

plans. Like the school, most of théthgrade and 2thgrade students identified as male

and Black/African American. 38% of t®thgrade class had an individualized

education plan, compared to only 19% of the twelitade clas§SDP, 2023a)Similarly,

13% of10thgraders were categorized as English language learners and only 12&b of

grade(SDP, 2023a)Full demographic information for Atlantic Spear can be found in

Table 4.1

Classtoom Norms
xNo profonity!

% No mocking o taunting!
wlo Food or drink!

¥ o shoutin t

4 .

Figure42Post ers on Marciads Classroom Walls
Norms
Marci ads Role |l dentity System

Marcia selfidentified as an AfricasAmerican woman whtaught k12 education

for the last decad@rimarily in asuburban middle school the Southern United States

2

D c

She held selperceptiosas fian ent husi ansotnisce,n ssek itrhayasc hbear sbe

90



Ahave a | ittdmrdtlar hfwasll a ydbdeonmi ry, and f ul
She also enjoyed interacting with her stud
had a selperception that she had a welanaged classroamlai a big fan of classroom
managemeét! dondét have a | ot of behavior probl
processes and procedures, and | go over those at the beginning of the schimol year.

She held an ontol ogi cal belief that, AT

to your st udent spercepti@hhat her buscess Wwas tegendent enehér f

studens uccess. She said about her student s,
if youbre not successful, that means | 6m n
progress is how I value myself. o0

Marcia also held a sefferception that she was the authority figure in the
classroom, i .e., t hepefteptibnwas misaligned withker r o o m.
ont ol ogi cal bel i ef sthathHealsd hadhawithoritgihthed e nt s 6 be

classroomFor example, she had a student who wanted to be treated like an adult. Marcia

explained, AShe wanted to be an adult. No.
and thatés me. Thereds only one person tha
gong to follow the rules, period. o6 She al so
what takes place in our c¢classroom, good an

Misaligned Self-Other Overlap Beliefs
Marcial® had bw perceptions of selfther overlapeliefs that emergefiom
misalignment betweelner cultural self-perceptions and her ontological beliefs about her

studenté backfylr owaldk in this knowing the huge

10 James Marcia is the eponym fdarciad pseudonyntue to her identity processes and moratorium
identity status.
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experience and teaching h&heseselibtherbverlayy st ude
beliefs were misaligned with action possibilities, implicit goals, andpsetieptions to
make meaningf ul connéctanaonsawi thahet het ocda
had is making that deep connection like | made back in [the South] with my students here
[at Atlantic Spedr A lot of that is culturab Additionally, her low seHother overlap
beliefs were related with her teacher gumfceptions. Heself-percetion that she wais
her -Yiearsteaching againo in an unfamiliar
herveteran teacher status sp#rception:
this is my second year [ at Atl antic Spe
myself into a veteran by any medrecause teaching is very much
continuously learning. And last year when | came, | told everyorees
indeed a firstyear teacher agalvecause everything that | knew about
teaching was wiped away completely when | came léefighe culture
was different. Of course, the district, the school, everything, the city. So, |
still feel like I'm a new teacher in that respect.
She also said,
| am an experienced teacher. You know what $aying™However, where
| had to grow since | 6ve been here thes

cultural awarenessn what this looks like, and then being able to
successfully find strategies to include and to be successful among that.

And in that respect,am still a baby teacher because thereds a | c
this cultural aspect that my students have yet to teachanhé am still
learning.

Her A b a b yelfpgeeptomiedicaied changdo her teacher role identity in

response to herew social and culturalontextat Atlantic SpeaRelatedly, Marcia also
acknowledged that student poverty and trauma were foreign and new cofcegdtsa t

| 6ve come to | earn is that there are even
[Atlantic Spear] to [the SouthandA Tum® | di dnét have to reall

understand the impact thashumaand what that even looks li&ed
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During themember checkingterview, Marcia delineated herself from Eric
through an ontological belief that he had deep cultural knowledge of this students, which
wasadvantageous, and affirmed her g@fception that she is dissimilar to her students.
She de&ird,c]icame from the school. He was a
means i s he's closer to the students cul tu
Alignment with Action Possibilities to Not Make Assumptions about
Student sdé Li vAldi gxkegdke rwietnilc eMar ci aother | ow per c
overlap beliefs were action possibilities to not make assumptions about her Atlantic Spear
studentsé |ived experiences, perspectives,
struggl es toluegyhd v €Y olue edro ntéhhr know what t heyor
classroom. éIl candét assume¢éo
This action possibility to not make assumptidieselopedn response to herew
social contextln one instance, a student challenged her assumptions about meritocracy
and her ontological beliefs about studentsich was associated action possibilities as a
teacheto not make assumptionShe said,
One of my seniors did his senior project on a condition called meritocracy.
And meritocracy is the assumption that hard work equals success. If we all
just work hard, because youbve heard th
doing it, just work harder. Wheas this student challenged that in saying
thatifwedo® take i nto account a studentds b
teachers woul doéve probably kitltwn it . |
me right in the heart because | needed to now practieeitell, his
assertonwawwhen a student comes into your cl &
their home life
I n anot her e x apemrdptons thitder stidents do net shiaré her

experiences aligned with action possibilities to review an analogy using the Baskin

Robbins ice cream company. She realized that her students were unfamiliar with Baskin
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Robbins and thus she had to el aborate. She

have had a thregcoop ice cream cone in order to make this analogy something for them.

€So, at the very least, if theyzehavteend t ex
Overal |l , -dther averlap daiefsspmindted identity change and action

possibilities to not presume her studentsao

Marcia was attunedtohert udent sé6 i nternal states (e.g.

she demonstrated through cognitive empathy actions and beliefs.
Cognitive EmpathyAction Possibilities andOntological Beliefs

Whil e Marcia did not make assumptions a
she was sensitive to thaiocial, emotional, and physical negiBis social awareness of
her students is a hallmark of cognitive empathy, which manifested as ontological beliefs
about her students and action possibilities (e.g., adapting praxis in response to social and
contextual factors). For exampMarciad sognitive empathyction possibilities to learn
about her studestd b a ¢ wegealigned vdthontological beliefs tht empathy aids
her relationship development with students and&i€eptions about her efficacy to
connect with students S h e s a iendpathyfihatalidves me to eohnedth the
p e r s o n .understénding thairebackground that allows me to either have same or
similar or comparable experienags.

Marciadbs cognitive empathy ontol ogical
adaptations to her practicesh e A h a d [He®p raadg tuiscte ,iocn whi ch al s
further identity changdexamples of new classroom action possibilities included (a)
social and emotional chedks, (b) catered snacks, and (c) gamification of her class

following the COVID-19 pandemic. For instance, Marcia held a cognitive empathy
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ontological belief that her Atlantic Spear students enter class in a variety of emotional
states, compared to her Southern students who did not:
One of the cultural differences that | found between [this city] and [the
South] was the kids here come into cl as
[Atlantic Spear students are] not able to turn off their emotions connected
to where they ake
This belief that her students experienced the carryover affective phendnehere a
person fAcarrieso their ednwasalignadswitifan action one ¢
possibilityand goato check in with her clasand selfperception that the action was
necessaryShe call ed this strategy a Atemperatur
€ what had happened before | made this change was, | would not
acknowledge that, and | would go into instruction, and then | will be
hitting brick walls. ...so, it wasno6t u
lot of thought and action to the beginninftlee class. ...I see a need there
where my students need to express themselves.
Her Atemperature checko acontdlagical belefehati bi | ity
positive emotions improve instructiofif everyone is feeling good in the classroom, then
it just makes instruction that much betber.
Marcia also adapted her teaching practices to her new context by supying

students with snacks. This action possibiigs aligned with hezognitive empathy

ontological belief that snacks energize students. Sheféald, have the snacks

come in, they get their snaclkan,d ttheydre ea
snacking. And so, by the time | get ready
aliveo

Related to the COVIEL9 pandemic, Marcibheld ontological beliefs thairtual
instructonrnegati vely affected her:fisstaedrasthes 86 mat u

light of day this year was the effects of jendemicon  our ki, @asnédoniat ur i t vy
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now, | have students that are véaissezfaire about skill development, about
instructionoMa r c¢ ¢ognidive empathy ontological beliedbout the influence of the
pandemic on students was aligned with employing novel gamification action possibilities
to enhance studeehgagement

€ gamifying it for them really brought in the engagement. And | saw the

difference, because one day | had the passage, and the next day, | had the

monster quiz. And the difference, it was just like you could not make a

mistake on knowing which one they pnefe

Marcia also hadreother action possibilities aligned witbhgnitive empathy
ontological beliefsto accommodastudents based on their varioveeds

| have to gi \avedo uhderstanadhow ig thigltng got

of studentsn my classroom, howm | going to meet all of their needs

based upon what | know that they need?
However, this was in tension with her spérception that she still held students
accountable. She saill,t eacher | ove is holding [student
ABecause if | dondét hold you accountabl e,

Aligned cognitive empathy beliefs and action possibilities led to adaptive
classroom strategies that, overall, were unique to the Atlantic Spear context, compared to
her Southern context. However, her new context also promoted maladaptive forms of
empathyassociated with distress.
Empathy-Based Stress SeRerceptions

Marcia held ontological beliefs that cognitive empathy afforded her the
opportunity to learn about her students and respond to their needs. However, this
affordance was in tension with her spHrception thaaffectively empathizing with

students can be emotionally costlgalled empathpased stres®kauvola et al., 2019)

She said, fil do hold onto [the heaviness o
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shoul dél dondédt make it my own, but | do em
continued,
Do Il internalize their situations? Probably. No doubt that | do. I try not to
let itd | try to keep a balance on it in terms of keeping my life positive,
doing my extracurriculars in my personal life and things like that. Going
to the arts. Thatodos the one thing | <can
here with the arts, the musicandthé ay s . |l 6ve never done s
artistic things in my life. Love it. Does it weigh on me? Yes. But | try to
find balance. | try.
Here, she highlighted alignment with emotion regulation action possibilities and goal to
stay Apositiveo dasadsstredsesheiexperiented tomeeacpirgt h y

Relatedly, be noted an ontological belief that empathy must be managed but that

empathy is also a necessity feaching

| think it has to be managed, okay. Yes
teach without it, but there is such a thing as too much empathy. And so,

you have to manage it. You have to be aware ofwhenu 6 r e i nternal i zi
a studentodés circumstance or plight or e

Marcia elaborated on these beliefs during the member checking interview. She

shared an ontological belief that maladaptive forms of teacher empathy are associated

with relaxing standards, reducielngpartihgiozri,n gad
withst udents she said, Alt can really hurt o
al so said, fAitdéds very harmful for students
how we can overdo it by relaxing,kstAsonwdear ds
empathizing isédoing for the students the

themsel ves. O
Marcia heldanalignedgoalto not coddle her studentsction possibilityto hold
her students to a high standard, aattperceptiorthat she does not ovempathize.

This seltperception was aligned with an ontological betief students may think she is
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abadteaché¢he said, fABut when | have to choose
the favorite teacher in the building, or do | want my kids strong intellectually and
academically, I wi || al ways choose that. A
asosad, fASo what happensclasssaanditheyestil havditkay c o me |
pattern of being told how to think and what to do, literally,Br@m not t hat t eac
eAnd they're |i ke, O6What?d So t hsamply makes m
answer their question. o
Self-Perceived Dispositional EmpathyUsing Quantitative Data

Regarding her | R-perceivedhighesdowerbtderdicnengidss s el f
of empathywere perspective taking/(= 4.43; cognitive dimension) and empathic
concern M = 4.43; affective dimension), then fantady € 4; cognitive dimension), and
she scored very low on personal distréds=(1.71; affective dimensionl.ike Eric,
Marci ads scores for empathy i-orientedformoofi se t o
empathy. However, she still scored high on the fantasy construct, which may be
associaté with her love of fiction and language. It is important to note to wide range
between her two affective forms of empathy: empathic concern and personal distress.
This may illuminate her concern and care for her students with less concern for herself.

The MDS plot (Stress =0®; Figure 4.3) highlighed breadth ofempathic
concern and fantagcross all regions of the visual spaatich slightly overlappedy
contrast, perspective taking and personal distress overlapped and occupied a thin portion
of the plot in simplex shapes.

Mar ci ads gr oupi ng ivedersand factors bf eneasifffableg ge st e

4.3)thaP like Ericd were in a circumplex along two orthogomi@nensions: otherto
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self-orientation and selperceived high efficacy during perspective taking to-self
perceived low efficacy-actors 1 and2 characterizedverall selfperceived high efficacy
during perspective taking and spkrceived compassion and sympathy. Opposite Factors
1 and 2 wag-actor 4, which depicted seljperceived low efficacy during perspective
taking and apathy that was associated with ontological beliefs about people in distressing
situationsFactors 3and5, which only included one item each, charactlithe action
possibility of fantasizing and the sgdérception of sofheartedness, respectively.

Generally, all latent constructs were associated with each Factor in a simplex
shape. The circumplex representing the Factors emerged from the position Factors 3 and
5 in the plot, which had one item, each. T
negdiation between herself (satfriented) and her students (ottwerented).
Case Synthesis for MarciaLow Perceptions of SeHOther Overlap

Marcia was a new ESOL teacher at Atlantic Spear. Moving to Atlantic Spear from
her suburban Southern United States context led changes in her identity system.
Particularly, manifesting from her new social, contextual control parameters were action
possibil t i es to not make assumptions about her
perceptions of selbther overlap beliefs, suggesting that she did not perceive herself as
like her students. Yet, while she did not perceive cultural similarity with her students, she
did share a racial minority identity with them.
Maricads cognitive empathy ontol ogical bel
aligned with pedagogical action possibilites support her studentséb

Marcia also had aelf-perception that she held students accountable and was the
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authority figure in heclassroom. These sgderceptions were associated with her goal
for student success, which evidenced her own.

Her MDS analysis suggested that perspective taking and personal distress were
closely related, which were subsumed in the empathic concern latent construct. Like Eric,
these constructs were in harmony with-gefceived high efficacy during perspective
taking and seHperceived compassion. Conversely, galfceived low efficacy was
associated with sefferceived apathy that was misaligned with ontological beliefs about
people in distressing situations. Combined with the DSMRI and IRl mean score analyses,
this analysis suggested that her-gafceived dispositional perspective taking and
empathic concern were highly interrelated and associated with aligned caring action
possibilities, empathic concern goals, ontological beliefs about care and concern, and
selfperceptions as caring and concerned for others.

Il n summary, Mar c i a 6otherlowvenaxharactedzedet i ons of
teacher empathy, which manifested from her sociocultural context. Her cognitive
empathy was also a prominent feature of her teacher empathy that was related to her
perspective takingseff er cepti ons and action poresi bilit
toward others included high and low emotional arousal, which is indicative of her-double

edged sword ontological beliefs of teacher empathy.
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Table43.Mar ci abds

Scaling Factors

I nt er per s o n arterpRtecaMultidimensibnal | nd e x

Factor Item

Item Prompt

1

Perspective Taking £

Empathic Concern 6

| believe that there are two sides to every question and tn
look at them both.
| am often quite touched by things that | fe@pen.

Perspective Taking z
Perspective Taking &
Perspective Taking €
Perspective Taking 7
Fantasy 2
Fantasy 5
Fantasy 6

Fantasy 7

Empathic Concern 1
Empathic Concern 3

Personal Distress 5

I try to look at everybody's side of a disagreement before
make a decision.

| sometimes try to understand my friends better by imagin
how things look from their perspective.

When I'm upset at someone, | usually try to "put myself in
shoes" for a while.

Before criticizing somebody, | try to imagine how | would
feel if I were in their place.

| really get involved with the feelings of the characters in ¢
novel.

When | watch a good movie, | can very easily put myself i
the place of a leading character.

After seeing a play or movie, | have felt as though | were «
of the characters.

When | am reading an interesting story or novel, | imagine
how | would feel if the events in the story were happening
me.

| often have tender, concerned feelings for people less
fortunate than me.

When | see someone being taken advantage of, | feel kini
protective toward them.

| am usually pretty effective in dealing with emergencies.

Fantasy 1

| daydream and fantasize, with some regularity, about thir
that mighthappen to me.

Perspective Taking 1
Perspective Taking 4
Fantasy 3

Fantasy 4

| sometimes find it difficult to see things from the "other
guy's" point of view.

If I'm sure I'm right about something, | don't waste much t
listening to other people's arguments.

| am usually objective when | watch a movie or play, and
don't often get completely caught up in it.

Becoming extremely involved in a good book or movie is
somewhat rare for me.
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Table 4.3. (continued)

Factor Item

[tem Prompt

Empathic Concern 2
Empathic Concern 4
Empathic Concern 5

Personal Distress 1

Personal Distress 2

Personal Distress 3
Personal Distress 4
Personal Distress 6

Personal Distress 7

Sometimes | don't feel sorry for other people when they a
having problems.

Other people's misfortunes do not usually disturb me a gr
deal.

When | see someone being treatedairly, | sometimes don'
feel very much pity for them.

In emergency situations, | feel apprehensive arai-#ase.

| sometimes feel helpless when | am in the middle of a ve
emotional situation.
When | see someone get hurt, | tend to remain calm.

Being in a tense emotional situation scares me.
| tend to lose control during emergencies.

When | see someone whadly needs help in an emergenc
| go to pieces.

5 Empathic Concern 7

| would describe myself as a pretty sbhéarted person.
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Case Summary of Kevin:
The Compassionate andudging Teacher

Kevin was an English language arts teacher at Windsor Tech, a technical and
vocational school in an urban environment. Cognitive empathy ontological beliefs,
empathic concern action possibilities, and social perspective taking ontological beliefs
primarilyc har act eri zed Kevinbs teachejdgegnpat hy.
social perspective takingraditionally, perspective taking is nested under cognitive
empathy(Davis, 1980, 1983However,Gehlbach and Mu (2023rgued that social
perspective taking is a unique construct that is distinct, but related to, cognitive empathy.
| borrow from their perspective tdescribe Kevin as a judge: someaevieo simplifies
social experiences by using available knowledge to come to conclusions. They argue that
j u d grislg incinpplete information gatheringaccurate or biased inferences, and
over conf i dePlamlg &evifi pade a8sBirbpfions about his students without
substantial evidence. These assumptions were associatddewittd s e mpat hi ¢ con
action possibilitied traditionally associated with pity and sympaihgnd goal for his
students to be happy, cared for, and needs met.

During the interviews, salient role ide
Ason, 0 Amentor, 0 Auniversity student, o0 and
ContextFr ami ng Kevinbés Teacher Role Il dentity

Kevin was dal0thgrade English teacher at Windsor Technological and Vocational
High School (Windsor Tech). Windsor Tech was a public high school in an urban
environment that was eligible for Title | federal funding. Students at Windsor Tech

attended traditional academicurses (e.g., English language arts, math, science, social
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studies) and also received intensive instruction in technical education. Vocational
programming included automotive technology, carpentry, culinary arts, graphic design,
plumbing technology, sports marketing, and more. The mission of Windsor Tech was to
welcome their students and nurture their learning to create a clear path toward future
employment and/or higher education.

At the beginning of the 2023024academic yeaiWwindsor Tech had 591
students, with a majority of the students identifying as male (56%) and a large percentage
of the student body identifying as Hispanic (45%) and Black/African American (43%)
(SDP, 2023a)Thel0thgrade class mirrored the full student body population with more
male identifying students (52%) than female (48%) and 45% dfGtiegrade identified
as Hispani@and43% identified as Black/African Americd8DP, 2023a)Additionally,
14% of thelOthgrade were characterized as English language learners, while 24% had
individualized education plaf{SDP, 2023a)Full demographic information for Windsor
Tech can be found in Table 47238% of Windsor Tech students graduated within four
years and only 20% continue onto a two fouryear higher education instituti¢g§DP,
2023b) The school reported relatively gostlidentoehavior but scored poorlg math
and English language arts on the statewide asseséaizif 2023h)
Kevinbs Role I dentity System

Kevinpresented as a Whimaleand dent i fi ed as a Afather,

friend, cousin. o He said
I am an easygoing, relatively comfortahb
Il i nes. | 6ve been teaching forever, <cl os

and am doing a pretty good job and being fair and measured while holding
my students to a high standard.
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He also held harmonious sglérceptions that he was a good teacher with high self

perceived efficacy. Additionally he commented on growth in his abilities that indicated

i dent i t yvebdeane gally godoteacher] 6 really goodat it and | know

exactly how to do stuff, buKevinheldahook a | on

ontological belief that teaching was similar to social work, which was his io#rakr of

choice. i HéssanhdabB8olute connection [with s

cultivate or bramr tyuorued rseo naelosnoe 6csul t i vati ng so
He described his classroom as dAbright a

[ werendt] many inspirational posters on th

c i t i ewhich he &nd hisomother painted. Kevin hagbal to keep his room clean for

his students. He said,plfalcewdrtatt He okisdd itk

neat. o His goal for a clean room was align

were happier and more productive in tidy classradms want [ my student s]

ajcleanlr oom t hat feels |ike a place where | ear

happier when youdre in a nice clean place.
Kevi nds gerceptiens ds a goedltdacher were aligned with his

ont ol ogi cal beliefs about his students6é em

these ontological beliefs were not always verified by evidence.
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Judging Social Perspective Taking Ontological Beliefs
Kevin believedhis studentscollectively,experienedsocial and emotional
anguishFor example, he said,
The students at [Windsor Tech] come frathover the city but many
come from [the Windsor Tech neighborhood], many from difficult
circumstances. Many of the students face tremendous hardships and most
have experienced a wide range of traumas, impacting their emotional
development, their sociakgielopment and obviously their outlook on life.
However, these ontological beliefs were often unsubstantiated and unfounded. Thus,
Kevin held judging social perspective taking ontological beliefs about his students. For

exampleKevinhd d a judgi ng thatdvernyadujih hals Isdvesdefnt s 0]

yell s at wakhcermected torbwilewehof uncertainty epistemological belief.

He said,
My principal éscreams | i ke aTmadman in t
theygotothecornerstoeend | 6 m sure that the manager
storeisyellingatthelWhe bus dri veréthose guys are
move back. o Al | ¢opisadefinitelydodnonthe st uf f. The
corner, is definitely not saying nice things to him eitidaybe they do. |
dom@ know. |l just, I dondt know.

Emergent from his judging ontological beliefs that all his students experience trauma was
an aligned implicit goal and sgberceptiorto be a responsive, authoritative figure who
did na yell.
He said,
Thebaggag and the things these kids come wittschool with seems
insurmountable to me thinking of what the stuff they go through. But just
being a friendly guy and a person authority figure, like | said, authority
figure thatodés going to cajole or suppor
Aligned with his judging ontological beliefs that his students experience hardship were

empatketic action possibilities to lower his standards and a goal to improve their sense of

sefwor t h and éwél [[peiowgdimg a smack of succe
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moves the needle just a tiny bit with their own selage, with their own who they are,
with their own way they feel about themselkds @ m one mi I I i on percent
Furthermorehealsosaid,

occasional |l u g e t-anagsno éesmahi ol u steh abt uérdn ebde
down and they e i1MAnda Isthnelltiekre ,ort hwihsa tdewc
hepassedl hey passed for the year. | dondt ¢
they do work, thatods |justometenesng on t he
you knowthe traumas 0 me t i me s, buylgain jusoknoving that

there is, ojust expecting that there.is

y Yo
eyor

From this example, we see alignment amongst his judge ontological beliefs, goals and
action possibilities to be flexible, sgderceptions as a compassionate teacher, and an
uncertainty epistemological belief about student trauma. These alignments redrafest
aligned goal andction possibility to be indiscriminately kind to all students. Kevin said,
iSo | just try to be | guess as open or kin
everybody. o

In one illustration oklignment between his judging ontological beliefs and
empatletic action possibilitiesKevin spoke about@ | o rstaderm who he believedid
not satisfy all his academic requirements He r e ,emp&athio doncérrsaction
possibility to pass the student was aligned with a goal to hekiubent experience
positivity. Kevin said,

| allowed him to be successful with less productivity that | was like, |
would be happy if he did a quarter of the work at the beginning and be

l'i ke, okay, |l 6m going to give him credi
look at a 25 in his paper, butlike 75 or s omeTobvemg | i ke t ha
approach success, you have to start wit

Kevin remarked about a positive emotion that emerged from alignment amongst his

action possibility to be academically flexible, spdrception that he was successful, an
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ontological belief that his student developed confidence, a judging ontological belief, and
an implicit goal to spread positivity. He said,
| felt great, man. | felt really good. | mean, Jesus, | felt thdtfelt good
that he had felt confident enough and felt good enough to produce in the
classéSo those things, how can you not
blossom a bit after certain trauma, certain hell that he went through.
While reflecting as an ethical/kind human, Kevin noted thatjba to shower positivity
on his students was harmony with gyoalfor the world to feel positivandaligned with
aseltperceptiorthat he valuethumanity experiering goodnessfl want the whole
world to be happy. | want the wholeorldt o be successful él think
somethingthd@ta | i ttl e bit smacks of Grealio&Theses or s
goalsand seHlperceptions for humanity were aligned and in harmony with a self
perception and negative emoti onltwdighst human
on my soul t haitt tthheredd hpmpdomlree | i ving diff
Cognitive Empathy Ontological Beliefs
Many of judgmgysocial@erspective taking ontological beliefs were in
harmony with his cognitive empathy ontological beliefs, which can be delineated by
attending to their focdudging beliefs exemplified ontological and epistemological
beliefs about studentsd personal l i ves. Wh
general understandings of his students in his classroom and are often aligned with
pedagogical action possiities. For example, Kevin helcbgnitive empathy ontological
beliefs that his students egstlisengaged from instruction due to social media shortening

studentso6é attenti on s phishelidwagaligaddwithr i ng neur

pedagogical action possibilities to condense his instrudimtd not only changing
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behavior but also almost like rearranging brains. And therefore, to try to break through
that idea of very small pieces, very small, little, give them tidbits or whabever

Aligned with his cognitiveempa#it ¢ bel i efs about his stud
his pedagogical action possibilitp employ humarwhich was aligned with a goal to
make his students feel comfortable. He s@i® 9 % of the things | say
humorousé I t hink that | want the kids to be at
pressur eé

Kevinds attunement to his studentso6 int
aligned with pedagogical action possibilities to alter his instruction and employ humor.
These aligned beliefs and actions may be indicative of his care and compassisn for h
students.
Self-Perceived Dispositional Empathy Using Quantitative Data

Unlike the other teachers in the sample K e kRighestlaverorder IRI
dimensionof empathy was fantasWi(= 4.29; cognitive dimension), then empathic
concern M = 3.86; affective dimension), perspective takiNg= 3; cognitive
dimension), and personal distrebs=£ 2.57; affective dimensionl.ike the rest of the
sampl e, Kevinds empathic concern was high,
students based on his assumptions about their traumatic lives. However, unlike the rest of
the sample, Kevin scored moderately on his perspective ta@mgjruct, which may shed
light on his, seemingly, adequate pertpe taking action possibility.

Kevinds meaning of the | RI 4&Eiquledds fr om
suggestdthefantasyconstructcentrallyoverlapped with the other constructs and

occupied a substantial portion of the visual space. Empathic canugperspective
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takingmostly overlappedhe fantasy construdtiowever,perspective takingnd personal
distress did not overlap.

Kevinds meaning of the I RI itemsedinsugges
two regions: (a) selperceived no or low efficacy during perspective taking and (b) self
perceived high efficacy during perspective takirgctors 1characterized selferceived
no efficacy during perspective taking associated with ontological beliefs about media.
Relatedly,Factor 2described selperceived low efficacy during perspective taking that
associated with ontological beliefs about distressing circumstdraeter 3 represented
the selfperceived ability to engage in perspective taking in a variety of scer@aictsr
4 was associated with a blend of sadfrceived compassion and apathy, wkéetor 5
characterized sefferceived tendernssnd higkefficacy during perspective taking.
Perspective taking was associated with Factors in the region -giesetived high
efficacy during perspective taking. Otherwise, all Factors occugmtdregions.

However, the empathic concern latent construct was not associated with Factor 3, which
characterized general sgdérceived perspective taking.
Case Synthesis for KevinThe Judge

Kevin was a compassionate, veteran English language arts teacher. Kevin often
made assumptions about bisidents without evidence. Particularly, his judging social
perspective taking ontological beliefs about his students suggested he used general
knowledge about his students as a monolith. His victimhood belief that his students
experienced trauma and ddtilt homelives was aligned with action possibilities to show

kindness and academically accommodate students, which was aligned with a goal to

112



sway ASAINS

| AXIPHT ANAIDES Y [BUGHod Bl U8 DUGTENT B U0 [SUSW [P 11 [AN O |

G J0j0e -
{ J0j0B -
¢ J0j0E
Z Jojoe4

| Jojoe4

ssalsi(] [eUOSIod l

wieouo oyledwg l

Asejueq l

Buiye] eAnoadsiod l

OO0 ]]0

@)

L uoisuapya
¢ ssallsig [euosiad
JBupjeLaAnadsiag P SS8NsId leuosiad

1 ssansig [euosiag . 9Aseiued
g Bunie L aAnoadsiag )¢ SSeISIO [UOSIag

Z wasuoyayyedws
1 wasuod yedws
| Asejue

c

Z Asejue
¢ uwgouod anedw
G Asejued
Bunjel aApoadsiad

2 wasuod oyyedwa
G Bunjel aapoadsiad
guwisauod oyiedwy

1 Asejued

_
“OBupjel sAnoedsied “
Bunng Aseayg |

YBIH paAledIag-}iag |
sz°0 1

T 1oW U0 Nv'tainbi4

Bunje] eaoadsiag
Buning Aoeoiyg mo
10 ON paAlediad-jlos

g ssalysig _GEOmw-W&

o
7

| ssansigeuosiad
g ssalisig[euosiad
RN 2ouo) aiyjedwy

Z uolsuswiq

¢ Asejueg
 Asejuey
G Wasuod siyedwz

113



Table45.Kevi nés I nterpersonal Reactivity I ndex

Scaling Factors

Factor ltem Item Prompt
1 Fantasy 3 | am usually objective when | watch a movie or play, and |
don't often getompletely caught up in it.
Fantasy 4 Becoming extremely involved in a good book or movie is
somewhat rare for me.
Empathic Concern 5 When | see someone being treated unfairly, | sometimes !
feel very much pity for them.
2 Empathic Concern 4 Other people's misfortunes do not usually disturb me a gr
deal.
Personal Distress 1 In emergency situations, | feel apprehensive aral-#ase.
Personal Distress 2 | sometimes feel helpless when | am in the middle of a ve
emotionalsituation.
Personal Distress 6 | tend to lose control during emergencies.
3 Perspective Taking 1 | sometimes find it difficult to see things from the "other
guy's" point of view.
Perspective Taking z | try to look at everybody's side ofdésagreement before |
make a decision.
Perspective Taking = | sometimes try to understand my friends better by imagin
how things look from their perspective.
Perspective Taking € When I'm upset at someone, | usually try to "put myself in
shoes" for a while.
Perspective Taking 7 Before criticizing somebody, | try to imagine how | would
feel if I were in their place.
Fantasy 6 After seeing a play or movie, | have felt as though | were «
of the characters.
Personal Distress 3 When Isee someone get hurt, | tend to remain calm.
Personal Distress 4 Being in a tense emotional situation scares me.
Personal Distress 5 | am usually pretty effective in dealing with emergencies.
Personal Distress 7 When | see someone who badleds help in an emergency
| go to pieces.
4 Fantasy 1 | daydream and fantasize, with some regularity, about thir

Empathic Concern 1

that might happen to me.
| often have tender, concerned feelings for people less
fortunate than me.
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Table 4.5(continued)

Factor ltem Item Prompt
Empathic Concern 2 Sometimes | don't feel sorry for other people when they a
having problems.
5 Perspective Taking £ If I'm sure I'm right about something, | don't waste much ti

Perspective Taking £
Fantasy 2
Fantasy 5

Fantasy 7

Empathic Concern 3

Empathic Concern 6

Empathic Concern 7

listening to othepeople's arguments.

| believe that there are two sides to every question and try
look at them both.

| really get involved with the feelings of the characters in ¢
novel.

When | watch a good movie, | caary easily put myself in
the place of a leading character.

When | am reading an interesting story or novel, | imagine
how | would feel if the events in the story were happening
me.

When | see someone being taken advantage of, | feel kin
protective toward them.

| am often quite touched by things that | see happen.

| would describe myself as a pretty sbhéarted person.
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make his students experience positivity and success. This teaching goal was in harmony

withagener al goal Kevin had for humanity. He
happy, 0 which was alignee¢ewictelpta otnisomtmpo b

Anal ogous to Kevin not seeking out info
|l ives, he also used cognitive empathy to a

aligned with shifting his pedagogical action possibilities. For instance, he shortened
instruction in line with his beliefs that adolescent attention span shrunk in response to
social media usage.

Taken together, Kevinds judging soci al
about the wubiquity of trelaeedtonaction possibilitiess anglt ud e n
goals to lower his academic standards and promote positive social and emotional
wellbeing. These alignments emphasized his empathic concern action possibilities and
selfperceptions that are related to his care and cesia for his students and others.

Case Summary of Kelly:
The DetectiveTeacherCoach

Kelly was a science teacher and athletic director at Windsor Tech, but also a crew
coach at Horace High. Unlike Kevin, Kelly was not a judge and did not make
assumptions about her students. 8hgaged imetectivesocial perspective taking action
possibilities fiDetectives continually collect evidence, going beyond the readily available
datao and fiperceivers who behave | ike dete
in their [soci al p €Gerdbpch & Mu, 2023, pt 2BHniaddgidn at t em
K e | ldgmbrstrategpistemic empatric ontological beliefs. Epistemic empathy is a

process of Ateachersd tuning into and appr
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experiences in constructing, ¢abermtaini cati ng

2022, p. 241)Jaber and colleagué3aber, 2021; Jaber et al., 2018, 2022, 2@kp)ored

this highly specific and situated form of teacher cognitive empatihyostly science and

science related educational settings, and is thus appropriate to apply to Kelly as she

aimed to explain difficult science topics to her studdéB¢yond her detective social

perspective taking and epistemic empathy, Kelly demonstrated cognitive empathy and

perspective taking that were unique to her two contexts: Windsor Tech and Horace High.
During the interviews, salient role ide

Afathletic director, o fiassistant athletic d

Amasterds student, o Aintern, o fimentee, 0 fd

ContextFr ami ng Kell ybés Teacher Role I dentity
Kelly was a science teacher at Windsor Tech, the same school where Kevin

taught . Svbsectiong ang & day kiblogy, which [was] primarily 10th

g r a drdl detnographic information for Windsor Tech can be found in Table 4.4. Only

12% of Windsor Tech students scored proficient or advanced on the statewide biology

exam, but this score increased since 2@EDP, 2023h)
Kelly was also the athletic director of Windsor Tech. Windsor Tech, like many

United States high schools, had three athletic seasomaamgsports teams. Beyond her

athletics responsibilitieat Windsor Tech, Kelly was also a crew coach for another high

school, Horace High School, which informed her teacher role identity. Helighevas

in a different district than Windsor Tech, with a noticeably different student body and

context. For example, unlike Windsor Tech, Hordlaggh was not a Title | school dnn

2023 a large portion of the students excelled in the statewide assessment: 92% of the
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students scored proficient or advanced on the English language arts section, 79% on

math, and 75% on the science/biology portion of the asses@femisylvania

Department of Education, 2024y 2022, 87% of the students attended school and close

to 100% graduatefPennsylvania Department of Education, 202hmpared to

Windsor Tech, HoracEligh hal a large population of White identifying students and a

smaller percentage of students had individualized education plans or labeled as English

language learne(®ennsylvania Department of Education, 20&ijl demographic

information for Horacédigh can be found in Table 4.6.

Table4.6Hor ace Hi gh School

Demographic

Il nf or ma

Demographic Characteristics Full School
n %

Gender Identity

Femaleldentifying 622 49

Male Identifying 639 51
Student Status

Economically Disadvantaged 187 15

English Language Learner 13 1

Special Education 236 19
Ethnoracial Identity

American Indian/Alaska Native 3 0.2

Asian 142 11

HawaiianPacific Islander 1 0.1

Black/African American 92 7

Hispanic/Latinx 61 5

Multiracial 78 6

White 884 70

Note.School Enrollment = 1,261
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Kell yés Role I dentity System

Kelly identified as néf;eifitanychildwhmul t i et hni
attended Catholic schools; athletic, ambidextrous, ambivert individual with a relativistic
view of the wor | dpemeptiseandlactidn gossibilitiesthratesile wase | f
a relatively easy teacher. She said,

Il n my <cl ass, Il |l et t hepandknaoretime i t i s hard

trying to fail this class, meaning cut the class, not doing assignments.

Because on that perspectiveam super hyper flexible, very

accommodatingand in some way$.am like a softie

Kelly also held an aligned sgtlerception and ontological belief that she was an

autonomysupportive teachde.g., Cheon et al., 2018) give them the freedom to help

each other,butlddh f or c @antdh & rh@n eoktlye adtHority,dn not the

authority,o6 | give my students a |l ot of fr
meaningful to them. o

Kell yds action possibility to become a
work in collegiate athletic administration
actual teacher at any |l evel. | thought | w

Relatedly, she held an ontological belief that her mentor/principal encouraged her to be a

teacher. hkeelways slaikod, nidket hi gkewrd high scho

was | i ke, &é6What?d6 Because | wasesssariasd!|l y t he

teacher, but as an athletic administrator.
She integrated her teacher identity into her coach identity aftgorimcipal told

her that coaching and teachiwgre relatedi he i s al so the one who

that, and | 6d n e vamaching todasgnornymoodwithrteachiog) g a n d

it very much is synonymous to teaching. An

119



alsosaig Ayou have a body of knowledge, again
Youde trying to impart information about a particular subject or topic to another person.
ts ei t her science here, biologyéor in my c¢
Shedescri bed her classroom as being fAdec«
motivational pl acardsé[and] required instr
expectations). 0 She noted wUlsalPuertoRest of her
DominicanR e p u ahdthatshetaughtninth grade,10thgrade and12thgradein one
class A significantportionof her48 studentsareEnglishlanguagdearnerg23%), have
specialeducatiorstatus(40%),or both'! (10%).
DetectiveSocial Perspective Taking Action Possibilities
Kell ybs detective soci al perspective ta
actively seek out information about her studeBitse saidfif you tell me your dog ate
[your work], | 6m going to belid&esaingwihaatsillytsthitkond o g af
your face, | might go ask the counsg?@bor, 0

In another example, Kelly identified alignment between her detective social perspective

taking action possibilities and sgdérception to improve her teaching:

éin terms of tha for the parents, | wa
should know that wil!/ hel p me become a
And sometimes they do open up. A |l ot of
l i ke, AOh, pl eas echikdneallylikéeshoatovemy son or m
around, 0 or, AMy <chil d mlght seem di sen
|l i stening even when their head is down.

LKelly referred t-bl adgesr g Vthenpve gesardridtdrial mihe school
district, therés a red flag if they are special ed, and téeemother flag if they are English language
learners. And obviously,theie a doubl e flag if they are English | a
2Kelly referred to this detective shatoeali fgpeospectiyv
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In harmony with her detective action possibilities was her action possibility to
integrate knowledge about students into her classroom instruction angarselition
that | earning about her students was fasci
know them personally, and theén, tie it bac

In harmony with her detective social perspective taking action possibility was

Kell yés action possi bi |l i-adwcate by sheanng mersonal ge h e
news in service of her academic f lkrowi bi |l it
6l f I do not know your <circumstance, I can
Al I ] pus h-advobatemore, and & sHark more, or to share what they want so

that | can understand. That ,uedatherheplngeddb u hel
to know. 06 However, her flexibility action

perception that she was fl exible and accom

accommodatingéo This tension dlwithh!l i ghted i

accommodating students and holding them ac

of times 1 6m |Iike, 60Okay, this is your | as
Association with SelfOther Overlap BeliefsKe |l | yé6s det ecti ve ac

possibilities manifested from an early career experience that indicated role identity

change. This change was associated with lowatkHr overlap beliefs, which

highlighted misalignment between a sgd#frception that she could not understand her

studens 6 | i ved experiences and ontol ogical be!

make assumptions and action possibilities to seek out information. She said,

For me|| dondét want to jump to Hasty, judgnm
know for me, that stems from one of my
remember there was a young man in my class. He had his head down and |

was just so irritated. | had had enough
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and | was just i ke, daexgodeathimperyour prob

I

s e, but I really was |i ke, AWhy are you
just got back from work, o €él'm just |1k
wor k, ol fomdinaddulouss was | i ke, yeah, this ki
|l oad of poopél reached out to a counsel
kid is going to work. His fatherdés no |
supporting 100% of his family, which is basically him, his four sisters and

hismom. 6 He i s working out by the airport
FedEx or UPS, just like the packaging bit. So literally this kid would go to

school, go to wor kBecadseofthatwiteb| e ni ght sh

experience my first teaching year, | try not to jump to conclusions because

| remember how | felt when | realized like, oh my gosh, | thought that this

kid was totally making up stuff and he had a for real circumstances and

reason dr his lethargic, head down, ngarticipatory stuff. So, becausé

that, | try to get the full picture
Kell ybs detective action posaherovetlapt i es t o
ontological beliefs dovetail in a way supports her perspective taking in two contexts:
Windsor Tech and Horace High.

Alignment with Cognitive Empathetic Perspective TakingSelfPerceptions
Kelly had an ontological belief that Windsor Tech and Horace High diareetrically
di stinct. She said, ifi[6Boraada nHiagnedhd ad il syt rdii
Their challenges are everything from socioeconomics to racial demographics to academic
achievement, and even athletics arelyéstThey 6 r e pol ar opposite in
ontological belief that the schools are distinct was aligned with gerdeption that she
was familiar with both schools, and thus advantageously albédkée multiple
perspectivefthavi ng one foot in both [schools] kin
guess thatodés what | mean -gergeptionthakheldimgps me gr

multiple perspectives was beneficial aligned with her detective action possibilities:

Well, every child in [in this city is] not traumatized, and once you talk to

them, I think in terms of perspective,
and try to get to know my students as actual people, even before
attempting to teach them anythingtire r ms of content. éBut b
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different worlds has really pushed me to really try to get to know my

students better in terms of trying to maximize not just their academic

success, but to help them out with thei

product of trauma, not every child.
Kelly el aborated during t he[Theasdandbldistrictshhec ki n
say[s] every chil& different, but then they paint this very narrow brush [to create a
monol ith]. o

Thus, Kel éxpedencegffordee heisuaique action possibilities to not
make assumptions about her students and learn about them. During the member checking
interview she exemplified her detective ac
judge?, 0 whi drcefibethabis antitheteral te jedgihg social perspective
taking. These types of actions, beliefs, goals, anepgsetfeptions also transferred to
classroom instruction.
Epistemic Empatletc Ontological Beliefs

In this subsubsection | focused on a particular moment when Kelly reviewed gene
transcription with her class. Kelly held an ontological belief that this class was varied:
Athere is such a broad range of Jltuahgui stic
ability.o While working with two Spanish s
across her teacher role identitystemtensiondue toself-perception that she is not a
Spanish speaker, a s@lerception and epistemological belief that she was not effectively
teaching the science concept, an epistemic erap@tmtological belief that one of her
Spanish speaking students was struggling to understand the scientific concept,
pedagogical action possibilities to instruct, and an implicit goal to teach the concept of

gene transcription. Particularly, Kelly had gmstemic empathtic ontological belief

about a Abrighto student who was strugglin
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A with T and C with G), which was misaligned with her analogue pedagogical action
possibility. She said, I was fAsaying, OApp
actually making faces at me with that look of why is she talking abanzana® ¢é s h e
understood the words, but she wasndét wunder
tree. 0 Ke-pdrcgptidm that sha was struggling to effectively instruct in
Spani s h: Al 6m definitely struggbshgéatecohb
this young | ady here is giving me the | ook
Al really donét know a way to say this in
While reflecting on this experience, Kelly noted negative emotions that
manifested from her struggle to teach the science concept and her tunddmilis/ to
understand it: Ait can be very challenging
She added an alignedrface acting emotional labaction possibility which describes
changing emotional expressions to fit a context that may not match an internal experience
(e.g., smile when feeling sa@randey, 2000; Hochschild, 1983jo not let the students
see her flounder. She said, Aitdés a little
of I canét | et [the student] know that | a
explain this c¢onc sharedaoacth pogsibileydand sgéfreeptiory al s o
to emotionally regulate here response modulati¢@ross, 2014) in service of her
instruction. Kelly said, -sioatdébhsi mg-émelnttéasl speal
af firmingéwh a tsoothingnmeteanms tof it heyps medfdelfbetter trying to

communicate. 0
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Alignment with Vulnerability Action Possibilities . Aligned with her epistemic
ontological beliefs while teaching science concepts to her students were aligned action
possibilities to assuage student fears by showing humor and vulnerability. She said,
When | first meet the kid$ try to allay their fears. | joke aroundreally
dond speak Spanish that much, but mytgsentence iso habla mucho
Espanol peroyointenfo 61 donét speak aAndot of Spar
sometimes with this, whei@h trying to teach this, | ask them, likemo
se dice whatever we'rérying to learn. So, @ be likecomo se dice
transcription, transition. And it kind of opens them up to a certain, | guess,
recognition.
In harmony with her action possibilities to use humor in her classroom and show
vulnerability to her students was anplicit action possibility to have her students take
her perspective. Kelly said,
They recognizé¢hat | am trying to help them and thatm showing them
my lack of better word, a vulnerabilityr my ability to show them that,
no, just because | am t hé&mdeaethatlher and I
know everything.
Shealso said,

Il think that by Il etting down your gua
0s

rd
that again, there is that concept of productive struggle,at i t okay fo
you not to understand. And Buwl turn itos
think showing vulnerability. Also, be p

you allow yourself to be vulnerable and allowed your see students to do
that, see that, but not break down and that kind of vulnerable, but to be,
AHey, | 6 m hYanadr.e Istgreugglti.ng. | 6m strugc
it out. o
Kelly acknowledged during the member checking interview that encouraging her students

to persi st fmmnanmathlatie mindseliken@ewillitlo this togethed. 0
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Cognitive Empathy Ontological Beliefs

Kell yos action possibilitiesstudentstruct u

physical and psychological safety was aligned with her cognitive egtigathtological

beliefs about her studentso6 internal state
safety not only in terms of them feelin
that they feel |l i ke that nobodydés going
some peer that nobodyds going to bum ru
of physical safety. Intermfo emoti onal safetyéin terms

they are able to articulate that they f
Aligned with her aforementioned action possibility of encouraging student o self
advocate was Kellyds ontol ogi c abvodatend,i ef t h
and a |l ow credibility epistemologincal bel.i
terms of self advocation. o

In a different exampleelly recalled one instance where siblings were dealing

with home issues and ATheir present situat
academics so much so where they feel great
students did notreturntoacls s . Kel | y6s i magination (i .e.,
student produced a distressing ment al mo d e
child roaming around the hall, fingling som

was aligned with an empathic concern (i.e. affective empathy) goal to help the student.
Kelly said, ASo from my emotional perspect
overstep. | want to find out whiave i s going
empathy ontological beliefs and affective empathy goal were misaligned and interfered

with her teaching, i.e., she knew she had students to teach but was also concerned about
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the missing student. She said, ASo it was
moment because there were |ike 25 plus oth

Self-Perceived Dispositional EmpathyUsing Quantitative Data

Her highestself-perceivedRI dimensiorwasperspective taking = 4.71,;
cognitive dimension), then empathic concevh=4.57; affective dimension), fantasyl (
= 3.43; cognitive dimension), and lastly personal distriglss (.29; affective
dimension) This patternwhichwas a similar pattern to Er@nd Marcia, characterizes
selftperceived concern for others and abilities to take their perspective and less concern
places on the self.
Kell yéos MDS p3 Fgtire 46)Suggesteds overallsimpléx
structures for each construgll constructs overlapped on a continuum from a self
orientation + seHperceived low efficacy during perspective taking to a region
representing othesrientation + selperceived high efficacy during perspective taking.
Kell yos meaning of the | RI IiFaconmMandzduggested
represented sefferceived low efficacy during perspective taking and apathy associated
with ontologral beliefs about distressing situations. These Factors were alsoisetéd
and highlighted Kel |l yo0sFactawsdand5Swere dther her s el
oriented and characterized sprceived compassion and concern for other that was
aligned with the action possibility of perspective taking. Fin&ggtor 3included only

fantasy subscale items and representedpsetfeived higkefficacy of imagination.
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Table4.7Kel | y 6's

Scaling Factors

I nterpersonal Reactivity I ndex

Factor Item

ltem Prompt

1

Perspective Taking 1
Perspective Taking <
Fantasy 4

Empathic Concern 4
Empathic Concern 5
Personal Distress 2

Personal Distress 4
Personal Distress 6

Personal Distress 7

| sometimes find it difficult to see things from the "other
guy's" point of view.

If I'm sure I'm right about something, | don't waste much t
listening to other people's arguments.

Becoming extremely involved in a good book or movie is
somewhat rare for me.

Other people's misfortunes do not usudilsturb me a great
deal.

When | see someone being treated unfairly, | sometimes
feel very much pity for them.

| sometimes feel helpless when | am in the middle of a ve
emotional situation.

Being in a tense emotional situation scares me.

| tend to lose control during emergencies.

When | see someone who badly needs help in an emerge
| go to pieces.

Empathic Concern 2

Personal Distress 1

Sometimes | don't feel sorry for other people when they a
having problems.
In emergency situations, | feel apprehensive arak-tase.

Fantasy 1
Fantasy 2
Fantasy 3
Fantasy 6

Fantasy 7

| daydream and fantasize, with some regularity, about thir
that mighthappen to me.

| really get involved with the feelings of the characters in ¢
novel.

| am usually objective when | watch a movie or play, and |
don't often get completely caught up in it.

After seeing a play anovie, | have felt as though | were or
of the characters.

When | am reading an interesting story or novel, | imagine
how | would feel if the events in the story were happening
me.

Perspective Taking €
Perspective Taking 7

Fantasy 5

When I'm upset at someoneydually try to "put myself in his
shoes" for a while.

Before criticizing somebody, I try to imagine how | would
feel if | were in their place.

When | watch a good movie, | can very easily put myself i
the place of éeading character.
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Table 4.7. (continued)

Factor Item

ltem Prompt

Empathic Concern 6
Empathic Concern 7

Personal Distress 5

| am often quite touched by things that | see happen.
| would describe myself as a pretty sbhéarted person.

| amusually pretty effective in dealing with emergencies.

5 Perspective Taking 2
Perspective Taking &
Perspective Taking £
Empathic Concern 1
Empathic Concern 3

Personal Distress 3

| try to look at everybody's side of a disagreement before
make a decision.

| sometimes try to understand my friends better by imagin
how thingslook from their perspective.

| believe that there are two sides to every question and try
look at them both.

| often have tender, concerned feelings for people less
fortunate than me.

When | see someone being taken advantage of, | feel kini
protective toward them.

When | see someone get hurt, | tend to remain calm.
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Case Synthesis for Kelly The Detective

Kelly, a science teacher and athlaticector, held disharmonious sglérceptions
t hat she was f I exi blwhentslee hadé&newleddgeaboutthému de nt s
Otherwise, she did not provide them greglee held many epistemic empeith
ontological beliefs, including her beliefs that a studentstragygling to understand a
difficult science topic, which was associated with a-peliception that she was also
struggling to teach the material. Her classroom codatéxat included English language
learnerd framed these beliefs and seHrceptions. Emergent from these beliefs and low
self-efficacy selfperception was an action possibility to demonstrate vulnerability and
humor in service of decreasing student emotional arousal and encouraging them to
persist. Kelly did not believe she wiglee her studentsthnically orsocioeconomically
This low perception of selfither overlap belief was associated with her action possibility
to actively seek out information and learn about her students as a detective. This detective
social perspective aki ng action possibility to active
experiences and personal lives was in harmony with an action possibility to build
relationships, and in alignment with perspective takinggi€eption that being a coach
inonecontek and teacher in another figroundedo h
View. Finally, Kell yds cognitive empathy w
she had accurate prior knowledge, was associated with affective etigpadincern for
the studat. This specific instance of teacher cognitive and affective empathy appeared to
distract Kelly from her class instruction.

DSMRI analysis characterized Kelly as employing detective social perspective

taking action possibilities that were aligned with goals to demonstrate concern, cognitive
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empathetiselfperceptions, and ontological beliefs about her students and their learning.
Somewhat mirroring the DMSRWMDS analysis demonstrated a strong relationship
between perspective taking and empathic concern, which had the highest mean scores.
Visual inspection demonstrated complete overlap and analysis sugipesididte the
other teachers in the sample, gqafceived low efficacy during perspective taking was in
harmony with seHlperceived apathy and neglect, while gumfceived high efficacy
aligned with compassion and care. This interpretatlmmed withthe DSMRI analysis
that suggestel e | IsgtfF-pesceivedccare and concern for her studewtss aligned with
her soci al perspective taking. However, sh
care when she was not able to take their perspective

Il n summary, Kell ydos detective soci al p e
characterized her teacher empathy, where she sought out information to make accurate
assessments of her students, which, in turn, led to pedagogical action possibilities. Her
epig emi ¢ empathy, which emerged while teachi
her studentsé6é external and internal proces

CrossCase Study Comparisos

Exemplified in the first section of this chapter were many identity system content
interactions which led to lowarder forms of empathy. Some expressions of teacher
empathy were explicitly situated within the role of a teacher and context of a classroom.
Others forms of empathy transcended the classroom context to include actions, beliefs,
goals, and selperceptions for extracurricular activities. Yet, while all four cases
highlighted phenomenologically different forms of teacher empathy, shared pattdrns

themes emerged. For example, the sample of teachers valued action possibilities to build
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meaningful relationships with students. Additionally, the teachers demonstrated care and
concern for their students and shared personal emotional regulation techniques and
beliefs, or lack thereof. In this section, | focus on common patterns and themehdro
individual cases through cresase study comparison and aggregation of quantitative
data.

Across the sample, three themes emerged that represented dimensions framing a
landscape of possibilities from which teacher empathgrgedadaptive and
maladaptive. The firdhemewasself-perceivedamiliaritywi t h st udent sdé | i v
experiences, cultural knowledge, ethagial views, and personal lives. Teachers
presented a continuum from high (i.e., g@fception of being very familiar with
students6é backgrounds and wepedegtioniofdbairg) , med
unf amiliar with st ud e-ortlesférmd of te#aehdr erapatpye r i en c e
associated with the dimension of familiarity included cognitive empathy, [social]
perspective taking beliefs and action possibilities, andosledr overp beliefs.
Operationally, perceptions of familiarity are highly interconnected withatbdr overlap
cognitive empathy, i.e., | am likely to perceive overlap with another when there is
familiarity. For example, Eric, who held sglérceptions that is Hike his students and
shared cultur al knowl edge and ethnicity me
itdéds just | i ke the shoe f it sothébaverlappis . 0 Per c
strongly, positively associated with empa{bavis, 2006; Erle & Topolinski, 2017;
Gehlbach & Mu, 2023; Zaki, 2014nd motivationNBandura, 1977, 1986, 1991; Chen &

Rosenzweig, 2024; Graham, 2020; Schunk & DiBenedetto, 2020)
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The secondhemethat emerged from the sample véeagsponsivenesaction
possibilityt o t he student s. Here, respd@lA6h,i veness
1967, 1971, 1989, 1991; Baumrind & Black, 19f6djenting styles theory. Baumrind
characterized parenting styles as being high or low on two orthogonal dimensions:
demanding versus responsiveness. Demanding represents the degree to which parents
control child behaviors. Responsiveness indicates waarnmthd adapt abi | ity t o
needs. El aborations of Baumrindés theory d
with teaching style§Wentzel, 2002)These include authoritarian (high demand, low
responsiveness), authoritative (high demand, high responsiveness), permissive (low
demand, high responsiveness), and neglectful (low demand, low responsiyeigess)
Baumrind, 1989)In this sample, all teachers appeared demanding, however
responsiveness did vary. Thus, the teachers existed on a responsiveness continuum from
high = authoritative, medium, and low = authoritatfait should be noted théte data
suggestall teachers in the sample were warm and responsive to their students. Thus, this
is a relative expression of responsiveness. For example, while compassionate, Marcia
heldaseper cepti on that she was the authority
responsi ble for what takes place in our cl
opposite: fABut just being a friendly guy a
aut hority figure thatodés going to o6ajole or

Teacher empathy related to responsiveness included cognitive empathy, epistemic

empathy, perspective taking, and empathic concern.

B The teachers often referred to their preferred levels of authority in their class, which led to the emergence
of this theme.
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Finally, the thirddhemewasaflexibiltygoali n accommodati ng stud
academic needs in response to personal and other contextual factors. Teachers high in
flexibility gave grace and accommodated students, while teachers low in flexibility held
their students accountable to complete their work to the best of their ability. Teachers
with medium flexibility indicated a hybrid of accommodation and accountability.

Flexibility canbe synonymous with empattic teachers. For examplRoss et al. (2023)

identified flexibility'4 as a subtheme in their thematic analysis of university student

perceptions of teacher empathy and teacher emfEaginactices. By contrastauermann

and Karabenick (201Xoted that holding students accountable was a contemporary

action associated with teacher responsibility, instead of parental responsibility. They, and
others, argued that this shift occurred following the No Child Left Behind policies.

Drawing on the sapie, Eric held his students to their potential, not accommodating

t hem. He said, in refer elnbcne htool dsipnega kyionug twoi
p ot e nConverdely, Bevin was very flexible and foregrounded this practice as a

standard to create stess and positivity in a traumatic world. When describing a

hypothetical student whose house burnt down, he indicated he would accommodate the
student : Ahe passed. 0 Marcia shared her on
students as-empalfiozrimm g.fo Ahveerbel i eved t his fc
be maladaptive. Lowesrder forms of teacher empathy associated with flexibility that

emerged from the data analysis included empathic concern action possibilitietheelf

overlap beliefs, and judgg social perspective taking actions and beliefs.

“YRoss et al. (2023) did not explicitly define Afl ex
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To demonstrate the emergence of teacher empathy from these dimensions, |
highlighted overall trends from the individual cases emrluctedcrosscase analysis. |
used the two schodisAtlantic Spear and Windsor Te&has an organizing scheme.
However, it should be noted that the school context doesnranidof itself, suggest the
context produced themergent themes

It is alsoimportant to reestablish that the emergence of teacher empathy in the
following subsection may be maladaptive or adaptive. Additipnile common themes
across the sang represendescriptivedimensionsupon which teacher empathy may be
characterizedRelatedly, as these themes emerged from this santpés,dimensions
may merge from a different sample.

State Space Landscape of Possibilities

| used state space landscapes to visualize the aforemerttieneets for each
case which constitutedhedimensions framing the state space landscapepresented
the entire case in tHandscapegyrovidinga conceptuabverview of the case narrative.
State space landscapes offer a conceptual model describing all possible role identity
structures in valleys and hills. Hills are associated with repeller states and valleys with
attractor statefAbraham et al., 1992 onceptually, change in a landscape is defined by
the valleys and hills, which represent conceptual potential energy required to move in and
out of a stat¢Vallacher & Nowak, 2000)Consider a ball on a hill: it is easier for a ball
to move down the hill and settle in a valley, than to summit.

Ashwin et al. (2012)lescribed, an#leino et al. (2022¢laborated for social
science, two ways that landscapes can change: gradual and abrupt. Abrupt, or critical,

transitions in landscapes are related to developmental ctifigeationinduced
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tippingis one abrupt change that occurs following a change in the attractor landscape and
a new landscape of possibilities emerges, with previous attractors disappearing. For
example, Marcia moving to a new context led to a shift in her state space of passibiliti
associated with her teacher role identity chahgpgseinduced tippinglescribes an event
that causes an immediate perturbation of the landscape and a shift to a new attractor (e.g.,
social pressure).

| usad a threedimensional model to describe the state space landscape framed by
the three dimensions: familiarity, responsive, and flexibility. All dimensions are on a
continuum from high, medium, to low, with low scores closest to the ofity@x and z
axes define teacher responsiveness and flexibility, respectively. See £gimean
example highlighting x and z axes overlapping. The color of the landscape describes
teacher familiarity. Darblue colors indicate higher perceptions of familiaaty pink
represents low perceptions of familiaritydetermined teacher scores using the interview
datg creating a conceptual composite of the teacher emphtstyated in the case
Finally, the y axis represents energy, with valleys indicating stable, attractor states that
require more energy to overcome. Hills are the opposite, representing repeller states.
Energy is conceptually akin to the strength of a commitment within the identity system
(Van Der Gaag et al., 2020)he deeper the valley, the more stable and stronger the
identity commitment to actions, beliefs, goals, and-getteptionsl describe the

landscapgbelow and the associated identity system contents and general structures.
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Atlantic Spear Case
Familiarity Dimension
Marcia and Eric taught at the sas@hool and shared minoritized identities with
their students. For example, Eric identified as Puerto Rican and 28% of the school
identified as Hispanic/Latinx and he is an alum of Atlantic Spear. About familiarity with
his students, he said,
| 6 moticed a lot of them, especially at the beginning of school year, were
just surprised when we have things in common. It makes me more
interesting to them in a good way. But
hear. They ask me whleomandlaisad [hére],o0 m. It s

but my familyés from Puerto Rico.0 Firs
students who are happy to have a Hispanic teacher. That's someone that

they can culturally bond with. éThe mor
more things weé able to bond on, the betterae=able to build that
relationship.

Marcia, like Eric, also shared ethnacial identity with many of her students. She

identified as AfricarAmerican and 63% of Atlantic Spear students identified as

Black/AfricantAmerican. However, while Marcia may have superficially resembled her

studentsshe held low perceptions of selther overlap beliefs which emerged from

misalignment between an ontological belief about her students andpesmption that

she was unfamiliar with her students cultural and their lived experiences. For example,

Mard a slavalkdn thisiknowing the huge cultural differences between my experience

and teaching here with my studentsd backgr

| 6ve had is making that deep connection |

heref, at Atl antic Spear]. A |l ot of that 1is <cu
Both Ericand Marcia elaborated on their familiarity during member checking

procedur es. For example, when sharjushg this
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having those ways to connect with them just makes things a lot easier, and they get so
excited wheMatheg bhgaeedtwdth Ericds sent.
[Eric] came from the school. He was a product of the school. ...But what
that means is he's closer te tstudents culturally than | am, so the amount
of growth that he has to do is not the same or even as wide as the amount
of growth that | have to do to make sure that | am
correctly...connecting...with my students in where they are. Because I'm
not a teactr from the suburbsah a teacher at [Atlantic Spear].
Thus, while Marcia and Eric may have shared etfangal group membership with their
students, it was their sedither overlap beliefs and perceived familiarity whimed
their teacher empathy. Specificalar ci a was wunabl e to proper|
perspective becausde held an ontological belief that their contexoreign. By
contrast, Eric was familiar, comfortable t
assumptions about students becafd@s selfperception that he artds students and
from the same neighborhood, school, and ethnicity.
Responsiveness Dimension
Whil e Eri co6s hi-ahleroyrap ekefs afforded hiro High seé | f
perceptions of familiarity with his studedted experiences, he also held aself
perception that he was not an authoritarian but demonstrated warmth and responsive
listening action possibilities for students, which was aligned with an ontological belief
that students appreciated responsive listang . He said, AThey don"t
figure. They want someone to listen to them, and | was able to really help andateesca
the situation and just get them to under st
Marcia shared an antithetical view. While she also demonstrated concern and

warmth, she held a sgblerception that she was the authority in her classroom, upon

which she did not waver. For example, she
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cl assr oontm haenrde 6ssaiodn, | yi one person that's mak
Webre going to follow the rules, period, o
what takes place in our c¢classroom, good an

Flexibility Dimension

Eric and Marcia held their students to high standards, an indication of low
flexibility. They both held ontological beliefs that tldewand other teachedsshould hold
students accountable, which they explicitly discussed during the third member checking

interview. Eric elaborated and said,

|l make it more difficult, just |ike, #dal
you to do this. It wi || benefit you mor
academic stuff, no, in that case it's |
potenta | . O

Marcia referred to high flexibtlity and ac

emphasi zing. oce®pat Batdngfi| ®Vevery har mful
aware of where our empathy is armhhwe can overdo it by relaxing standards, relaxing
student effort. o
State Space Landscape Analysis

Both Marcia and Eric described more empathy for their students when they shared
cultural knowledge and lived experiences. Marcia, a Black woman from the Southern
United Statesheld a seHperception thateaching in the South did not require as much
effort because she understood her students. Moving to Atlantic Spear shifted her social
contextandcultural control parameters, initiating a perturbation in her identity system
contens andstructures. Emergent from her adaptative actions, beliefs, goals, and self
perceptionsvere new ontological beliefs that she was unfamiliar with her stsid&nt

backgroundwhich included a shalloattractorstate indicative of achanging and
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adaptive identity state/an Der Gaag et al., 202Q)e., moratorium identity status;

Marcia, 1966) SeeFigure 4.7. Overall, ér selfother overlapeliefs were misaligned

with some action possibilities that she employed in the Southpaeléption that Marcia

is different than her students, and implicit curricular goals that she transferred from her

Soutterncontext which was framed by a new teaching contéxh u s

Mar ci abs

landscape may be characterized @is@induced tipping from shifting contexts may lead

to a bifurcatiorinduced tipping, where the state space landscape permanently changes.

However, more longitudinal data is required to substantiate that claim.
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Eric hadthe oppositgattern.Overall, his Iigh perceptions of familiarity with his
students led to a deep vallagd strong commitmenis his landscape of possibilities.
For e x amp | éevlieedthes pesspectidesoi i jlistdike theshoefitsb et t er
This valley was associated with alignments among his identity sysdemed by his
socialcontext and culturavhich acted to stabilizbis identity systemself-other overlap
beliefs (i.e., alignment between ethraxial group membership and cultural self
perceptions and ontological beliefs about students atirial group membership and
culture), seHperceptions as being similar to students, ontological beliefs about student

lived experiences, and curricular goals and action possibilities. See Eigure
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Windsor Tech Case
Kelly and Kevin had similar levels of familiarity, responsiveness, and flexibility,
but their emergent patterns in their state space landscape illuminated idiosyncratic
experiencesThey differed in their social perspective taking acpossibilities and
ontological beliefs. Kelly used detective social perspective taking action possibilities to
learn about her students, which informed her actions, beliefs, goals, apdrselbtions.
Kevin, on the other hand, was a judge, makingassommpg about his studen
experiences.
Familiarity Dimension
Kevin and Kelly held sefperceptions that they had low levels of familiarity with
their studentsd cul tural knowl edge and per
| try not to jump to conclusions because | remember how | felt when |
realized like, oh my gosh, | thought that this kid was totally making up
stuff and he had a for real circumstances and reason for his lethargic, head
down, nonrparticipatory stuff.
Thisalignedselfper cepti on and action possibility t
associated with her detective social perspective taking action possibilities. Relatedly, she
saikRor fme, |l dondt want to jump to hasty, |
Kevin held seHlperceptions that he was not like his students, but still made
assumptions about them. In particuléeyvin used judging social perspective taking

action possibilities on his students in service of their social and emotional wellbeing,

related to his assumptions about their homelives. For example, Kevin said,

My principal éscreams | i ke a madman in t
they go to the corner store and | 6m sur
store is yelling at them. The bus drive
move back. o0 Al | etopisdefinkelydadvn anfthe st uf f . Th

144



corner, is definitely not saying nice things to him either. Maybe they do. |
don't know. l just, I dondét know.

Responsiveness Dimension

Kelly and Kevin were both vemesponsive to their students and mentioned
aligned goals to not be an authority, gefceptions that they are not the authority in
their classroom, ontological beliefs about studamésire to be responsive and less

demanding, and action possibilities to provide autonomy and freedom to students. For

example, Kellysaidi | gi ve them the freedom to help e
theméo And dl aghaity, I'mhottmeauth@t t ¥ hé | give my s
of freedom to do things theirwayo make it me &imilanygkévinl t o t her
commented,

The baggage and the things these kids come with to school with seems

insurmountable to me thinking of what the stuff they go through. But just

being a friendly guy and a person authority figure, like | said, authority

figure that 6s groratmegthah lme argry preebréown.r s uppo
Flexibility Dimension

Kevin was more flexible than Kelly. He identified action possibilities to lower his
standards and pass students that were aligned with goals to bring positivity to his
students, selperceptions of being a nice guy, and judging ontological beliefs al®ut hi
students. These alignments were associated with positive emotions. He said the
following, regarding higlexibility action possibilities:

éi f [providing a smack of success by gi

needle just a tiny bit with their own seéthage, with their own who they
are, with their own way they feel about themselves, and it moves it a

teeny, |ittle bitnt tdhawn |Itdme men& Imidadn dtn
them just to feel good. | would love it globally to mean something to them,

and hopefully that that will, feeling g
whatever.
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These sentiments were aligned with a judgir

experiencingtraum@t So t hose things, how can you not

bl ossom a bit after certain trauma, certai
Kelly, on the other hand, had medium flexibility, denoting disharmony between

her selfperception that she is flexible with a spH#rception that she will not blindly give

Agrace. 0 I nstead, she wil$Shesese&i dutili nd mr sn
flexible, very accommodating, and in some
do not know your <circumstance, | cannot af

State Space Landscape Analysis
Kevin had a dynamically stable identity system with strong commitments that
were aligned with his judging social perspective taking ontological beliefs (Figure 4.9).
He, specifically, had aligned sgderceptions that he was a kiraaithoritative person;
action possibilities to bring positivity and success to his students; goals to make his
students experience posdiv and ont ol ogi cal beliefs about

experiences. For example,

occasionallyyougetammai | t hat-amisbés | hé&dese AlBor ned
down and theyodre in a shelter or whatev
he passed. They passed for the year. I
they do work, thatdés just icing on the
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created a dynamic landscape of possibilities that shifted in response to deficit in her

knowledge about students. In her conceptual state space landscape4HiQutack of

awareness (i.e., lomamiliarity) was associated withralativelyunstable repeller state

that quickly shifted to a lower, stable attractor stit#pwing detectiveactions Like she

saild,dofin 6t want t

o

jump t

0]

O Thisrnoigejnduged d g me nt a

tipping point was also associated with a shift from a repeller state with more tension to an

attractor with alignments in her teacher role identity systexhwas associated with

greater flexibility. She saidi I t r

| cannot afford you that extra grageo

y

t o
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system structural alignments. Red lines indicate identity system structural misalignments.

Quantitative Data

Quantitative data from the IRI scale suggested that each teacher experienced and
held idiosyncratic selperceptions of their dispositional empathy. However, major
patterns emerged that paralleled the qualitative data: a focus on perspective taking and
empmthic concern. Across tlmsesempathic concern and perspective taking emerged as
the highest loweorder of empathy. See Table 4.8. Relatedly, visual inspection of the
MDS plots highlighted overlap betweempathic concern and perspective taking (Fegur
5.11), suggesting teacher empathy may include perceptions of care and compassion for

students and taking their perspectivgenerally, teacher sefferceived high efficacy

148



during perspective taking was in harmony with-gafceived concern and compassion.
Conversely, selperceived low efficacy during perspective taking was in harmony with
selfperceived apathy or neglect.

MDS analysis across the sample indicated some IRI items factored together.
Common items are included in Figure 4.11 and Table 4.9. For example, personal distress
1 and perspective taking 7, fantasy 4 and personal distress 4 characteripedcealed
low efficacy during a perspective taking task in alignment with ontological beliefs about
people in distress situations. Empathic concern 5 and personal distress 2, and empathic
concern 4 and personal distress 6 characterizegperaléived low efficacy and
ontological beliefs about distressing situations. Personal distress 5 and perspective taking
6 and 7; fantasy 2, 5, and 7; and empathic concern 3 and perspective taking 3 was
associated with sefferceived high efficacy during perspective taking. Finally, Empat
concern 6 and 7 represented gmdfceived tenderness.

In summation, perspective taking and empathic concern may be overlapping and
interrelated latent constructs that may emerge entangled aspaseption element of
teacheempathy. Thus, frorthis view, perspective taking may innately include feelings
of care, compassion, concern, and tenderness towards students.

Summary

Taken together, teacher empathy manifested from (a) role identity céntents
actions, goals, sefferceptions, and ontological and epistemological béliefsd (b)

structural alignments and tensions within the teacher roles and context. For exaifple,

perceivedamiliarity withst udent s6 | i ved experiences C€O0mMmf
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Table 49. Commonly Factored Interpersonal Reactivity Index Items from the

Multidimensional Analyssfrom the Case Studies

IRI Item

Factors

Eric

Marcia

Kelly

Kevin

Empathic Concern 3
Empathic Concern 4
Empathic Concern 5
Empathic Concern 6
Empathic Concern 7
Fantasy 2

Fantasy 4

Fantasy 5

Fantasy 7

Personal Distress 2
PersonabDistress 4
Personal Distress 5
Personal Distress 6
Personal Distress 7
Perspective Taking 1
Perspective Taking 3
Perspective Taking 6
Perspective Taking 7
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R WA DPEP PO
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Note.IRI = Interpersonal Reactivity Index.
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about students and sgidérceived available knowledge, related to-séifer overlap.

Responsive action possibilities and flexibility goals both characterizegesekption

and action possibilities. Additionallypany teachers enacted empathetic action

possibilities to learn about students (i.e., judging social perspective takiagapted

their instruction to aid student academic, emotional, physical, psychological, and social
wellbeing. Complementary to these action possibilities were cognitive eynpath

ont ol ogi cal beliefs, where teachers attemp

Understanding students and taking their perspective was associated with self
other overlap beliefs, which emerged at the structural level between ontological beliefs
and seHperceptions. Misaligned ontological beliefs and-pelfceptions led to low
percetions of selother overlap between the teacher and their students, while the inverse
was associated with high perceptions of-s#lifer overlap. Additionally, some lower
order forms of empathy interacted and led to the emergence of new actions, beliefs,
goals, and selperceptions. For example, aligned emp#thconcern goals and judging
social perspective taking beliefs led to empathically informed action possibilities.
Conversely, @ognitiveempathy ontological beliefndanaffective empatétic goal were
misaligned and interferadith teaching action possibilities.

Across the cases and the croase study comparison, all teachers demonstrated
care anccompassion. However, the expression of care and compassion was specific to
each teacher, their students, and their context. For instance, ontological beliefs about
student trauma may have informed teacher goals and action possibilities. In one

illustration, teachers who viewed their students as consumed by trauma aimed to
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ubiquitously spread positivity, while teachers who did not hold that ontological belief
were more guarded with their action possibilities to support students.

These analyséswhi ch f oregrounded teachersé6é aut
attending to the role, context, and motivations of the tedchighlighted the various
interactions, states, and processes that led to the emergence of teacher empathy within a
situated context and landscape of possibilities. In the next and final chapter, | will
explicate these patterns and describe the importance of roles, contexts, and motivations in

teacher empathy experiences.
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CHAPTER 5

DISCUSSION AND CONCLUSION

In this mixedmethods study, | explicated teacher empathy using arraientext
complex dynamic systems view that employed multiple analytical tools (i.e., DSMRI,
MDS, state space landscape, and mean scores) framed by the DSMRI. The research
guestions tht guided this study included the following:

1 How does teacher empathy manifest in a teacher role identity in an authentic
learning environment?
1 What are the alignments and tensions that emerge from a teacher role identity
during an empatttic experience in an unfolding classroom situation?
1 What is the role of context in the dynamics of teacher empathy?
Analysis from the qualitative and quantitative data suggested that teacher empathy is
a context and role sensitive social phenomenon that emerged from role identity contents,
structures and processes, which were framed by dispositional, social, anduabntext
factors.Therefore, teacher empathy is not a single construct that can becapsilsed
butis a highly situated and dynamic social phenomenon.

These expressions of teacher empathy ma
identity and motivation and framed by their context. Thereby emphasizing the sensitivity
to sociocultural context, where teacher empathy refteand shifedin response to the
momentto-moment actions, decisions, beliefs, goals-geiteptions, and emotions of
the teacher, their students, their context. The comsExsitivity of teacher empathy also

highlighted the role of teachers mis/matching ethamd identities with their gidents
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thuscalling attention to the unique ways by which gmfceptions in the form of social
identitiesmay influenceteacheempathy

Finally, this study brought attention to the diverse ways that empathy can help
teachers, but also hurt them. The adaptive and maladaptive forms of teacher empathy
highlight a doubleedged sword characterization. However, appraisals of empathy as
adaptiveand maladaptive were situated in the context and identity of the teacher.

In the following sections | expourah the major findings | just discussed and
answer the three research questions. Next, | discuss theoretical, methodological, and
practical implications from this study; detail limitations; and conclude with
recommendations for administrators, educatorscpwlakers, and researchers interested
in teacher empathy.

Teacher Empathy is Dynamic, Complex and Anchored in Teacher Role Identity

Teacher empathy in this study was not one thing, but represented a collection of
selfperceived caring, compassion, apathy, and high and low efficacy during perspective
taking; action possibilities of perspective taking and classroom practices; goals of
compassion and accountability; and finally, ontological beliefs about the staaeints
their lived experienced hese were reflective of amiresponse to alignments and
tensions within the identity system, including social and contextual fadtous, teaher
empathy manifested as role identity contents. For example, epistemic empathy emerged
as an ontological belief about student learning. However, empathy, a multidimensional
and multifaceted social phenomenon, also manifested as multiple role identéptso
empathic concern emerged as a goal and action possibility, while perspective taking

emerged as sefferceptions and action possibilities. Additionally, as displayed in Table
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5.1, mostforms ofempathy emerged as ontological beliefs and perceived action
possibilities which may telegraph a rele-context conceptualization of

teacher empathy as an active process and as knowledge about sAidentplete list of
the quotes and DSMRI analysis for Table 5.1 can be found in Appendix G, which
answers research question one.

Generally, empattic actions, beliefs, goals, and spHrceptions were aligned
with other role identity contents (see Table 5.1). However, tensions were present in the
sample and often associated with epistemic empathy when Kelly, for instance, self
perceived a struggle wither instruction.

Quantitative data suggested that, among the participants in this study, teacher
empathy was generally associated with and
about their students and was aligned with action possibilities, goals, apeérselptions
of care, compassion, and concern. Specifically, the IRl mean scores indicated that the
teachers perceived themselves as having high perspective taking and empathic concern
toward others. Moreover, the MDS analyses suggested a relationship betweeniperspect
taking and empathic concern: spHrceived high efficacy during perspective taking was,
generally, aligned with sefferceived compassion and in alignment with the action
possibility of perspective taking. However, spérceived low efficacy during
perspective taking was in harmony with sed#frceived neglect or apathy. Thus,
perspective taking efficacy may be highly interrelated withpetteived prosociality
and the ability to engage in perspective t
landscap analysis exemplified this relationship employing her detective social

perspective taking action possibilities.
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Table 5.1 SampleEmpatletic Role Identity Contents and Alignments

Ontological Self
and Perceptions Perceived
: Purposes anc .
Epls'geme Goals and Ac'_uo_r_1 _
logical Self- Possibilities
Beliefs Definitions
Ontological and Epistemological Beliefs
Cognitive Empathy Alignment Alignment
Epistemic
Empathy Mis/alignment
Judge Social
Perspective
Taking Harmony Alignment Alignment Alignment
Purposes and Goals
Empathic Concern Alignment
Self-Perceptions and Selefinitions
EmpathyBased
Stress Alignment Alignment
Perspective Takin¢ Alignment
Perceived Action Possibilities
Cognitive Empathy Alignment Alignment
Detective Social
Perspective
Taking Alignment Harmony
Empathic Concern Alignment Alignment
Perspective Takin¢ Alignment Alignment
Aligned Ontological Beliefs and Seffferception
SeltOther Overlap Alignment Alignment Alignment Alignment

Misaligned Ontological Beliefs and Sédterception
Self-Other Overlap Mis/alignment Misalignment

Mis/alignment

Note.Full data are available in Appendix G.
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Qualitatve $ at e space analysis of Kellyds dat
ontological beliefs about her students (i.e., familiarity) were aligned with perspective
taking action possibilities and greater f|
However, teaclreempathy did not always manifest from changes in the familiarity
di mensi on. For instance, Kevinds teacher e
necessarily change based on new informatio
taking ontologicabeliefs were aligned with his goal to imbue his students with positivity,
action possibilities of showing success, and-getteived kindness.

Soci al perspective taking primarily cha
empathy. As noted, according to Gehlbach and Mu (2023), there are two forms of social
perspective taking: judging and detecting. As a judge, Kevin held ontological beliefs that
were not associated with sgierceptions that he knew his students or goals and action
possibilities to learn about them. Instead, Kevin was comfortable making assumptions
about his students. By contrast, Kelly did the opposite. Inspired by an early career
experience, alignments across her identity system led to detective social perspective
taking action possibilities. Within her science classroom context, her detective social
perspective taking was associated with her epistemic empathy for her students, low
perception of selbther overlap ontological beliefs, and action possibility to have her
students take her perspective, which was in alignment with a goal to have her students
persist through challenges, like she was. These opposite expressions ofdeqguzthy
shed light on a possible challenge with detective versus judge social perspective taking:
how to appropriately and efficiently make

their learning. Detective social perspective taking is laboriouseandres extra effort
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that teachers may need to preserve and allocate to other classroom practices. However,

seeking out information will lead to more accurate information. By contrast, judging is a

useful heuristic that teachers can employ to quickly assess situations andrictudent

|l earning and achievement. Yet, it may al so

empathy is the failure of the empathizer to seeteyaye with the individual for whom

they aim t(WaremqD24) hTteied i nabil ity to under st

perspective may have deleterious effects a

students. Whil&Varren (2015,2018 dvocat ed for teachers to t

perspective, he acknowledged limitations in this pedagogical practice. For instance, in

one study he conducted on White female teachers empathizing with their students,

Warren (2015 escr i bed one teacher who i nappropri

marginalized racial identity through her own marginalization by virtue of her sexual

orientation. ASWVarren (20245 t at es, 0 T krazisterecalWlthougleof a nt i

themselves as more empathetic than they really were. In fact, the people of color they

aimed to help did not receive their benevolence and charity as help at all. And in turn,

theseWhiteantir aci st s devel oped feelings of discol
While teacher empathy manifested as identity contents, empathy also emerged

from structural alignments and tensions between contents, which answered research

guestion two. For instance, high perceptions ofatiér overlap beliefs emerged from

the alignel ontological beliefs about students and-pelfceived similarity, while low

perceptions of selbther overlap beliefs were associated with misaligned ontological

beliefsandselper cepti ons. For i nst an-otleroveHapi c6s hi

manifested from his ontological beliefs about his students ethdal group membership
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and cultural background with his sg@iérceptions as an Atlantic Spear alum and Lé&tino
emphasizinghe role of his social identity in his teacher empathyE r i -otliers s e | f
overl ap aligned with action possibilities
assumptions about t he mperceivedavrefficaoy dusngof age.
perspective taking occurred when he was unfamiliar with hisstudedd | i ved exper
This may highlight a possible manifestation of parochial empathy, where Hranoced
to and treated his perceived similar students differently. This does not suggest that Eric
showed favoritism but does highlight his ability in sharing more erepattesources
with those whom he believed he shared group membership. By contrast, Marcia, who did
share ethnwacial group membership with her students, still identified low perceptions of
self-other overlap and did not showcase parochial empathy. Sharagmgenerally
concerned with her students and their ability to academically sustled class, which
was aligned with action possibilities unique to her classroom context and a self
perception that her success is determined
Teacher Empathy is Socioculturally Contextually Dependent

Context, like role identity, was a very important factor in determining the form
and function of empatldy answering research question three. Most notably from the
DSMRI and state space | andscape analyses,
of empahy and even action possibilities that she had not considered. This included
checking in with her students at the beginning of every class and making snacks available
to her students during a class session. However, Eric, who intimately knew his teaching
context, was able to make inferences about his students that he did not perceive would be

available in a different schodlhus, | argue that ra@nd ethngity arenotthe sole
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mediating factsi n Mar ci a and Ericds teacher empath
sharing culture with his students and Marcia na@niel Washingtorelayeda similar

sentiment when he explained why he directed a movie about an Akioanican

family. He sai d nl(SirusXM ikditor, 2@¢16)| or , it ds cult

Unli ke Eric and Marci a, Kell yds ability
simultaneousl§ Windsor Tech and Horace Highafforded ontological beliefs about
students that aligned with her spérceived consciousness and conscientiousness, and
detective social pepective taking action possibilities. She noted that her cantext
straddling two different schodlshighlighted opportunities and weaknesses at both
schools, which included her ontological belief that not all students at Windsor Tech
experienced trauma.

Unique to this sample was the inclusion of trauma in all cases. Kevin, in
particular, spoke about his studentsdé trau
demonstrate positivity and accommodate his students. While Kevin would most likely
stllshowt he same type of empathy in a differen
about student traumaereassociated witthe empathyexpresseth the data

Teacher Empathy is Adaptive and Maladaptive

While often touted as a best practice in education, teacher empathy is a double
edged sword. For example, Marcia held disharmonious ontological beliefs that empathy
is required for teaching, but too much can be a problem (i.e., lead to erbpatt/
stres$. She also mentioned that ovampathizing with students can reduce rigor and

| ower academic standar ds. Similarly, Kel Iy
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about her science studentds | earning. Yet,
cognitively empathizing with one student distracted her from teaching.

Specific dimensions of teacher empathy can also be evidence of simultaneous
adaptive and maladaptive empetith expressions. A paragon of this dual dichotomic
experience was soci al per spect i peespettieek i ng.
taking may appear maladaptive when he made unfounded assumptions about students.
Yet, judge social perspective taking can be adaptive if a teacher does not have time to
learn about each student. Conversely, detective social perspective takirgppear
adaptivé like when Kelly actively sought information about students to effectively shift
her teaching practicésbut it is also costly. Thus, the expressions of teacher empathy and
their adaptive versus maladaptive nature must be viewed throaiggmthand context of
the situated nature of the empetit experience. This criticism of perspective taking
more specifically judge social perspective takirig not a call for eliminating the
practice. Instead, we must be conscious of the forms of empathy that are adaptive and
maladaptive. However, the gicit evaluation is, like teacher empathy, dependent on role
identity and context.

Summary of Findings

Overall, teacher empathy is complex, dynamic, multidimensional, centext
sensitive, and is adaptive and maladaptive. From this study | demonstrated the value of
using a rolan-context complex dynamic systems approach to capture authentic teacher
empatht hat i s grounded in a teachersdé moti vat
approach pushes the theoretical, methodological, and practical boundaries of teacher

empathy, which is often captured and described using reductive paradigms.
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Research Implications

Theoretical Implications

| argue that a rolén-context conceptualization of teacher empathy using the
DSMRI is advantageous because it integrates the many overlapping empathy dimensions
into a cohesive framework that grounds teacher identity, motivation, and context, which
are ofen absent from teacher empathy theory. This view, thus, emphasizes profession
specific forms of empathy that may benefit a person occupying a role in one context, but
not another (e.g., teacher versus parent). This view challenges general, decorgdxtualiz
conceptualizations of empathy (e.g., dispositional empathy) that rarely describe the
complex dynamics of teacher identity and motivatlwat are framed with specific social
context(cf. Barnes & Thagard, 1997; Gehlbach & Mu, 2023; Mill, 1865; Zaki, 2014)

Also unique to teacheampathy scholarship, a reile-context approach assumes a
complex dynamic systems paradigmatic viewajch undergirds the DSMRI framework
and analysis. Teacher empathy from a complex dynamic systemsaeieifests from
multiple interacting components and emerges inlira@ar dynamics that are greater than
the sum of their parts. Thus, complex dynamic systems are well suited to capture the
socially distributed andynamic empatbiic experience in the classroom. This view is
substantiated by the cyberneticist, Gregdageson (200Q)who claimed that social
phenomenon need to be described differently than physical sciences. ReBaibelpn
also contended that patterns of meaning (i.e., mind) are distributed among people within a
system. Thus, | argue this meanimgking within the system is made through each
ot herdés | enses, and medi ated bunyg,seliotheat hy di

overlap).
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In summary, my rokén-context complex dynamic system approach to
conceptualize teacher empathy integragegbathic motivation and identity scholarstop
more effectivelycapture authentic empathy in its context. The approach suggests a new
set of methods required to conduct research.

Methodological Implications

Aligned with a new theoretical approach to conceptualizing teacher empathy are
new approaches for studying teacher empathy. In this study, | primarily used DSMRI
methods to capture teacher empathy. In particular, DSMRI protocols combined all
empathy constrcts in the role identity system, instead of backgrounding contextual
components common in traditional teacher empathy measures. These measures are
usually in the form of selfeport surveys that may include sbiésing(Aldrup et al.,
2022)and reduce the empathy phenomenon to linear assumptions that do not properly fit
the data. Moreover, these linear methods often employ mean scores, which are not
representative of any participant.

Practical Implications

Teacher empathy scholarship aims to support teachers, students, and education in
a variety of domains. However, as discussed, traditional teacher empathy research
backgrounds components in a system, often in the form of holding a variable constant in
a linear model. However, this study, which sought to examine and explicate authentic
teacher experiences by emphasizing the interactions of role identity, motivation, and
context, provided a set of recommendations that are not generalizable, but may be
adaptedo fit any context. This includes teaching, teacher wellbeing, and teacher

preparation
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Teacher empathy emerged throughout the study in different role identity contents
and from role identity structures. Thus, empathy is notloing butis a banner term
representing many phenomena. Therefore, my primary recommendation for
administrator®, teachers, and teacher educators is to be clear when advocating that
teachers demonstrate empathy to their stud&msan & Patterson, 2024)recommend
reflecting on the following questions:
What type ofjprofession specific form ogmpathymay benefiteacherand studentm
their contex? What arethe relatecempatltetic action possibilities? Goals? Ontological
beliefs? SeHperceptionsAnd what are the maladaptive forms that we want to eschew?
Theconstructive and critical seteflection for which | advocateay promote
selfawareconceptions of empathhat are intertwined and framed by biabetiefs
about students, situated spHrceptions, goals, and action possibilitgch reflections
captured within the datshowcased the variety of ways teachers emataconceive
teacher empathy. For example, while Mainiglicitly acknowledged the role of
cognitive empathy to change her pedagogical practices to better support her students in
her rew Atlantic Spear contexshe alsaliscussed the negative impact of teacher
empathy on herself and her studentsido hol d onto [t he heavine
trauma] probably more than d &rhdbukdél realt
hurt our students | fempathidmgle 8Bbé¢ addedf ul Awi 6.
har mf ul for students if wedre not aware of
it by relaxing st and$he ascludedteat empathywig st udent

necessary, buhust be navigatedi Y e s , empathy, | dare say yol

15 Kelly mentioned during her member checking interview that her school district encourages teachers to
show empathy, but did not define or expand on their conceptualization of empathy in the classroom.
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but there i s such a Etichalsorgflectadson hsmpathetin c h e mp a

experiences and hetdrvent ontological beliefs that sharing cultural connections with

students aided himllinthihek cdalaseraolmi. g Hea rsta

from [the same city] él feel l i ke just al so

have so much i n oSochsotmeultumicontéxtual faceora énay

prevent perspective divergence and false empathy. This was not the case with Kevin.

Kevin, who did noexplicitly share aultural background with his students, suggested

that hisimplicit goals promoted his intereisto pr ovi de hi s <®tiddent s v

[providing a smack of success by giving good grades] moves the needle just a tiny bit

with their own seHimage, with their own who they are, with their own way they feel

about themselvesél 6m one million percent d
Profession specific forms of empathy prioritize certain dimensions over others.

For example, physician empatttyojat et al., 2001; Stansfield et al., 20&8)phasizes

cognitive forms of empathy over affective. While this may be a useful rule for teacher

empathy, placing constraints and limitations on teacher empathy may not benefit anyone.

Instead, | recommend teachers be conscientious and intentionattedipempathy and

how it makes them feel and how it supports their students. Thus, adaptive and

maladaptive forms of teacher empathy are unique to each teacher role identity and their

context. This includes, but is not limited to, when teacher empathy teaanpathy

based stress, which Marcia experienced, that overwhelms and emotionally taxes teachers.
While many teachers discussed the emotional and psychological cost of teaching

(Appendix H), teacher empathy is also related to stress and bgriioliti S & Kossews

1998; Wrdbel, 2013)Examples of teacher empathy leading to negative emotional
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experiences includes Ericés concern for a
seffot her overl ap beliefs and Kellyds empathi
from effectively teaching. Thus, axnistrators must be conscious and aware of their
teacher8emotiong(Floman et al., 20249nd teacher educators must prepare future
teachers to emotionally regulgt&sman et al., under reviewgome forms of teacher
regulation can improve teacher wellbeing and instruciddrup et al, 2024) which
may benefit teachers who take on their stu
their lives outside of school.
Research Limitations

Like all research, this study included limitations that | enumerate Qeee.
limitation from this research was allowing teachers to choose what video segment to
record. Teachers may opt for a session that is atypical and that favors their self
perceptions and egoisfne., selfbiasing;Aldrup et al., 2022)Related, recording a class
session may cause a Hawthorne effed., Landsberger, 1958heaning that the
students and teachers may act differently than if the camera were &vgghermajor
limitation is the use of interview data. Many have examined how verbal data can be
unreliable(e.g., Ericsson & Simon, 198Q)articularlyas interviews occur in nen
naturalistic settings, are shaped by the i
presence of the interviewfCreswell & Creswell, 2018Relatedly this research
foregrounded teacher s 6 bpaekgrouadedhe irdemded of t hei
recipients of the empathetic experience (e.g., studpatsnts Future studieshould
build on this studypy conceptualizing and investigatibhgh e t ar get 6 s percept

teacher empathyAnother possible limitation, and thus a fruitful avenue for future
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research,is he absence of explicit dat eonteximd | ect i ¢
contr ol par ameters. Li ke the previous | i mi
perceptions of their context, domain, culture, and dispositionsadked perceptions by
others.Finally, while | used checks on my analyses to improve the trustworthiness of my
results (i.e., a data auditor and member checking), interpretivist analysis may still include
my biases.
Conclusion

In this study, | explored teacher empathy using aireleontext complex
dynamic systems view that employed the DSMRI. Overall, teacher empathy emerged as a
collection of actions, beliefs, goals, spérceptions, or combination thereof. These
expressione f t eacher empathy manifested from ea
motivation and framed by their context. MDS suggested that, generalipesedived
efficacy to take a st ude nperéeptionseficaseppedct i ve w
concern. Conersely, selperceived low efficacy was aligned with spHrceptions of
apathy.

The major forms of empathy that characterized the four teachers included their
beliefs about their selfther overlap with their students and social perspective taking. In
particular, teachers who identified high perceived-astiier overlap had alignment
bet ween ontol ogi cal bel i ef s -pdiceivedshdréadei r st
background with their students. Tension be
experiences and sgierceived similarity manifested as low perceptions dfctbler
overlap. Additionally, detective social perspective taking action possibilities manifested

as seeking information about students, while judge social perspective taking emerged as
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ontological beliefs about students related to assessments and judgements about students.
While generally perceived as useful, not all empathic expressions were advantageous in
the classroom context.
A central challenge describing adaptive teacher empathy is that empathy is
difficult to define and even harder to measure. My solution to this problem is to use a
role-in-context complex dynamic systems approachdbabcate for profession specific
and intentional forms of empathy that may be different frorplergon
conceptualization@Hall et al., 2021)Thus, teachers must be thoughtful of the ways in
which they enact and demonstrate empathy, as teacipatiey alone cannot be the
answelto all problemsecause it does not always produce the right re@lbem, 2016;
Boler, 1997; Breithaupt, 2018Yet, it is still associated with student achievement and
classroom practices and goals and should be encouraged between students and teachers.
While empathy is a relational process, | argue that teachers must be the ones to
make the first step, as they hold the power in their classroom, which may be associated
with positive changé€Clark, 1971) This, in turn, becomes a cyclical process as power
and empat hylnavbaieve that amea canmot fullif understand the fundamental
nature of power as a key element in social interaction without at the same time seeking to
understand the concept of (Elark 4980y 188)s a cou
This issue of power is exacerbated when considering the current social, political,
and economic milieu, and contemporary focus onaaist and diversity, equity, and
inclusionprogramqSDP, 2020)However, the intersection of race, power, and empathy
is not simplelndeed, empathy expressions like s#tier overlap, parochial empathy,

false empathy can be related to race and e
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cultural knowledge, lived experiencesidworldviews. While race and ethnicity may be
treated as monoliths, teacher empathy in schools is sensitive to individuals and context.
As Du Bois (1935)wrote

The proper education of any people includes sympathetic touch between

teacher and pupil; knowledge on the part of the teacher, not simply of the

individual taught, but of his surroundings and background, and the history

of his class and group; such contact between pupils, and between teacher

and pupil, on the basis of petfesocial equality, as will increase this

sympathy and knowledge; facilities for education in equipment and

housing, and the promotion of such extracurricular activities as will tend

to induct the child into life(p. 328).
But | do not believe that teachers should necessarily match their studentsaeihfip.
While selfperceived racial and ethnic identities did influence teacher empathy in the four
cases, social positioning, alone, did not account for the varied ways empathy emerged.
The data demonstrated thp@rspective taking anghderstanding studei@s c u,l t ur al
ethnic, and racial backgroundgormedteacher empathy, to8ut, as discussed, teachers
must also safeguard themselves and not maladaptively take ortthedse nt sd e mot i c
Though, this may be facilitated by sharing etinacial group membership between
teachers and students.

In conclusion, teachers must be conscientious of how they enact teacher empathy
in their classrooms, with their students, and how they take those experiences home.
Through these practices, teachers will improve their practice, develop more meaningful

relaionships with their students, and even improve their wellbeing, thereby preventing

burnout and decreasing teachers leaving the profession.
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APPENDIX A

SURVERY BATTERY

Part 1

The following statements inquire about your thoughts and feelings in a variety of
situations. For each item, indicate how well it describes you by choosing the appropriate
number on the scale at the top of each question. READ EACH ITEM CAREFULLY
BEFORE RESPONDING. Answer as honestly as you can. (1= does not describe me
well, 5 = desabes me very well)

1. I daydream and fantasize, with some regularity, about things that might happen to

me.

| often have tender, concerned feelings for people less fortunate than me.

| sometimes find it difficult to see things from the "other gugwiht of view.

Sometimes | don't feel sorry for other people when they are having problems.

| really get involved with the feelings of the characters in a novel.

In emergency situations, | feel apprehensive arat-#ase.

| am usually objective when | watch a movie or play, and | don't often get

completely caught up in it.

| try to look at everybody's side of a disagreement before | make a decision.

When | see someone being taken advantage of, | feel kind of protective toward

them.

10.1 sometimes feel helpless when | am in the middle of a very emotional situation.

11.1 sometimes try to understand my friends better by imagining how things look
from their perspective.

12.Becoming extremely involved in a good book or movie is somewhat rare for me.

13.When | watch a good movie, | can very easily put myself in the place of a leading
character.

14.When | see someone get hurt, | tend to remain calm.

15. Other people's misfortunes do not usually disturb me a great deal.

16.1f I'm sure I'm right about something, | don't waste much time listening to other
people's arguments.

17.After seeing a play or movie, | have felt as though | were one of the characters.

18.Being in a tense emotional situation scares me.

19.When | see someone being treated unfairly, | sometimes don't feel very much pity
for them

20.1 am usually pretty effective in dealing with emergencies.

21.1 am often quite touched by things that | see happen.

22.1 believe that there are two sides to every question and try to look at them both.

23.1 would describe myself as a pretty sbétarted person.

24.1 tend to lose control during emergencies.

25.When I'm upset at someone, | usually try to "put myself in his shoes" for a while.

Nookrwh
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26.When | am reading an interesting story or novel, | imagine how | would feel if the
events in the story were happening to me.
27.When | see someone who badly needs help in an emergency, | go to pieces.
28.Before criticizing somebody, | try to imagine how | would feel if | were in their
place?
Part 2: Personal, Student, and School Information
Please describe yourself, your students,yamat school of employments with as much
detail as possible and relevance to this study.

Please describe yourséd.g., how you identify).

| |

Please describe yourself as a teacher. Please include how long you have been teaching.

Please describe your students. Please include personal and demographic information. Do
not include names or other personal identifying information.

Please describe your classroom.

Please describe your school.
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APPENDIX B

NARRATIVE INQUIRY INTERVIEW PROTOCOL

Introduction |
Interviewer: Hello! My name is Joey Eisman and | am completing my doctorate in
Educational Psychology at Temple. | am interested in social and
emotional factors in the classroom. For today, | would love to learn more
about you and your experiencés this first interview, our purpose is to
understand your story of becoming and being a teadfgigoal is to
follow along as an active listener with the meanings you offer. If | do my
job well, and you feel comfortable sharing and exploring your story, you
mayeven explore new meanings or insights for familiar stories. Also,
please know that I will be taking notes, so when | look down, | am not
disengaging from yous it okay to continue the interview and recording?
| Part 1: Life Story |

Interviewer: Please ¢ll the story of how and why you became a teacher.

Interviewer Note: Where appropriate, probe for

1 Specific events and details, and

9 Clarification.
| Part 2: Emotional Experience with a Student
Interviewer: Please tell me about aamotional experience with a student.

Interviewer Note: Where appropriate, probe for

Emotional terminology and expressions,

Empathy terminology and expressions (e.g., emotion sharing, persge&iivg)
Motivational terminology (e.g., actions, beliefs, costs, goals,esitfacy),
Specific events and details, and

Clarification.

Interview Note: If story is not related to the current teach context, probe for
1 Additional context information,
1 Additional student information, and
I How the story relates to the current teaching context.
| Part 3: Reflection on the Meaning |
Interviewer: Given what you have said, what do you value and not value about such
experiences as a teacher?
| Conclusion |
Interviewer: Thank you very much for this conversation. Beforagyeurn, is there
anything we spoke about that you want to add, elaborate, or change?
[HOLD]

If you recall other things you wish to share, or would like to clarify issues,
pl ease dondt hesitate to contact me.
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APPENDIX C

NARRATIVE INQUIRY INTERVIEWER NOTES PAGE

Part

NOTES

Follow Up Questions

Insights

Post Interview Reflection/Notes:
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APPENDIX D

VIDEO STIMULATED RECALL INTERVIEW PROTOCOL

Introduction \

Interviewer: In thissecond interview, we will watch a video segment of your teaching.
My goal is to be an active listener and follow the meaning and
interpretations you offer. | will ask a few framing questions at the start,
but most of todayos inganediseussmgwounvi || ¢
video. During that time, we will play sections of your video and ask you to
share what you were thinking at that moment in time.

Is it okay to continue the interview and recording?

| Part 1: Context

Interviewer: Before we watch the video segment, can you tell me about the context?
1 What is happening?
1 What is the classroom material?
1 Who are your students?

| Part 2: Video Stimulated Recall |
Interview Note: SHARE video link in chat.

Interviewer: Now we will watch and discuss the video of your teaching. As we watch,
|l 6m interested in your memory of you
emotions, and aims teaching this lesson, as best as you can recall. Please
pause whenever you remember somegtlibout your experience,
observations, decisions, emotions, and aims while teaching this lesson.

Would you please share your screen with me? As you share the screen,
pl ease click the box for fAshare comp
When you are ready, please press play

Interviewer: As best as you can recall, what were you thinking? Why did you do what
you did?

1 How did you show compassion? Did it work?

1 How did you take your students perspective? Did it work?

1 How did you feel what your students felt?

Interviewer Note: Where appropriate, use the following probes:
1 What did you do?
1 What did you notice about your students responses? How do you understand
their responses?
1 Did this go as you expected?
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1 What were you trying to achieve? (with learning, with students?)
1 What were you feeling at this point?
1 What were your students feeling at this point? How do you know?

| Part 3: Reflection on the Meaning |
Interviewer: Now that we have watched this segment of your classroom, is this typical?

Why or not?
| Conclusion |
Interviewer: Thank you very much for this conversation. If you recall other things you
wish to share, or would |Iike to clar

contact me. Thank you again!
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APPENDIX E

VIDEO STIMULATED RECALL INTERVIEWER NOTES PAGE

Part

Video NOTES Follow Up Insights
Timestamp | (when possible include classroom context)| Questions

Post Interview Reflection/Notes:
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APPENDIX F

MEMBER CHECKING PROTOCOL

Introduction |

Interviewer: Thank you, again, for joining me and for your participation in this study. |
am pleased to share my initial analysis from our interviews. Before | do, |
want to share with you the overall goal of this study: to understand
teacher empathy. Your participatidias proven meaningful in the
development of a theoretical understanding of teacher empatsy
benefits and cosisbut also in developing a set of recommendations of
administrators, educators, researchers, and policymakers who can
encourae the good forms of empathy and discourage the bad ones.

| am going to share with you my initial analysis in narrative form. | am
interested in your opinion of my interpretation. As | share my analysis,
please keep note of interpretations that you feel are inaccurate, correct,
and missing details.

Interview Member Checking |
Interview Note: SHARE initial interview analysis.

Interviewer: What do you feel is inaccurate, correct, missing details, or anything else?

Interview Note: PROBE for additional detail where appropriate.

Conclusion |
Interviewer: Thank you very much for this conversation. If you recall other things you
wish to share, or would |Ii ke to clar

contact me. Thank you again!
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