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Teachers are in a profession with high demands as they work to meet the diverse learning needs of their
students. Consequently, many teachers experience high levels of stress contributing to burnout, and
unfortunately, many leave the profession. Teacher mental health may contribute to the resilience of
teachers who choose to stay in the profession. Positive school climate also has the potential to contribute
to teacher mental health and to provide an optimal environment to support student learning and growth.
Knowledge of school climate and factors relating to teacher well-being are critical to allow for
interventions to best support teachers and students in school settings. Additionally, there is a growing
trend toward inclusive education practices that influences teacher well-being, student outcomes, and
parent experiences. The aim of this review paper is to provide an overview of existing literature relating
to teacher well-being and school climate factors in relation to student learning. Furthermore, this paper
will extend findings from existing literature to provide directions for future research and applied
educational practices.
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Mental health plays a foundational role in daily functioning
across many areas including work performance and coping with
job-related stress (Maslach & Leiter, 2008). The World Health
Organization (2006) defines mental health as a state of well-being
in which individuals successfully cope with the normal stresses of
life, enabling them work productively and contribute to their
community. The teaching profession, including k-12 and univer-
sity, is an occupation with high rates stress and burnout, interfering
with mental health (Geving, 2007; Grayson & Alvarez, 2008).
Teachers face considerable demands, including expectations to
successfully manage classrooms and contribute to gains in student
learning (Fontana & Abouserie, 1993). These tasks are made
increasingly difficult with large class sizes, complex and diverse
learning needs, and variability in school-wide resources and fund-
ing. Given these occupational demands, it unsurprising that teach-
ers experience significant levels of stress.

Teacher stress is pervasive. Across countries and grade levels,
teachers have universally reported high levels of job stress (Fontana &
Abouserie, 1993). Teacher stress describes the negative emotional
experiences (e.g., frustration, depression) of teachers that stem from
occupational demands (e.g., adapting curriculum content to meet
diverse student needs, addressing behavioral challenges with large
class sizes; Kyriacou, 2001). The stress experienced by teachers
contributes to experiences of burnout and lower overall job satisfac-
tion (Hakanen, Bakker, & Schaufeli, 2006). Teacher burnout often

begins early with many teachers reporting significant stress during
student-teaching (Fives, Hamman, & Olivarez, 2007).

Many factors contribute to teacher stress, and school-related
factors such as negative student behavior (e.g., disrespect, inatten-
tiveness) predict teacher burnout across grade levels (Beltman,
Mansfield, & Price, 2011). Work overload and low salaries are
occupational factors that also increase teacher stress (Schonfeld,
2001). Furthermore, while school climate impacts teacher stress,
heightened teacher stress may also influence school climate as it
often leads to high levels of staff absenteeism, early retirement,
and turnover in the profession (Grayson & Alvarez, 2008). School
climate describes the quality of school life, amalgamating inter-
personal relationships, teaching practices, norms, and values that
are characteristic of school life (Cohen, McCabe, Michelli, &
Pickeral, 2009). In addition to the traditional tasks of teaching and
assessment, teachers are also tasked with meaningfully contribut-
ing to a sustainable, positive school climate that promotes youth
learning and development (Cohen et al., 2009).

Given that the aim of the teaching profession is to support the
learning needs and academic development of students, understand-
ing and addressing teacher stress and burnout is critical to culti-
vating healthy academic environments for all school community
members. High levels of teacher stress detrimentally impacts the
classroom environment both academically and behaviorally for
students (Kipps-Vaughan, 2013). Teacher stress commonly results
in impatient and frustrated interactions with students, rendering
teachers unable to provide the emotionally supportive relationships
students require to thrive (Brock & Grady, 2000). There is to better
support teacher by adequately addressing teacher mental health,
well-being, stress, burnout, and retention to best promote overall
student and school success.

There has been a shift to move beyond only examining contrib-
utors to teacher stress to also explore characteristics of resilient
teachers (Beltman et al., 2011). Teacher resilience refers to the
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capacity of teachers to thrive in and to overcome environmental
stressors as well as personal difficulties (Kitching, Morgan, &
O’Leary, 2009). This capacity to maintain well-being is the cul-
mination of the dynamic interplay between risk factors that
threaten teacher functioning and protective factors (Beltman et al.,
2011). The recent shift in educational research to further investi-
gate factors that contribute to the well-being of teachers facing the
same challenges as those who succumb to significant stress high-
lights the multifaceted nature of teacher mental health well-being.

In addition to the focus on teacher burnout, there is also a trend
toward inclusive education, which focuses on placing students
with learning difficulties and other disabilities in regular education
settings (Harpell & Andrews, 2010). There is, however, a question
as to how well inclusive education effectively provides all students
with adequate learning opportunities, resulting in academic prog-
ress (Harpell & Andrews, 2010). This growing trend toward in-
clusive education models require teachers to have specialized
knowledge and confidence in working within this form of educa-
tion system to effectively address diverse student learning needs.
This knowledge and skill set is, unfortunately, often not included
in Canadian teacher training programs (McCrimmon, 2015).

This paper reviews existing literature addressing teacher well-
being and school climate in relation to student learning. Specifi-
cally, literature findings related to stressors and risk factors, pro-
tective factors, teacher resilience, and inclusive practices will be
integrated with student learning. Literature addressing the impacts
of school climate factors on teacher and student mental health will
also be highlighted. Furthermore, this paper will provide exten-
sions for research as well as applied teaching and educational
practices that stem from the present literature. Articles for this
literature review were selected through searches in PsycINFO and
Google Scholar using combinations of the keywords teacher men-
tal health, teacher stress, teacher burnout, teacher resilience,
school climate, mental health, and inclusive education. Articles
published within the previous 25 years were included in the
review.

Teacher Well-Being and Mental Health

Teachers tend to enter the field with expectations to make a
long-term impact on students; however, they leave the profession
early in their careers at alarming rates. In one Australian survey of
teachers within their first decade of teaching, one third indicated
they were planning on leaving the field, and about 25% planned to
leave within the next two years (Bowles & Arnup, 2016). This
results in lost investment of the employer, the teacher, and society
(Gibbs & Miller, 2014). Consequently, it is imperative to support
teachers’ development of resilience not only to increase retention
rates but also to support the quality teaching practices needed to
create engaging learning environments (Day, 2008).

Teachers who are mentally healthy and maintain their positions
are important. This importance is evident given that teacher well-
being accounted for about 8% of the variance in student perfor-
mance in both elementary and secondary schools (Briner &
Dewberry, 2007). While this is not a huge amount, it is a factor that
can be modified by educational systems (Briner & Dewberry,
2007) in contrast to other factors such as parental education and
income level are not easily addressed by educational systems.
Additionally, teachers who are burned out but continue to work

exhibit irritability, high absenteeism, and demonstrate weaker
classroom management skills, which contribute to student apathy
(Gibbs & Miller, 2014). Of note, existing literature related to
teacher gender, grade level, experience, and inclusive practice
reveal the dynamic interplay of these factors in relation to teacher
well-being.

Teacher Well-Being and Gender

Fontana and Abouserie (1993) found no differences between
male and female teacher stress levels, instead finding that person-
ality characteristics (e.g., psychoticism, neuroticism, introversion,
etc.) accounted for differences in levels of stress. A study of
teachers in western Canada found that gender accounted for a
small amount of the variance in workload and classroom related
stress (3% and 1% respectively) with women reported higher
levels of stress (Klassen & Chiu, 2010).

Teacher Well-Being and Grade Level

In one study of secondary teachers (who attended a workshop on
Advanced Placement [AP] courses in the United States), 34% of
the variance of job satisfaction was accounted for by stress and
burnout (Fisher, 2011). In primary school teachers in Cyprus, there
was a positive correlation between all job stressors and personal
accomplishment (e.g., student behavior, student perceptions of
teachers, etc.). Stress related to managing student behavior, per-
sonality traits (i.e., neuroticism, extraversion, and conscientious-
ness), role ambiguity, administrative status, and time constraints
predicted emotional exhaustion. Managing student misbehavior
and conscientiousness predicted depersonalization. A study of
primary school teachers with more than five years of experience
found that intrinsic factors (i.e., teaching efficacy, working with
students, and job satisfaction) influenced both job satisfaction and
retention while extrinsic factors (i.e., salary and work overload)
did not (Perrachione, Petersen, & Rosser, 2008). While the focus
of the studies varied, it is apparent that teachers at both levels
experience stress that impacts their job performance and satisfac-
tion.

Teacher Well-Being and Experience

While levels of stress were not statistically different between
novice and experienced teachers in the study conducted by Fisher
(2011), novice teachers experienced burnout at higher levels than
experienced teachers. In another study, teachers with more than 10
years of experience reported higher levels of exhaustion than those
with less experience (Kokkinos, 2007). These results suggest that
while stress does not decrease, teachers who successfully stay in
the field learn to manage so the stress does not lead to burnout, but
it does add to exhaustion.

Inclusive Practice and Teacher Well-Being

Over the past several decades, there has been a shift toward
more inclusive educational practice in many western countries.
This transition, however, has not been without its challenges.
Teachers report facing multiple difficulties in meeting the needs of
all children in inclusive settings including less time available for
the rest of the class, challenging behavior (e.g., disruptions, phys-
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ical attacks), responsibility for educational outcomes of students
with diverse learning needs, and increased workload (Forlin &
Chambers, 2011).

The biggest challenge reported is lack of training, both in
teachers’ perceptions of their readiness and the content covered in
training programs, according to one examination of Canadian
teacher preparation programs (McCrimmon, 2015). In one study,
preservice teachers’ level of stress about inclusive teaching actu-
ally increased after a training covering inclusion policies, potential
strategies, and the benefits and difficulties of inclusive practice due
to increased understanding of their responsibilities (Forlin &
Chambers, 2011). On the other hand, teachers with some special
education training reported higher levels of teaching efficacy about
teaching in inclusive settings (Sokal & Sharma, 2013), suggesting
that type of training may be important for teachers’ preparedness.
The varying findings in these studies indicate that type of training
is an important factor in improving teacher efficacy in inclusive
practices. Simply understanding policy expectations is likely to
increase stress about inclusion while specific training in under-
standing learning differences and how to meet those needs is more
likely to improve teacher efficacy in this area.

Teachers have reported strategies that help them effectively
work in inclusive settings including having a sense of honor,
making and continuing to follow-through with plans containing
realistic expectations, and seeking the help of other professionals
(Forlin, Keen, & Barrett, 2008). Teachers reported that refraining
from letting other staff know they were struggling, hoping problem
situations would go away on their own, and having included
students work independently were identified as ineffective strate-
gies for coping with stress related to inclusive practice (Forlin et
al., 2008).

Inclusive Practice Experiences

Student experiences of inclusive practice. A review paper
by Ruijs and Peetsma (2009) examined the academic and social-
emotional impact of inclusive practices on students who were
included and typically developing students. They found several
challenges with the research in this area including varied study
designs, inconsistent use of a control group of students receiving
special education, and differing definitions of inclusive practice. In
the area of academics, the study found mostly positive or neutral
impacts of inclusion for students with special needs; although, all
studies included only students with mild to moderate levels of
difficulty. They found inconclusive results for typically developing
students including negative, neutral, and positive results. In the
area of social and emotional outcomes, there were mixed results
for students with special needs who were included in regular
education settings including negative, neutral, and positive results.
For typically developing students, they found that while there were
some increases in level of acceptance, the typically developing
students continued to view the included students less positively
than typically developing peers, and it was unclear if their in-
creased levels of acceptance would generalize beyond the students
in their classroom.

Ruijs and Peetsma (2009) concluded that the impact of inclusive
practices on academic and social outcomes for both typically
developing students and those with diverse learning needs was
difficult to determine as many of the studies did not have control

groups and the results were somewhat variable. The overarching
conclusions of this review were that the impact of inclusive edu-
cation may differ for various groups of students, which can result
in the overall neutral results that were found in many studies (Ruijs
& Peetsma, 2009).

Parent experiences of inclusive practice. A review paper by
de Boer, Pijl, and Minnaert (2010) examined the literature inves-
tigating parents’ perceptions of inclusive education. They found
that parents of children with special needs viewed the concept of
inclusive education favorably (46.6%-85%), but just over half
(50%-54.1%) reported inclusive education would not be the best
place for their own children. Parents of children with disabilities
expressed concerns about their children’s emotional development
and lack of individualized instruction as potential negative conse-
quences of inclusive education. The studies reviewed regarding the
views of parents of typically developing children only related to
including students with Intellectual Disabilities. Half of the re-
viewed studies found neutral or undecided views and half found
positive views; however, one asked about willingness to invite
children with special to their home or to spend the night with
somewhat less positive results.

It is important to note that despite its widespread favor and
implementation, there is no clear definition of what constitutes
inclusive education (Limbach-Reich, 2015). As a result, there is
currently little empirical support for the practice of inclusive
education and more rigorous research is required before it can be
deemed an evidence-based practice. In light of this, responsible
inclusive practice requires that decisions are made based upon
students’ needs, that there are sufficient resources and sufficient
administrative support, and that data on effectiveness is collected
at a school and individual level to make data-informed decisions
(Vaughn & Schumm, 1995).

Teacher Resilience and Burnout

A recent research review indicated that occupations with high
levels of social interaction tend to also have high levels of burnout;
consequently, it is not surprising that teachers experience high
levels of burnout even compared with other human services jobs,
especially experiencing symptoms of cynicism and exhaustion
(Mojsa-Kaja, Golonka, & Marek, 2015). In one study, however,
participants with higher self-reported levels of resilience reported
lower levels of intention to leave the field (Bowles & Arnup,
2016), suggesting resilience may be a protective factor. Despite the
high levels of attrition and burnout among teachers, it is one of the
few professions in which beginning practitioners face the same
level of skill and workload expectations as more experienced
professionals (Tait, 2008), which speaks to the need to consider
how to better support early career teachers as they acclimate to the
high demands of the profession.

Resilience. Teacher resilience is a multidimensional con-
struct. Some of the aspects of resilience include emotional (recov-
ery, self-care), professional (reflective, competent), motivational
(self-confidence, persistence), and social (help seeking, strong
relationships; Mansfield, Beltman, Price, & McConney, 2012). In
another study, resilience was categorized as personal (life outside
of school), situated (life in school), and professional (the interac-
tion between vales and policies; Gu & Day, 2007). However, both
resilience models emphasize the ever-shifting and overlapping
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nature of the constituent parts, and a variety of factors contribute
to teachers’ resilience and work engagement including opportuni-
ties to be innovative, job control, and effectiveness of supervisory
support (Hakanen et al., 2006).

In a literature review of teacher resilience, Beltman and col-
leagues (2011) reported factors that teachers frequently cited as
promoting resilience. These factors included individual factors,
such as personal attributes (moral purpose, sense of vocation,
tenacity), self-efficiency (sense of competence and self-efficacy),
coping skills (help-seeking, learning from failure), teaching skills
(knowing students and a range of instructional practices), profes-
sional reflection and growth (mentors, reflection, and a commit-
ment to ongoing learning), and self-care (taking responsibility for
well-being, supportive relationships). They also included contex-
tual factors such as school/administrative support (meaningful
feedback), mentors (positive, within same teaching field), col-
leagues, working with students, preservice training, and supportive
family and friends.

Specific strategies that can help increase well-being and resil-
ience include valuing and intentionally engaging in social and
collaborative activities with colleagues; building positive relation-
ships with colleagues, students, and students’ parents; seeking out
professional development opportunities (McCallum & Price,
2010); problem solving, avoiding bringing work home; exercising;
scheduling time for enjoyable activities; and creating a support
group (Castro, Kelly, & Shih, 2010). Creating a classroom envi-
ronment that is healthy for both the teachers and students helps to
reduce stress and improves well-being by distributing responsibil-
ity, setting behavioral guidelines for the classroom, and creating a
welcoming and cheery environment (McCallum & Price, 2010).

Burnout. General studies on contributors in to burnout in-
clude lack of control, insufficient reward, and absence of fairness
which contribute to the three main characteristics of burnout:
exhaustion, cynicism, and inefficacy (Angerer, 2003). Multiple
aspects of school context, which cannot easily be collapsed into a
singular whole, impact teacher burnout. These include supervisory
support, time pressure, relations with parents, autonomy, and
school size (Skaalvik & Skaalvik, 2009). A perceived lack of
autonomy is related to all three aspects of burnout. Unfortunately,
educational reforms have steadily diminished teacher autonomy
(Skaalvik & Skaalvik, 2009), likely contributing to current rates of
teacher burnout. Mojsa-Kaja and colleagues (2015) found that both
individual factors and organizational factors contributed to the
burnout symptoms of exhaustion and cynicism as they are a result
of a misfit between teacher expectations and their actual situation
in the areas of workload, control (exhaustion) and fairness (cyni-
cism). Contextual risk factors that potentially decrease teacher
resilience include disruptive student behaviours (especially lack of
effort; Geving, 2007), overwhelming student needs, unsupportive
administration, lack of resources, heavy workload (Beltman et al.,
2011), large class sizes, negative work environment, increased
diversity, and inconsistent implementation of policies (McCallum
& Price, 2010). Additionally, challenges in balancing work and
family commitments can cause additional stress (Beltman et al.,
2011). While help-seeking behaviours are related to resilience and
well-being, those who need help most are not likely to seek it out,
often due to a belief that they should know what they are doing
and/or fear that they will be judged for needing help, making them

feel even more isolated, and increasing the likelihood of burnout
(Castro et al., 2010).

Preservice and early career teachers reported that the physical
demands of teaching, such as inadequate time to eat or use the
restroom and vocal strain, increase their physical and emotional
fatigue (McCallum & Price, 2010). Additionally, personal expec-
tations to be a good teacher without needing help from others,
contributed to unhealthy choices such as not exercising, eating
poorly, obtaining inadequate sleep, and consuming excessive
amounts of coffee or alcohol (McCallum & Price, 2010). Further,
teachers may experience differing threats to their resilience during
different stages of their careers. School context exerts the strongest
influence on early career teachers and external policies and work-
life balance threats tend to impact more experienced teachers (Gu
& Day, 2007).

What Is School Climate?

School climate reflects aspects of a school system related to the
sense of safety and belonging that its members experience, and it
is comprised of the organizational structure of the school, staff,
students, families, and community (Thapa, Cohen, Guffey, &
Higgens-D’Alessandro, 2013). Various studies have shown that
several characteristics are related to a positive school climate.
These characteristics include an emphasis on academic achieve-
ment, positive relationships among students and teachers, respect
for all members of the school community, fair and consistent
discipline policies, attention to safety issues, and family and com-
munity involvement (Wilson, 2004).

In conceptualizing of the construct of school climate, Cohen and
colleagues (2009) suggest that school climate refers to the quality
and character of school life based on patterns of individuals’
experiences. Overall, school climate reflects norms, goals, values,
interpersonal relationships, teaching and learning practices, and
organizational structures. The climate of a school is also greatly
influenced by the leadership practices of school administrators,
especially principals. Principals shape the climate of the school
through discipline policies and their interactions with students and
staff. In a study investigating the relationship between school
climate and communication effectiveness between principals and
teachers, Halawah (2005) demonstrated that positive and effective
communication styles led to improved perceptions of school cli-
mate by teachers and students. Littrell, Billingsley, and Cross
(1994) found that principal support positively influences the feel-
ings that teachers have about themselves and their work. More-
over, teachers who described their principals as supportive found
their work to be more rewarding, were more productive, and
experienced less job-related stress. Principals are pivotal in terms
of developing and maintaining relationships within the school that
impact the overall climate and in turn, the well-being of their
teachers and students (Day, 2008).

School Climate and Mental Health

Research studies have found that positive school climate im-
pacts the mental and physical health of students and teachers
(Thapa et al., 2013). Positive school climate impacts and influ-
ences students’ motivation to learn, has the capacity to mitigate the
negative effects of the socioeconomic context on academic suc-
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cess, lower levels of peer aggression and violence, and decrease
sexual harassment (Thapa et al., 2013). Factors inherent to school
climate impact students and teachers as well as perceptions of
school climate (Grayson & Alvarez, 2008).

Perceptions of school climate have been associated with teacher
burnout (Grayson & Alvarez, 2008) and levels of work commit-
ment (Collie, Shapka, & Perry, 2012). Collie and colleagues
(2012) demonstrated that school climate predicted teacher job
satisfaction using a structural modelling approach. Specifically,
they found that when teachers have a positive view of their school,
it leads to better engagement and commitment (Collie et al., 2012).
In a Canadian study, Collie and colleagues (2011) demonstrated
that positive school climate predicts three forms of teacher com-
mitment: professional, future, and organizational.

Type of school environment (e.g., primary vs. secondary) also
influences perceptions of school climate. Schools serving different
grade levels possess their own organizational characteristics. For
example, Huang (2001) found that high schools have their own set
of characteristics in terms of their educational mission related to
preparing students for entry into the workforce or institutes of
higher education. This highlights that the distinctions between type
of school environment needs to be addressed by educational re-
searchers and policymakers.

School climate can increase student achievement (MacNeil,
Prater, & Busch, 2009) as well as school connectedness (Loukas,
Suzuki, & Horton, 2006), indicating a connection between school
climate and positive student outcomes. Increased student self-
esteem, and self-concept are associated with positive school cli-
mate (Way, Reddy, & Rhodes, 2007). Research has also shown
that a positive school climate is associated with lower levels of
drug use and psychiatric problems among high school students
(LaRusso, Romer, & Selman, 2008). Positive school climate pre-
dicts better overall mental health well-being (Virtanen et al.,
2009). Thus, existing research on school climate highlights the
importance of factors linked to the construct with promoting
positive outcomes for students and teachers within their school
settings.

Conclusion

Teacher well-being, school climate, and inclusive education all
impact student learning. Although there was limited Canadian
research addressing the relationships between the factors of
teacher mental health, school climate, inclusive education, and
student learning, there was research in diverse contexts. Through
this review, it is evident that fostering teacher well-being and a
positive school climate are necessary requirements for students to
have their learning needs met. Both constructs have the potential to
significantly impact student learning; therefore, consideration must
be given to the areas of teacher well-being and school climate
within educational settings, such as inclusive education settings.

Teachers have a formative role in student development across
multiple areas of functioning (e.g., social, behavioral, academic)
through daily classroom tasks and interactions. These tasks are
complicated by the diverse learning needs of students, the number
of students in the classroom, as well as challenges relating to the
social-emotional, behavioral, and academic functioning of each
student. Teachers also must navigate the complexities involved
with navigating ever-changing policies including inclusive educa-

tion practices. Thus, it is critical for teachers to effectively deal
with the occupational stressors of their profession using coping
strategies, work-life balance, meaningful collaboration and support
from coworkers and teaching staff.

School administrators control many variables that influence
teacher stress including autonomy over classrooms and work load.
School administrators, as school leaders, have the potential to
impact teacher motivation by creating a supportive atmosphere in
the school (Leithwood, 2006). School administration may also
reduce teacher stress in several ways. For example, hosting work-
shops relating to stress management supports teachers in choosing
stress reduction methods that work best for them (Kyriacou, 2001).
School principals in particular are central agents of change and
contribute to teacher well-being by recognizing staff and by mod-
elling work-related stress management techniques (Kyriacou,
2001). When school administrators create an organized, support-
ive, and collaborative environment, it supports teacher well-being.

School psychologists, as mental health professionals, are in an
ideal position support teacher and student well-being. School psy-
chologists can support teachers in dealing with the diverse learning
needs of their students as well as behavioral challenges. By sup-
porting teachers to deal with some of demanding aspects of their
jobs, school psychologists can help to increase teacher efficacy.
Taking steps to support teacher well-being and mental health can
increase teacher resilience when faced with the challenges inevi-
table in the teaching profession.

A positive school climate is critical for teacher well-being as
well as student learning. Factors including student academic
achievement, interpersonal relationships and connectedness be-
tween students and teachers, and an atmosphere of caring and
safety within the school environment are essential for instilling a
positive school climate. When teachers and students experience
challenges across school climate factors (e.g., a school atmosphere
involving bullying/discrimination against differences, low student
achievement), student learning may suffer and teacher stress levels
may increase. A negative cycle may begin to develop where
teacher stress impacts how teachers respond to their students, and
students react to these negative relational tendencies.

Implications for Research

Research in the areas of teacher mental health well-being and
school climate are expanding within the school psychology and
education literature. The significant deleterious impact of teacher
burnout highlights a need for further research in this area. Specif-
ically, research is necessary to inform interventions that support
growth in teacher resilience and as well as continued positive
school climate development through evidence-based approaches.
Additionally, there are significant research to practice gaps in the
areas of mental health practices and school interventions (Reinke,
Stormont, Herman, Puri, & Goel, 2011). Research that focuses on
investigating teacher experiences and perspectives in relation to
school climate can provide understanding of contextual factors that
connects research to practice in school-based mental health. Fur-
ther investigation of teacher well-being and school climate factors
within inclusive education practice is an area requiring subsequent
research, particularly given the expanding trend toward inclusive
education practices in schools despite the methodological chal-
lenges and inconsistent findings regarding inclusive education
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research. Further research that works toward a unifying operational
definition of inclusive education coupled with research that seeks
to evaluate outcomes of inclusive education may increase the
present evidence-base for this form of education system.

While there is a growing trend focusing on school climate, the
limited research is interesting given the applicability of school
climate factors to education. Inconsistent operationalization of the
construct of school climate and multiple tools used to measure its
related factors. For example, Ramelow, Currie, and Felder-Puig
(2015) identified 12 instruments used to measure the construct, and
across most studies, school climate has been operationally empha-
sized as consisting of different features. Further research should
focus on moving toward a unifying theoretical foundation of the
construct of school climate. Theoretical foundations and an opera-
tionalization of the construct of school climate will better allow for
comparisons across research studies. A direction for further re-
search may involve an extensive thematic and critical analysis of
school climate literature that links research to theory (e.g., the
domain areas of school climate).

Given the limited Canadian research, there is a notable need for
studies addressing the topics of teacher mental health and school
climate within inclusive education contexts in Canada. Greater
breadth and number of Canadian research studies addressing these
topics will contribute to enhancing understandings of teacher men-
tal health factors within a Canadian context which may contribute
to an evidence-based inclusive education practice, which, in turn,
could foster positive student outcomes, support teacher well-being,
and promote positive systemic and school climate growth.

Implications for Teaching and Educational Practices

Teacher-wellbeing is influenced by personal teacher factors,
school climate factors, and the nature of the education approach
adopted (e.g., inclusive education). Promoting self-care practices
for teachers within school settings is critical to provide an atmo-
sphere that fosters teacher well-being. Teacher self-care can be
encouraged through promoting physical exercise activities, mind-
fulness, and encouraging work-life balance staff-wide within
schools. Teacher self-care practices may be incorporated into
school climate by encouraging routine staff self-care group activ-
ities (e.g., offering morning or afternoon teacher and staff yoga
classes, organizing staff healthy lunch days, etc.). These staff-wide
and teacher focused self-care activities can be organized at the
administration level of the school and create a school atmosphere
that values teacher well-being.

School climate is influenced by administrative leaders within
school settings, particularly school principals. Principal involve-
ment in professional development activities that focus on school
climate factors and ways to shift these factors to best support
teacher well-being and student learning is necessary for change.
Teachers who experience well-being positively impact student
learning and broad student well-being (e.g., student stress levels,
quality of teacher and student interpersonal relationships). Further-
more, Principals often develop much of the culture surrounding
discipline in school settings (e.g., treatment of bullying behaviors),
which is an integral component of school climate. A school climate
that fosters community support and involvement through valuing
mental health and well-being will benefit both teachers and stu-
dents over the long term, and school-based professionals (i.e.,

school psychologists) may be particularly involved with providing
support for instilling these supportive practices.

Reinke and colleagues (2011) found that teachers viewed school
psychologists as having a primary role in mental health service
delivery in schools and perceived themselves as needing help in
supporting the mental health needs of their students. School psy-
chologists are in a unique position to provide support to enhance
teacher well-being and promote growth toward a positive school
climate (Kipps-Vaughan, Ponsart, & Gilligan, 2012).

Fostering teacher wellness and a positive school climate sup-
ports student wellness. School psychologists have training and
expertise with developing and implementing school-wide initia-
tives to target factors related to school climate as well as areas
related to student success. Through creating a system of behavioral
and social/emotional supports to complement effective teaching, a
comprehensive environment for student learning is developed. A
positive school climate and teacher well-being are essential for
student learning and success, and attention to factors related to
each area will benefit teachers and students. By empowering
teachers and strengthening school climate, students are in an
empowered position to learn.

Résumé

Les enseignants pratiquent un métier fort exigeant où ils doivent
répondre aux divers besoins d’apprentissage de leurs élèves. Par
conséquent, bon nombre d’enseignants subissent beaucoup de
stress, ce qui peut mener à l’épuisement professionnel et faire en
sorte qu’un grand nombre d’entre eux décident de renoncer à leur
métier. Une bonne santé mentale peut contribuer à la résilience des
enseignants qui décident de rester dans la profession. Un climat
scolaire sain peut aussi favoriser la santé mentale des enseignants
et fournir un environnement optimal qui appuie l’apprentissage et
la croissance des élèves. La connaissance du climat scolaire et des
facteurs en lien avec le bien-être des enseignants est essentielle à
la mise en œuvre d’interventions qui soutiennent le mieux les
enseignants et les élèves dans le contexte scolaire. De plus, on
observe une tendance croissante aux pratiques inclusives en édu-
cation qui influent sur le bien-être des enseignants, les résultats des
élèves, et l’expérience des parents. Le présent article de synthèse
vise à fournir un aperçu de la documentation existante sur le
bien-être des enseignants et les facteurs du climat scolaire en lien
avec l’apprentissage des élèves. De plus, le présent article inté-
grera les conclusions de la documentation existante afin d’orienter
la recherche ultérieure et les pratiques éducatives appliquées.

Mots-clés : santé mentale des enseignants, climat scolaire, éduca-
tion intégrée, apprentissage des élèves.
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