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ABSTRACT

Given the barriers to formal help-seeking and the prevalence on college
campuses, students who experience sexual assault may turn to faculty for assistance, as
they are familiar faces they trust and can provide access to university resources. In these
cases, faculty may become the frontline for providing official help within the university
setting. Responding to these student sexual assault disclosures requires great emotional
capacity and the ability to provide empathetic, supportive responses. In these interactions,
faculty may need to perform what Arlie Russell Hochschild (1983/2003) theorized as
“emotional labor” to handle such sensitive information appropriately. Initially focusing
on the service industry, Hochschild’s foundational work highlighted an often-overlooked
form of gendered labor.

Within the context of structure in academia and the nuance of sexual assault
disclosures, it is crucial to observe the ways in which Hochschild’s emotional labor is
performed by faculty. Thus, this study aims to examine faculty members’ perceived
preparedness for handling students’ sexual assault disclosures, as well as their
perceptions of the emotional labor that responding to such allegations entails through
semi-structured interviews. Findings from this study suggest that the emotional labor
faculty perform becomes more strenuous when they lack proper support or recognition
from their institutions. Additionally, female faculty often perform this emotional labor
more often and feel the burden of responding to disclosures unequally among disciplines

and across universities.
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INTRODUCTION

The high prevalence of reported and unreported sexual assault incidents on
college campuses is a concerning issue for universities, faculty members, students, and
the community as a whole (Cantor et al., 2020). As this problem continues, assessing the
available resources for all those affected by these incidents is crucial. College students
rarely report sexual assault to campus officials and/or seek support from formal sources
such as campus police, their institution’s Title IX office, or student counseling (Holland,
2020; Stoner & Cramer, 2017). Instead, they often seek help from informal sources such
as friends and family (Sabina & Ho, 2014).

Although friends and family can provide much-needed emotional support
following an assault, there are a number of services that may only be available from
formal sources (e.g., professional counseling, medical care, separation from the
perpetrator, academic leniency, alternative schedule/residential arrangements, etc.).
Research indicates that, following a sexual assault, students are reluctant to seek help
from formal sources for several reasons. These include fear of retaliation from the
perpetrator, feeling the situation was not serious enough to seek support, and not wanting
others to know about the assault or its circumstances, such as who the perpetrator was or
what environment the assault occurred in (McMahon & Seabrook, 2019).

Given these barriers to formal help-seeking, students may turn to faculty for
assistance, as they are familiar faces they trust. (Hayes-Smith et al., 2010) Additionally,
students may disclose experiences of sexual assault to faculty members in order to obtain

academic support and leniency on course requirements following an assault. In these



cases, faculty may become the frontline for the provision of official help within the
university setting. However, this may place a significant burden on faculty, who may (1)
lack training on sexual assault and, thus, may not be familiar with the appropriate
language to use when responding to students and/or be aware of campus resources
available to assist these students and (2) become overwhelmed by the emotional labor
that responding to sexual assault disclosures involves.

Responding to such disclosures requires great emotional capacity and the ability
to provide empathetic, supportive responses. Faculty may need to perform what
Hochschild (1983/2003) calls “emotional labor” to handle such sensitive information
appropriately. Emotional labor involves the “management of feeling to create a publicly
observable facial and bodily display” (Hochschild, 1983/2003, p. 7). Within the work
environment, the employee is expected to manipulate their feelings for the production of
a result for the customer. This emotion work is socially expected to come naturally for
women especially. Hochschild warns that, when used regularly in one's job, “emotional
labor poses a challenge to a person’s sense of self” (Hochschild, 1983/2003, p. 136).
Faculty who lack preparation in handling assault disclosures and lack training on campus
resources may experience emotional distress and struggle to support their students.

Importantly, student well-being after a sexual assault can be influenced by the
level of support they receive from those they approach for support (Ullman & Najdowski,
2009). Thus, it reasonably follows that faculty members’ preparedness to respond to
student disclosures can influence students’ academic and emotional outcomes. Yet, there

is a dearth of research that examines faculty members’ experiences with students’ sexual



assault disclosure. Thus, this study aims to examine faculty members’ perceived
preparedness for handling students’ sexual assault disclosures, as well as their

perceptions of the emotional labor that responding to such allegations entails.

LITERATURE REVIEW

Campus Sexual Assault Prevalence

The prevalence of sexual assault among college students, particularly women,
highlights the crucial need to identify effective methods of supporting victims following a
disclosure (Sinozich & Langton, 2014). Sexual assault can be defined as any form of
unwanted physical contact, coercion, or penetration without consent (Cantor et al., 2020).
According to the Association of American Universities Campus Climate Survey, which
surveyed 779,170 students at 27 universities, more than 24% of undergraduate women
and approximately 5% of undergraduate men reported experiencing non-consensual
physical contact, including physical force, since enrolling in college (Cantor et al., 2020).
The effects of sexual assault can range from physical discomfort/injury, PTSD, self-
blame, shame, internalized stigma, anticipated stigma, and negative social reactions to
disclosing one's experience (Kennedy & Prock, 2018). Each of these adverse effects can
impact victims in different ways depending on how they are experienced following an
assault.

The early internalization of negative connotations and stigmas surrounding sexual
assault can be attributed to various factors such as media, culture, neighborhoods, and

families (Kennedy & Prock, 2018). Common rape myths such as “she asked for it” or “he



didn’t mean to” create a hostile normative attitude around sexual assault victims (Payne
et al., 1999). Hearing common tropes about victims of sexual assault being shunned by
their families or communities quickly spreads the message that being a victim is socially
unacceptable. These layers of stigma can seem daunting to a victim who may be fearful
of disclosing an incident formally or informally due to labeling and stigmatization that
could occur after disclosure (Kennedy & Prock, 2018). One survey study found that
victims who were stigmatized after a sexual assault incident were more likely to think the
situation had changed them permanently and internalize feelings of unworthiness than
those who were not stigmatized (Ullman & Filipas, 2001). These feelings can lead to
victims experiencing greater severity of PTSD symptoms after a sexual assault incident
occurs (Ullman & Filipas, 2001). The very real effects of stigma and shame can be
observed in victims of sexual assault at many points after an incident occurs.

Sexual assault can have vast psychological consequences for victims that impact
their daily lives. The environment where the assault occurred, the relationship of the
perpetrator to the victim, and the response the victim receives after disclosure can all
impact how victims experience post-traumatic stress (Mason & Lodrick, 2013). The
duration of time that a victim experiences this distressing condition can vary from person
to person and can last a few months or a few years. The consequences of experiencing a
sexual assault can be long-lasting and significant, particularly in terms of its adverse
effects on an individual's human and social capital, which can be highly detrimental to

college-aged victims.
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When a victim experiences sexual assault during college, PTSD can develop and
have a profound impact on their education experience. For example, interviews with
college sexual violence survivors have indicated that victims often feel isolated in class
and experience difficulties performing daily tasks after the assault (Lorenzo & Rafael,
2020). Given the social stigma and the personal mental effects of an assault, many
victims struggle with prioritizing their academic performance. In some instances, sexual
assault incidents can cause students to drop out of their program, leading to a higher
dropout rate among sexually assaulted students (Potter et al., 2018; Banyard et al., 2020).

Considering the adverse effects of sexual assault, student survivors must have
adequate resources and support to cope with such violence. However, students rarely
report sexual assault to formal sources, such as law enforcement, due to the sensitive and
traumatic nature of the experience (Orchoswki & Gidycz, 2012). Victims may feel
uncomfortable reporting the incident, especially if they know their assailant (McGregor et
al., 2000).

Therefore, as sexual assault incidents can be extremely impactful and challenging
to handle on one's own, victims may seek guidance and resources that faculty can connect
them with. Given the sensitive nature and effects of the issue, victims may feel the need
to seek assistance from faculty who have established relationships with them (Fisher et
al., 2003). Faculty members often become the first point of disclosure for students due to
their involvement in students' daily lives (Durfee & Rosenburg, 2009). A recent
qualitative study has shown that faculty receive student disclosures of sexual assault post-

incident when students are seeking support (Hayes-Smith et al., 2010). Of a sample of
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faculty members who had received student sexual assault disclosures, 93% indicated they
had received multiple sexual assault disclosures throughout their careers (Branch et al.,
2011). As such, university faculty play a crucial role in supporting students who have
been victims of sexual assault. They serve as a frontline resource and can provide much-
needed guidance and assistance to students in need. This leads to the question of whether
college faculty are trained and confident in their ability to process and respond to student
disclosures and whether their levels of training and confidence prepare them for the
emotional labor that responding to sexual assault disclosures may entail.
Emotional Labor Performed by Faculty

In her classic tome, The Managed Heart, Hochschild (1983/2003) describes
emotional labor as managing inner emotions to control one’s outward expressions. She
specifically defines emotional labor as “the management of feeling to create a publicly
observable facial and bodily display; emotional labor is sold for wage and therefore has
exchange value” (Hochschild, 1983/2003, p. 7). Hochschild emphasizes how this
emotional work is expected from women, noting that “these skills have long been
mislabeled ‘natural,” a part of woman’s ‘being’ rather than something of her own
making” (Hochschild, 1983/2003, p. 167). Studying flight attendants working for
popular airlines, Hochschild explains how it is normalized to package and express certain
emotions we may not necessarily feel when the situation calls for it (e.g., smiling when
we are not happy). This is especially pertinent when a job contains a “service” element
and consumers are involved. We can view university faculty members in this way as

providing education, or a service, to students who are the consumers. Of pertinence to
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this study, Waldbuesser et al. (2021) observed that faculty often expressed extreme
excitement when discussing course material to keep students engaged and ready to learn,
although this excitement may not align with their inner emotions. They also found that
faculty reported concealing or redirecting “negative” or “dark” emotions to remain
professional and keep their class dynamics under control. Their study suggests that
emotional labor is a significant factor in faculty members’ jobs and that providing more
resources for managing emotions may significantly impact performance.

Faculty members utilize emotional labor during class, office hours, and student
meetings. Findings from Coleman’s (2022) study on faculty mental health emphasize the
need for instructors to be prepared for students to disclose personal information,
especially if it relates to course material. Courses such as Family Violence, Victimology,
Women and Crime, and other violence-related courses may contain topical information
that students find themselves relating to. Discussions around these topics in the classroom
may trigger reactions in students that make them more likely to disclose a sexual assault
incident to the faculty member (Branch et al., 2011). These are sensitive topics and often
very emotionally charged, which can affect faculty members’ mental well-being.

Along with the performance of emotional labor, the emotional dissonance that
occurs when we manage our feelings “creates an unstable state within the individual and
may lead to negative outcomes such as estrangement between self and true feeling”
(Glomb & Tews, 2004, p. 2). Similarly, pointing to the adverse consequences of
performing emotional labor, Berry and Cassidy (2013) found that emotional dissonance

and burnout can quickly become an issue if faculty members cannot manage their
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emotions effectively or reconnect with their genuine emotions. They emphasize that
senior university management should be concerned with the high levels of emotional
labor reported by faculty. Hochschild (1983/2003) warned of this toll of performing
emotional labor and discussed creating space between one’s presented self at work and
their true self, in what she described as an act of depersonalization. Obtaining knowledge
about how faculty members feel about their performance of emotional labor has the
potential to make a meaningful contribution to the literature on how we can better assist
faculty in supporting students who are survivors of sexual assault. Additionally, studying
this topic tests Hochschild’s original theory within a modern setting and context.

While many university faculty perform emotional labor in and out of the
classroom, it is essential to note the significant differences in emotional labor expected of
male versus female faculty members. In her work, Hochschild observed that in service
positions, “females are asked more often than males to...listen to stories and give
psychological advice” (Hochschild, 1983,2003, p. 176). We know certain types of work
are valued differently based on the gendered nature of the work, which is not exempt
from university classrooms (Bird, 2011). Faculty are expected to create comfortable,
nurturing environments to help assist in the growing minds of their students. However,
students’ expectations of the learning environment vary depending on the gender of the
faculty member teaching. Women are often expected to be more engaged with students
during and outside class time (MacNell & Hunt, 2015). This requires more emotional
labor than their male counterparts, who are not expected to provide emotional support for

students’ personal problems. In fact, male faculty often set a tone that discourages these
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behaviors from students from the beginning of courses (Bellas, 1999). This can place
significant stress on female faculty, who are often not rewarded or recognized for their
copious amounts of time performing emotional labor and care work through their jobs
(Bird, 2011).

Women’s greater responsibility for performing emotional labor can pose a risk for
women faculty who may experience burnout or dissonance from their authentic selves as
a result of excessive emotional labor (Bartos & Ives, 2019). The receipt of disclosures of
sexual assault from students could further exacerbate the already significant burden of
burnout and stress experienced by faculty members, particularly in cases where they may
be uncertain about how to respond to such situations appropriately. Hochschild also
emphasized how this type of emotional labor, when expected from one’s organization or
employer, can further place strain on those who are in the position of managing their
feelings for the benefit of others (Hochschild, 1989,2003). It is vital to understand how
faculty perceive these expectations in academia outside Hochschild’s original study
population of the traditional service industry. Given that women are often expected to
assume responsibility for addressing such disclosures, this could lead to a higher
incidence of mental health problems and challenges for female faculty. Conversely, their
male counterparts, who may receive fewer disclosures and may be required to perform
less emotional labor, may experience fewer mental health struggles as a result.

While it is essential for university faculty to know the appropriate language and
support resources when students disclose experiences of sexual assault, it is equally

important that they know how to handle the emotional challenges that come along with
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disclosures of this nature. When dealing with students disclosing sexual assault incidents,
which can be traumatic, faculty members may perform a great deal of emotional labor by
controlling or masking their emotions to best support the student.

Sexual assault victims often disclose their experiences to female faculty, creating
an increased burden of emotional labor for them (Orchowski & Gidycz, 2012). This
presents a potential challenge for universities, as female faculty may face disparate
workloads and emotional stress compared to their male colleagues. As Bird (2011) points
out, gendered work and norms can already be a systemic barrier to work through, and this
unequal divide of emotional labor can only add to the disadvantages some groups face.
Since female faculty members are more likely to take on the service burden of labor that
is unrecognized by their university, they can often experience institutional betrayal (Pyke,
2018). Institutional betrayal is often felt as the institution’s (in this case, the university’s)
failure to protect its members from inequity and discrimination or a breach of trust.
Failure to address this issue through resources and training could negatively affect the
balance of faculty workload and employment obligations within the university. It is
imperative for universities to recognize and proactively address this issue.

Faculty members play a critical role in the healing and success of students who
disclose sexual assault to them. By responding with empathy, support, and appropriate
action, faculty can create a safe and empowering environment for survivors to thrive in
their college experience. It is essential to understand faculty members’ emotional
responses to sexual assault disclosures and how this can make a significant impact on the

students' lives and, ultimately, their academic and personal achievements.
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The Role of Faculty in Student Disclosures of Sexual Assault

How university faculty process personal information from students and, in turn,
provide support is essential to students receiving a formative college experience
(Guzzardo et al., 2021). Having resource-informed faculty at universities is vital because
students may need to disclose personal, sensitive information for optimal class
performance. In some cases where faculty are not adequately prepared to engage with
survivors, students may experience an adverse reaction. Being unable to properly assist
students in need may increase the stress and emotional labor that faculty must perform.
Instilling positive communication and proper trauma training for faculty will ensure
survivors and faculty do not experience more emotional distress when disclosing
information.

Providing proper training and resources for faculty is imperative at a university
level to ensure that they are adequately prepared to handle student disclosures and
understand how to communicate appropriately with a victim in need. Without proper
training or knowledge of campus resources and supportive language, faculty could risk
causing adverse consequences for the victim when a student opens up and discloses a
sexual assault incident to them (Relyea & Ullman, 2013). When victims of an assault
disclose their experience to another person, they can sometimes receive negative
feedback such as victim blaming, stigmatizing, infantizing, controlling, or egocentric
reactions. This can result in the victim experiencing negative feelings that may lead to
maladaptive coping strategies (Relyea & Ullman, 2015). Victims of these adverse

reactions may exhibit social withdrawal, self-blame, and decreased sexual refusal
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assertiveness, which can sometimes lead to revictimization (Testa et al., 2007).
Understanding how well faculty are prepared to handle student sexual assault disclosures
is important in providing adequate assistance to students in need.

Not only could the student face adverse outcomes from faculty lacking proper
training, but the faculty themselves may experience negative effects after a poorly
handled disclosure. Faculty who respond to student sexual assault disclosures find
themselves in a position where they are responding to trauma. Faculty are not trained to
manage these types of situations, such as a counselor or therapist may be. Similar to the
notion that faculty may not be trained to handle emotional reactions during a disclosure,
the reporting aspect of sexual assault disclosures may also place faculty in a position of
expending emotional labor. Prior research on teachers who are mandatory reporters for
child abuse highlights how putting faculty in this position is time-consuming and draining
(Goodman, 2021). Since teachers and faculty are often in close contact with students
regularly, they may be placed in situations with students that require more emotional
management than most of their day-to-day duties.

Although they may not be trained for this, faculty who receive student sexual
assault disclosures will be in a position to perform emotional labor. In their meta-analysis
on teachers within the classroom, Wang and colleagues (2019) found that performing
emotional labor while trying to help a student without the proper training or knowledge
of resources could cause emotional distress and burnout. Experiencing this emotional
distress in the workplace could cause faculty to suffer and experience further adverse

mental health effects. Understanding faculty members’ roles in assisting students who are
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victims of sexual assault and, subsequently, their use of emotional labor is imperative to
ensure that universities are equipped with adequate resources for all members of the
institution. When faculty members are appropriately trained and feel prepared to provide
students in need with the proper resources, both students and faculty will benefit and get
the most out of their interactions.

Previous studies on student disclosures of sexual assault have examined faculty
readiness to receive them, how disclosures affect teaching behavior, and the stress they
cause for university faculty. These studies, however, have not delved into the emotional
labor faculty members are required to exercise when they receive sexual assault
disclosures. In one specific study, Hayes-Smith et al. (2010) analyzed instructor role
strain following student sexual assault disclosures. They interviewed female faculty and
found they often did not feel it was within their job requirements and training to respond
to a disclosure. In the study, the female faculty reported feeling strained in responding to
a student in distress and maintaining boundaries. However, this study did not delve
deeply into the struggles that faculty face when responding to sexual assault disclosures;
instead, it focused on the strain that faculty experience when being expected to perform a
role that falls outside of their job description. Most of the faculty members in this study
reported that they did not receive the proper training or support from their department or
university for these disclosures.

Similarly, Branch et al. (2011) interviewed thirty college instructors to understand
how relevant sexual assault disclosures were and how they impacted teaching styles.

Interviewers asked instructors how many/what types of disclosures they received and
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whether they changed how they taught after receiving the disclosures (to either promote
or prevent disclosures from happening again). The study found that instructors who teach
gender or violence courses often receive sexual assault disclosures, and often more than
one. In their interviews, Branch et al. also noted that instructors commonly did not know
how to react to students’ disclosures or what to do after they were exposed to this
sensitive information about their students. Having a deeper understanding of what faculty
members emotionally experience when a student discloses will help inform universities
on what resources are still needed.

Like Branch et al. (2011), Richards et al. (2013) looked at what kind of
disclosures different faculty received. They surveyed 180 participants to understand what
courses the faculty members were teaching, what type of crime victimization was
disclosed, and how the students disclosed it. This study aimed to determine what types of
faculty students chose to disclose to and how they communicated this sensitive
information to the faculty member. The study authors observed that faculty often
received multiple sexual assault disclosures, typically during their office hours.

Consistent with research that indicates female faculty perform more general
emotional labor than male faculty (Hayes-Smith et al., 2010; Richards et al., 2013),
research has indicated that female faculty receive more student disclosures than male
faculty. Numerous studies have been conducted to identify the types of disclosures and
the disciplines in which they are most prevalent (Richards et al., 2013; Branch et al.,
2011). A study by Richards et al. found a significant relationship between victimization

disclosures among faculty who taught courses containing sensitive content (2013).
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Research shows that women are more likely to receive student sexual assault disclosures
and are often more likely to teach courses related to sensitive topics (Branch et al., 2011).
Such information can be valuable in understanding the dynamics of disclosure and how
best to prepare faculty in academic settings. Orchowski and Gidycz (2012) found that
undergraduate women were most likely to report or disclose their sexual assault incidents
to another woman.

While keeping the focus on victims of sexual assault, it is crucial to understand
the critical role faculty can play in the healing and academic success of students who
disclose sexual assault to them. Many studies have examined the role of student and
faculty interactions in retention and success rates of students. Students who face personal
challenges are able to find more success when they have responsive, inclusive, and
engaged faculty (Guzzardo et al., 2020). Interactions between students and faculty
members can result in a strong connection, and faculty’s prompt response has led to high
levels of motivation and positive perception toward learning among students. (Wilson,
Ryan, & Pugh, 2010). For example, a recent study by Frisby, Hosek, and Beck (2020)
examined students' academic progress facing personal challenges and how their
relationship with their course instructors influenced their performance. They found a
significant positive association between rapport with a faculty member and students’
academic resilience. These studies give insight into the faculty’s potential role in assuring
students find success in the classroom after a sexual assault occurs.

Faculty members and students have a clear connection regarding accessing

resources and communicating issues. In the case of campus sexual assault, faculty
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members serving as a frontline for students is no different. The purpose of this study is to
examine the perception of faculty members’ preparedness for responding to students’
sexual assault disclosures, as well as the use of emotional labor they perceive is needed to
respond to such allegations. Three main questions guide this study and analysis. First,
how do faculty members perform emotional labor when responding to student sexual
assault disclosures? Second, what is the impact of emotional labor on faculty members
responding to student sexual assault disclosures? And third, what are faculty
members' level of preparedness to respond to student sexual assault disclosures?
METHODS

This study used an exploratory qualitative approach. It is important to use an
exploratory approach on this subject since there is a perceived gap in existing knowledge
of how faculty members are affected by sexual assault disclosure. Conducting one-on-one
interviews was the best method for capturing language, emotion, nuance, and context in
these sensitive situations. Interviews also allowed for directly lived experiences to be
shared in a meaningful way that can inform others to help improve situations.
Study Population

Since the core of this research question is targeted at college faculty members,
university and college faculty were invited to participate in one-on-one interviews. This
study was focused on the way that sexual assault disclosures may create emotional labor
for faculty. Therefore, eligible faculty had to have received at least one student disclosure
about sexual assault in their career. There were no requirements on the duration of

maintaining a teaching position or what discipline the faculty members originate from.
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Study participants were recruited by circulating fliers on the campus of Clemson
University as well as emailing fliers to faculty who are engaged in sexual assault research
or advocacy at other higher education institutions. Additional participants were identified
via snowballing. | stopped collecting when I reached data saturation, resulting in a
sample of 17 participants. Of these 17 faculty members, two were male and fifteen were
female. As shown in Table 1.1, participants came from 11 colleges/universities and
represent a range of disciplines, such as criminology, marketing, nutrition, sociology,
education, communications, and psychology.

Table 1.1: Study Participant Information

Geographical
Participant’s Region of
Pseudonym Race Gender Age Discipline University
Southeastern
John (PO1) White Male 37 Communications US
Southeastern
Kara (P02) White Female 33 Psychology US
Sociology and Southeastern
Matt (P03) White Male 32 Criminal Justice US
Midwestern
Sarah (P04) White Female 36 Criminal Justice US
Nancy (P05) White Female 43 Criminal Justice Canada
Samantha
(P06) White Female 35 Nutrition Eastern US
Amy (P07) White Female 38 Social Work Eastern US
Midwestern
Katie (P08) White Female 39 Criminology US
Criminal Justice | Northeastern
Jane (P09) White Female 39 & Criminology US
Sophia (P10) | Hispanic Female 34 Criminal Justice | Western US
Liz (P11) White Female 44 Sociology Canada
Criminal Justice | Southwestern
Jamie (P12) White Female 37 & Criminology US
Midwestern
Tracy (P13) White Female 40 Criminology US
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Southeastern

Lilly (P14) White Female 55 Marketing US
Kelly (P15) White Female 47 Criminology Southern US
Hannah Educational Southeastern

(P16) Multiracial Female 49 Leadership US
Sociology and | Southeastern

Carrol (P17) White Female 55 Anthropology US

Faculty completed a short online pre-survey before proceeding to be interviewed
to ensure they were qualified to discuss the topic at hand. Those who participated in an
interview received a $25 Amazon gift card via email after the interview was over. Gift
cards were provided through funding from Clemson University’s Department of
Sociology, Anthropology, and Criminal Justice. Procedures were approved by Clemson
University’s Institutional Review Board (Appendix A).

Data Collection

This exploratory study focused on the emotional labor that college faculty
perform when they receive student sexual assault disclosures. Participants who took the
pre-survey and were eligible were invited to a one-on-one Zoom interview. | contacted
them via email (provided on the screening survey) to schedule an interview at their
convenience. Because participants came from various geographic areas, using Zoom as
an interview platform benefited both the participants and the interviewer. Interviews were
recorded and kept for transcription. Data collection took place in the spring of 2024.
Research Instruments

When gathering the sample of faculty, possible participants scanned a QR code on
the recruitment flyer and were directed to an online screening survey. This Qualtrics

survey began with a consent form and eligibility questions asking whether the participant
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is currently or has ever been employed at a university and whether they have ever
received a student disclosure regarding sexual assault during their time as a faculty
member (Appendix B). If the participant indicated they had not received a student sexual
assault disclosure, they were redirected from the survey and thanked for their interest in
the research project. Participants who passed the qualification questions were then asked
to fill out information regarding their demographics, their teaching department, and their
scheduling availability. They were also asked to enter their email address so that | could
contact them to schedule an interview. Pre-qualification survey data remained stored and
securely locked on a secure platform (Box) for the duration of the research project.

The interview followed a loosely structured interview guide (Appendix C) to
facilitate a natural conversation on select topics. The interviews aimed to get a sense of
how prepared faculty felt for the disclosure, how they felt at the time of disclosure, how
they feel after receiving the disclosure, and what they need to be more prepared.
Questions heavily revolved around thoughts and feelings the faculty members
experienced throughout the process of a student disclosure. Interview questions aimed to
get a sense of the emotional labor faculty performed without using this exact term.
Analysis

Interviews were recorded (with the participant’s consent) and transcribed using
Otter.ai to be coded and analyzed. Throughout the interview and coding analytic process,
memos were taken reflexively to store thoughts, ideas, and concepts emerging in the data
to access throughout the study (Corbin & Strauss, 2008). Once transcribed and verified

for accuracy, interviews were masked to remove any identifying information about the

25



participant. During this process of familiarizing myself with the data, more memos and
notes were taken as | became more immersed in the data. Transcripts were then uploaded
to Dedoose, a qualitative coding software. Coding followed an inductive approach using
the thematic analysis method to find patterns and themes in the data (Terry et al., 2017).
Since this study was exploratory, thematic analysis was well suited for analyzing the
data. Interviews were read thoroughly and coded through an open-ended, ongoing
process (Terry & Hayfield, 2021). Once initial coding was completed, the codes were
compared and analyzed to create themes that covered the overarching messages. During
the process, interview data were constantly reviewed to test themes and codes, as well as
to develop and rebuild as needed. This ensured that the correct messages were received
and analyzed from participant responses. Select quotes were used in the discussion to
strengthen the conclusions of the analysis. This thematic coding method of analysis
allowed for a participant-informed discussion around student sexual assault disclosures
and the state of faculty members’ mental well-being.
RESULTS

Faculty members interviewed for this study expressed a wide range of emotional
responses and reactions regarding student sexual assault disclosures and their training
relating to these experiences. Throughout the process of interviewing participants,
masking interviews, coding, and comparing coded excerpts, three main themes were
created from the data. These themes flow in a logical sequence from the order of the
interview questions, but also in a chronological order of how responding to student sexual

assault disclosures generally seems to proceed. The experiences that most stood out in the

26



data were the 1) emotional impact of disclosures, 2) labor impact of disclosures, and
experiences of 3) inadequate institutional support. As informed by the research question,
these themes focus on the thoughts and feelings faculty members felt or expressed during
and after a student sexual assault disclosure experience. Their training, background
knowledge, and institutional contexts also greatly influenced this process.
Emotional impact of disclosures
Grateful students disclose
When first describing student sexual assault disclosures, faculty expressed a
feeling of gratitude towards students coming to them with these experiences. They often
described emotions such as feeling happy, thankful, or grateful that the student felt
comfortable enough to disclose to them. These faculty members felt they could be a safe
place for students, which was very important to them. Lilly expressed her feelings
regarding receiving a disclosure: "I think the student felt really comfortable...the things
that she talked to me about led me to believe that she trusted me and that she felt safe
talking to me, which is important.” Jane described how she felt about the student
disclosing to her as she was passionate about giving the student a proper response:
I'm really glad | was there to help them. So, I do feel helpful in the sense that I'm
very concerned about the number of people who don't respond appropriately. So,
coming from a concern that most people will not respond appropriately, I'm
incredibly thankful that that person felt okay coming to me and disclosing because
then | can respond correctly and connect them. So, in that way, | do, I'm very

thankful. And I do feel helpful.
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Putting the student first

Providing a space for these disclosures to occur where students felt safe opening up
was the first step in the disclosure process. Faculty discussed the importance of putting
their feelings aside to help the student. Hannah described this process: “I definitely did
not display all of the anger | was feeling. | definitely tamp that down in some ways.”
They felt the weight of various negative emotions when they received student disclosures
but often found themselves subduing or masking their own emotions to help the student
in need. Amy explained this process of putting the student first:

Oh, yeah, that's what we'd have to do, as | say, you know, like, you want to have
empathy, and you want to demonstrate understanding, but it's not about you in
that moment. And so it's about like, showing more strength support. But also, you
know, being strong for them, so that they feel like they can continue providing
whatever information they need to.

Many participants described how this process was a necessary step in the disclosure
process to fully be present and focus on what the student might need next. Sophia
remarked on several emotions she was feeling while working through her response with
the student:

And |, you know, | was just really heartbroken for them and wanted to make sure
that | was being empathetic and giving them the time that they needed. 1 didn't get
the sense that they had spoken to anybody else yet. So, being from being a
primary or first exposure is a really big deal. So, | just tried to make sure that |

was being thoughtful and receptive and warm. | remember at the time it happened
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to be a day that | had taught a couple of classes already. So | was so exhausted
like already before the student came in. So just kind of like, you know, [snaps
fingers] kind of like telling myself, you know, this is a really important moment to
be there for this person... there was a problem at the forefront. And my feelings
were not that problem. So it was more of just like turning it off, turning off my
emotion. If that makes sense. So it's just kind of like a flip switch. And like 1
mentioned, | happen to be tired, really tired that day. And so switching into, okay,
| want to help this person, | want to be open and caring and warm. But then also, |
need to turn off the fact that I'm tired right now.
Helping/reassuring the student
While many faculty described containing their own emotions to put the student first,
they also expressed the importance of showing emotions of care and concern for the
student’s well-being. Faculty described a powerful feeling of desire to help the student
and provide reassurance. The main takeaway the faculty described wanting the student to
walk away with was that they were supported and that the faculty member empathized
with them. Kara outlined the way she felt about providing a response to the student in
need:
It was very clear to me like I wanted her...my biggest thing that I wanted to
communicate to her was that | believed her. And that | recognize that, like, what
she was telling me, was her real experience and that, you know that | believed her

and that I was so sorry. Because it makes me tearful to kind of talk about it.
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Because it was really important to me to validate those feelings for her and to
really help her. No, “I hear you, | believe you.”
Experiencing difficult emotions
This conflicting pattern of wanting to provide the student with a safe, reassuring
environment while also experiencing very real, raw human emotions led faculty to
experience various difficult emotions. Faculty described feeling helpless, sad, frustrated,
and numb in response to these students disclosing their sexual assault experiences.
Among these experiences, stress was a very common theme felt among faculty during the
disclosure process. As Katie related:
Yeah, yeah. | would say it was stressful. | think that there's a lot of pressure and
you don't, I felt like I did feel like I really hope that I'm giving her information
that's accurate. | really hope that I'm not doing something that's going to make her
situation worse. | really hope that I'm accurately understanding what she wants
and needs from me right now. Because it seems like this high-stakes interaction.
There's a lot of teaching where if | misspeak, it's an easy enough fix, and I can,
you know, correct myself. But interactions like this feel higher stakes, because it
is so personal. There is a lot of room for error.
John described several difficult emotions he was faced with reacting to a student
disclosing their experience to him:
Yeah, | think one aspect of it, that was stressful, and in all three instances was |
think there's a sense of helplessness that, you know, like, it's messy, it's like,

there's nothing, there's nothing that | can do to make this better. There's nothing
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that they could do to make it not have happened. Right? Like, there's, | think,

across multiple dimensions, there's this sort of inability to make the situation

better sometimes. And so feeling that... Certainly, | think that was. Yeah, that's
stressful to think about.

These difficult emotions often did not disappear after the student disclosed, and
the compounding effect of feeling many serious emotions while also striving to help
these students in need led faculty to experience some deeper impacts from student sexual
assault disclosures.

Feeling the weight of disclosures

The emotional burden that often lingered after these personal disclosure experiences
was very prominent among the faculty members interviewed. Faculty frequently
described the toll it took that day, the strain placed on their job duties, and the impacting
effect on their mood. Some also made note of the weight that these disclosures brought,
given the nature of the information being discussed; Jane said, ““l have to be careful about
vicarious trauma to myself and to anybody else who overhears it.” Jamie described her
emotions after receiving a student disclosure as feeling:

Drained. | already take things to heart and so, obviously when somebody is

sharing with you something that happened to them, and | don't think she even ever

told me like exactly what happened. And she didn't need to, you know, but even
so just like, seeing her reaction and seeing the toll it was taking on her and her
emotions and her academics and all of that jazz. And the amount of that sheer

amount of time spent with her, it was emotionally draining. | don't know how
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somebody can talk to somebody all that time and work with them and not feel it
weigh heavily on them. Yeah, so yeah, it was hard.

Kelly described her experience:
Like, it can be stressful. Yeah, it definitely can. And I'm not a therapist. And so
there's, you know, I'm tired by the end of the day, as well; | have decision fatigue
from all the things that I've been doing. And then somebody wants to come in my
office for an hour. But they don't want to go to a counselor, and they don't want to
go to a victim advocate, and they don't want to do anything else. And so, yeah,
there's some times where it's difficult to be present.

Faculty often acknowledged that this type of work does come with a burden.
Sometimes, faculty members mentioned this burden as it related to how often they could
teach a course relating to gender and violence. Tracy found herself limiting the frequency
of teaching these types of courses because “it's just too much to teach every semester.”
Faculty discussed that these classes elicited so many heavy student disclosures due to the
nature of the material in the course. As Sarah explained:

When [ first started receiving them, it was almost always with certain topics,
certain weeks. You kind of were able to prepare for it, like we started to teach
about sexual violence is the weeks you're gonna get a lot of students in your
office. And so, I usually did not plan to do anything of substance for those days
and for the days thereafter. Because it's a lot, right? I will always tell my students
that I did not want to be a counselor... You know, when you're teaching this class

that this is going to happen. And there have been semesters where I have been
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really strategic and said, like, I just can't teach this class this semester. This is not
something right, the additional layers that come with teaching victimology versus
research methods. I'm just I'm not going to be able to do it right now.

Student disclosing in distress

In interviews with faculty, many often expressed how the weight of disclosures was
increased when a student was in distress. Faculty described more intense personal
reactions and emotional responses when the student who was disclosing was in a state of
anguish regarding their experiences. Lilly felt the vicarious trauma the student was
experiencing, describing that “honestly, this situation, it scared the daylights out of me.
And it scared me for her safety. | mean, it had nothing to do with me whatsoever, but |
was terrified for her safety.” This faculty member described how throughout the semester
teaching this student, she was concerned for her safety and took on this student’s personal
problems as a source of her own strain.

Faculty relayed having especially pronounced emotional reactions when it was
evident that the student was carrying a great weight from their sexual assault experience,
and some took on some of the student’s worries themselves. Liz, who received a
particularly detailed, violent student disclosure hours after the incident said she was
“really worried about, like, what resources the student needed...everything felt very, like,
not at the level of the crisis.” Samantha described a troubling student disclosure:

And that was part of her kind of distraught, too, is that she was clearly in this
acute state of hysteria and she needed help. But she couldn't get into the

Counseling Center for a few days, and she couldn't get, she was struggling to get
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in contact with the dean of students and with the other departments kind of within
a timeframe that she felt was appropriate, you know. Because when you're in a
state of trauma, when you're experiencing this, you know, like, immediately is not
soon enough. It was, she needed it now, like, not two days from now, not three
hours from now, like right now.
Debriefing the experience with others
Following these intense, heavy, stressful experiences, faculty often described a form
of self-care after these disclosures as debriefing the situation with someone else in their
life. Whether that be a partner, colleague, or counselor, this discussion of the experience
with someone else in their life helped them unpack the situation they experienced when
the student disclosed to them. This dialogue allowed faculty to work through some of the
emotions they had been feeling at the time that they might have subdued or didn’t relay to
the student. This may lend to the notion that these emotionally-heavy interactions do not
just stop at the faculty that receive them and often have a lasting impact on many
individuals within their sphere of influence. As Carrol described:
I, in turn, talk to my friends and loved ones about stresses and strains and keeping
things like not keeping them confidential to still talk about you know, this
happened and that happened and you know, my own opportunities to my loved
ones dump on them was dumped on me, right? That just makes it a train. So |
think, the next person, the next person, but yeah. Having somebody to talk to you

is important. Definitely.
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Tracy also explained how she engaged in this type of debriefing experience with other
colleagues after receiving a student sexual assault disclosure:

So I'm pretty fortunate in that | have, you know, colleagues, some at my

university, but also just like my collegial network, of faculty who teach what |

teach. They research what | research, and so they also receive disclosures. And so
at any given time, | can pick up the phone, and I can say, ‘Hey, so and so, you

know, a student just disclosed, can I talk to you? I just have this disclosure from a

student.” And I can kind of, you know, share with them without sharing

identifiers, but just share with them the disclosure, or what I did to kind of allow
them to be a sounding board.

Participants experiencing these heavy student disclosures evidently needed to
engage in some form of self-care. As Amy explained it, “my biggest self-care strategy is
just to vent to people about it.” This shows faculty are not handling this emotional work
entirely on their own. They are often leaning on others around them to carry this
emotional weight of receiving and responding to student disclosures. The emotions
faculty members recalled experiencing were also closely tied to several factors of the
disclosure process that had a great impact on their job roles and commitments. In this
sense, the impact of emotional and labor constraints worked hand-in-hand against faculty
placed in this position to respond to student sexual assault disclosures.

Labor impact of disclosures

Time spent
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When receiving student sexual assault disclosures, emotions were not the only factor
that significantly impacted participants. Faculty members described many aspects of
receiving student sexual assault disclosures as having a significant impact on their job
roles and labor commitments. Faculty often described the amount of time spent with
students who disclosed these experiences as more than the time spent with an average
student. Faculty spent time following up and checking in on the student’s well-being and
progress. This process usually entailed contacting the student through email, holding in-
person meetings, or sometimes even offering the student their personal number for text
messages and phone calls. Jamie described this typical process of following up with
students after disclosures:
A lot. To answer your question, how much time, a lot. So, this particular
disclosure was in the context of a class, so that we talk a lot about this stuff
anyway...I followed up with, | remember, | followed up with the student via
email to make sure they're okay. | remember that student came to my office a
number of times to go over the material separately. So she, she felt that it was
going to be a little difficult to come to class, which | understood. But she wanted
to still learn the material...kind of go through the material at her own pace. So |
spent a lot of time with her both via email, and in my office and talking to her
after class and all that other stuff.

Carrol discussed a particular disclosure with a student in distress and how this experience

impacted both the labor and emotional aspects of her role:
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There was definitely an intervening period there, where it was me who she came
and talked to, most often. And I don't typically give students my cell phone
number, but I did give her cell phone number because she was at risk. She did
contact me a few times where she didn't outright say she was suicidal, but it was
possibly close. And so [I] talked her down, communicated, again, tried to
encourage her to [seek] counseling and she eventually got counseling outside of
campus and started, you know, she started to improve. But it was, so that was that
was the one that was the biggest deal. And that was the most, you know, kind of
on me being the counselor. When I'm not trained as a counselor. | mean, | have
some psychology background, but I definitely it. I'm glad that I could be there for

her but it was exhausting. And | got as emotional as she did.

Some participants highlighted how the time they spent with students responding
and following up after disclosures is something that is often not recognized by their
university. The time faculty had to create in their schedules to provide assistance to
students was often time they would normally use to perform other required job duties.
Amy mentioned how, given the amount of time she spent following up with a student
who had disclosed, “the thing that likely suffered was my research.” These time
constraints often added on to the feelings of stress faculty were experiencing. Faculty felt
strongly about providing resources to these students in need, yet there were still aspects
of their role that were negatively impacted because of these unplanned circumstances. As

Hannah described:
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| mean, they definitely take up emotional bandwidth and like time, right? Because
there were conversations I had with her which was outside of the classroom and
extended out of class time. She's not one of my advisees. So ordinarily, we
wouldn't be meeting for like, class or program related. So there's definitely
increased demands on my time. And that demand is not just about time, it's also
it's draining to talk about these things. It's hard to jump back into other
conversations, whether that's like, a light and casual interaction, or if it's like
jumping into working on my own research or literature reviews or what have you.
So I do think that, yeah, of course, it has a different effect, right? Like it's taking
the emotional, intellectual time, resources that I have, and those things are finite,
right? At the same time, but the alternative not to do it like, not an alternative,
right? So it's a reality that these times can be taken up and I don't, I certainly don't
regret it. But absolutely, it's making demands on me that are unaccounted for
within the institution. Like so, it’s not a part of my promotion and tenure or my
faculty activity reporting or anything like that.
Providing the student with resources/connections
Faculty members also spent time connecting students to and explaining university and
community resources. Many faculty members found themselves to be the main source of
connection for these students to other resources. A large portion of the faculty’s role in
responding to disclosures was connecting students to resources, whether that was within
the university or the community. It was important for faculty to have this knowledge of

resources, as many of the students required assistance that the faculty couldn’t provide.
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Sarah described how she had created a list of resources for student disclosures: “just

having that of like, this isn't something that | can do. Here is someone you can go talk

to.” Katie described the part she played in the student’s disclosure process as it related to

resources within the university:
There's, | would say that there was one incident in particular, where a student
really wanted to talk and needed help. And in regard to the assault, and asked for
my help. Basically, needing resources and just needing help navigating the
university's infrastructure, and | guess as well, maybe even the county, I'm not
sure which level. But needed assistance, navigating systems, | guess you could
say related to sexual assault.”

Hannah described this process of providing the student with resources as an extensive

meeting, giving detailed breakdowns of the student's possible support options:
So | said, did anyone talk to you about your options, like, options for counseling,
options for the Title 1X process, options for the police, options to talk to
somebody with Dean of Students Office so that you, you know, if you need any
additional course accommodations, or anything, any other kinds of support? And
she said, no... So let me tell you what your options are. Right? And so I walked
her through some things, and then they contacted me. And, you know, | also
walked them through, you know, you don't have to tell me any of the things that
happened. But if you want to explore, like, not just what your options are, but
maybe predict what kinds of things could happen if you go down any of those

avenues of options, like I'm happy to have that conversation. So she did want to
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do some of that. So we talked about likely outcomes in the Title X process we

talked about, you know, she can do nothing...You can make a report and get

resources and support services, you can get support services and not make a

record, you can make a record, get support services and make a decision about

whether or not you want to pursue any kind of charges. You can change your
mind about those decisions, right? There's just all kinds of different options you
have.

Throughout this process of faculty members providing the students with
resources, a big theme in this step was ensuring connections were made. Many
participants described how they personally knew some people who worked in certain
resource areas or particular people that they could connect to the student. This was an
important aspect of providing assistance to the student, creating connections that the
faculty member knew could be meaningful. In this way, the participants often acted as an
agent of change in the student’s disclosure process and trajectory of receiving help.
Another way faculty provided meaningful assistance was by taking physical steps to
connect students with help. Carrol described how she did this by ensuring the student
received care:

And as it turned out, like I pointed out resources and referred her to counseling,

and did a CARE report [university process for identifying students who need

support]. And she was in touch with them initially. | ended up communicating
directly with people at psychological counseling on [current university] campus

and made sure she had an appointment and walked her over for her appointment.
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Faculty as catalysts of involvement
As a common theme in receiving student sexual assault disclosures, faculty described
the resources they provided to students and, oftentimes, how their role acted as a catalyst
of the university or others’ involvement in the student’s case. Faculty not only provided
these students with lists of resources but also often took the extra step to ensure others
were getting involved in the student's situation. This was important to Amy that “just
making sure those referrals meant something, other than like, it's all on your plate, here's
more work to do.” Faculty found themselves to be in a position where they could use
their role within the university to directly involve others to provide assistance to the
student that they themselves couldn’t. These connections often came in different forms of
resources. Tracy described this process:
Oftentimes, | have students that have had these personal experiences or know
someone, and that you know, I'm here to help refer them if they ever need
anybody to talk to, right? That I'm not a counselor, I'm not a psychologist, but
that, you know, I'm here to support their success in the class and then help them
connect with actual service providers. And so that's what that student was looking
for. Right? That is looking for a connection to an advocate, which I, you know,
made a connection with our campus advocate via email and let the student know
that they could follow up with the advocate. So | forwarded an email. | created an
introduction email between that student and the on-campus advocate and let the

student know who the advocate was and that | knew her and trusted her.
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Jamie described using her position and connections to help get the student into university
counseling:

| was able, I distinctly remember connecting her to counseling. So, when she was

in my office, we talked, and I asked if | could connect her to on-campus

counseling. And with her permission obviously, | wouldn’t contact someone
without her permission. So she was sitting right at my desk and so she felt more
comfortable if like, I made that contact. So | contacted somebody at counseling
that | knew dealt with trauma situations and was able to connect those two. So |
think that was helpful.

Many faculty expressed this desire to reassure the students, provide them with
resources, and ensure those connections were helpful, which was something they couldn’t
put off to the side or ignore. Reacting and responding to personal experiences with
students in need were a part of their role in their institution.

Responding is part of the job

Some faculty described that responding to disclosures is just part of the job and
that this labor is expected of some faculty, although it is not discussed explicitly. The
aspect of the time spent responding to the students in need and providing them with
resources was something that faculty members couldn’t just ignore. Showing supportive
reassurance and connecting these students with others who were in better positions to
provide help was something faculty felt was necessary for them to do. Katie expressed

this sentiment:
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I mean, it's part I guess, I see it as it's become part of my job. That when students
disclose these things, I mean, it becomes part of it. I mean, I guess you could say
it comes to time I spent doing that was not time that I spent doing other things.

But I see it as a part of my job. I don't think it would, I think it would be wrong of

me to hear a disclosure like that and say, I can't help you. So yeah, I think I see it

as in this context, or at least in my experience, responding to it and reacting to it is

a part of my job, at least to get students to resources that can help. I mean, like,

she had questions that I couldn't answer, you know, so at least getting students to

someone that can help them or be more helpful.

Some participants explained that responding to disclosures was part of their job
specifically because of the discipline they were part of. Faculty who taught gender, crime,
interpersonal violence, or victimology courses often expressed how they expected to
receive these types of student disclosures more than other faculty. Sophia, who taught a
course on violence against women, explained, “I think that it kind of comes with the
territory” regarding student sexual assault disclosures. This leads to the common
experience of some faculty in particular disciplines or subject areas receiving more
student sexual assault disclosures than their colleagues.

Some faculty receive more disclosures than others

Faculty often described the work associated with sexual assault disclosures as
unequal compared to other faculty in their department or at their university. It is clear
from participants’ experiences that some faculty receive the unequal weight of receiving

more disclosures than others. This theme relates back to the idea of faculty who teach
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certain topics expecting part of their work to be responding to more student sexual assault

disclosures than others. Tracy described these multiple factors that come into play

regarding student disclosures:
There were times where | thought, | don't want to teach this class anymore. Right?
Because, you know, it is an emotional burden that faculty take on receiving these
disclosures. And it can be very time-consuming. | mean, just practical, you know,
practically, can be very time-consuming to have, especially multiple students,
because they often require a lot of care and a lot of, you know, assistance in terms
of referrals and academic combinations. And you know, you, as a faculty
member, can look around, and if you're the one teaching all the courses on
victimology, you will be the one receiving all the disclosures, right? So it's this
service burden and emotional burden that you have to take on that your colleagues
don't, and you're not differentially accommodated, or compensated; it doesn't
count towards your service, expectations on the faculty member, right? So it's a
lot of kind of unpaid, and, you know, thankless work, if you will. Even though it's
necessary for the students just, when you think about it from an employment
perspective, it would be very hard on a few just, you know, one or two faculty in
the department.

Jamie expressed similar sentiments around the idea that some faculty receive more

disclosures than others:
| think that the same people get the emotional burden of receiving disclosures.

And | don't mean that like it's a bad thing that somebody discloses because it's
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not, you know, | wouldn't ever want to stifle a disclosure. But I think if you
looked at faculty in the department and try to figure out like who was getting
disclosures, you would see the disclosures centered on like one or two or three
different faculty members, right? And that's a lot to get. That's, that's a lot when
you're talking about like, it is emotionally, there is a like, you know, it is stressful.
When discussing this aspect of what Kelly called the “unequal burden sharing” of
receiving student disclosures, many participants mentioned gender as a contributing
factor to this type of labor. Carrol explained that by placing significance on the
“stereotypical structure” in our society that assumes that “a woman is more nurturing,”
being a female is also a significant factor in receiving student sexual assault disclosures.
This idea that the work that goes into disclosures is expected but not compensated or
recognized and is often placed on a select few faculty members who may not have the
preparation needed to provide assistance was expressed by a few participants. Sarah
highlighted these sentiments:
It is an extra layer to the job that is unrecognized. It is a level of service that is not
required of other faculty. I think that yeah, | can do my job, this is my job. Right?
But if you are doing more work that is often under-recognized, and I'm very
curious about this in the work that you're doing. | am sure most of your
participants are women. What that looks like for the emotional labor that goes into
teaching these classes... it's the recognition of the labor that goes into this...I've
never figured out a good way to document that extra work that goes into that that's

often unseen. And that the research has largely shown is super gendered.
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On top of this work being heavily influenced by gender, other intersectional identities
such as race and sexual orientation could also play a role. Sophia described:

| think it's part of the greater conversation around invisible labor and academia

and specifically the labor that often women are doing, but especially women of

color. And I'm in a Hispanic serving institution now. So, you know, it's something
that yeah, I just wish there was more open conversations in academia that this is
happening that there are certain people on campus that are hearing exposures
regularly and how that can, over time, just be really heavy. You know, | used to
teach a full semester domestic violence class. And I actually, for my own mental
health, asked not to teach it every semester because it was very heavy. And that
class comes with a lot of disclosures.

When breaking down the nuance of the emotional and labor impacts that faculty
experienced, it is essential to note that the context and environment in which these
disclosures occurred carried significant weight. The institutional contexts within which
faculty members were placed largely framed the majority of conversations regarding
responding to student sexual assault disclosures.

Inadequate institutional support
Inadequate University Training Fosters Lack of Preparedness to Respond

In addition to mentioning emotions and labor constraints, participants also heavily
discussed their university’s role in disclosures. Throughout the interviews, faculty
members described their levels of preparedness to respond and their university’s impact

on the disclosure process. Most faculty discussed not feeling prepared to respond to
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student disclosures at some point in their career. Some described an arc or trajectory that
changed as they learned more about resources or experienced more disclosures. However,
many faculty felt an overwhelming sense that student sexual assault disclosures were not
a topic they were particularly prepared for. Many participants described their university
training as lacking depth and significance to the intensity of these experiences. They
noted how an absence of training and conversations around sexual assault plays into this
notion. Kara described her experience responding to a disclosure and how her level of
preparedness impacted her:

| remember Googling, you know, what the appropriate response was. And | wasn't

able to find a lot of guidance. So yeah, | think knowing what to do without

overreacting or underreacting, what is the appropriate response to get the student
help? That was stressful for me.

Almost every participant noted that their level of preparedness to respond to these
types of disclosures was not informed by training they received from their university.
Many couldn’t recall training or, as Katie expressed, felt that they “didn't receive any
specific training as a faculty” that helped them respond to student sexual assault
disclosures. Most faculty members cited their professional knowledge and personal areas
of interest as providing them with the most preparation for responding to student sexual
assault disclosures. Finding the information they felt was valuable and helpful for
students was often a task placed on the faculty member. Carrol described, “I had
connections to university resources because of the research and the work | was doing on

my own life.” Through prior training, volunteering, or professional research, most faculty
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came across the information they felt was helpful during the disclosure process. Hannah

described how her background helped her:
But in terms of, you know, again, I imagine if I didn't have extensive training and
didn't have a Master's in Counseling. Like, if I didn't have a background that has
prepared me for these kinds of disclosures, I think it would be a lot more stressful.
But my background experiences, kind of insulated... And I think none of that, my
entire response. None of that came from my training here, right like that. I did
case management work and crisis response at previous institutions and also in the
local community and the non-profit sector. Working with sexual violence response
protocols and volunteerism. So it was my external training that drove that on
anything that I got from my experience.

Amy, who felt especially prepared to respond to student sexual assault disclosures

explained how she got to this point:
So, any reason that I feel equipped to handle this situation was because of my
professional training outside of the university. Nothing the university did, made
me feel prepared to handle this. So I, you know, have social work education,
clinical practice degree, so I have lots of training there. I was a crisis counselor
for a crisis hotline. And I provided victim advocacy services through domestic
violence and sexual assault resource center. So, I had lots of skills and felt well-
prepared to handle it. University provided training on Title IX. And it was if you
received a disclosure, you'd have to report, here are the resources, but it wasn't

about any of the like, interpersonal skills required.
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These responses point to a severe gap in the training available for faculty at their
universities and the scenarios they find themselves in. This was especially problematic
when faculty were faced with disclosures where students were in distress. As Kara noted
regarding her prior training: “l didn't think it really transferred to this specific severity of
a situation.” From most participants, there was a consensus that training regarding this
topic was brief and not very robust. Katie complained that her required training was
“generic” and not “anything specific to being a faculty” member. Jamie described her
experience with training at her university:

I don't think it was due to any kind of training I ever received. Because I think

that's one thing that in grad school, they certainly don't teach you how to respond

to a disclosure. And at the university itself, | mean, there are classes or what they
call like onboarding sessions and stuff when you're like, first a faculty member,
where they like talk about stuff. But they also talk about like your benefits and
like, a million other things. And so while it's touched on, I don't really think very
well. So I felt prepared because I had done it before and because of what I studied
as, like, a researcher, but not because somebody had sat me down and taught me
how to respond to disclosures.

In a similar regard, most faculty felt that there was no university training that gave
any support to the types of emotional responses that are needed during these interactions.
Student sexual assault disclosures are personal, emotional interactions that require a more

thoughtful response than most faculty's everyday interactions with students. This intricate
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experience and the way universities prepared faculty for disclosures was captured by
Amy:

It's just like, it's kind of like a hide and seek game where the university

acknowledges that faculty get disclosures, but their response is report to Title IX,

report to Title IX, and we'll take care of it. But what they failed to see is that the

step before that, when this disclosure is happening, is an intervention point as

well. And so they don't provide training on how to respond, you know, and I

understand the intricacies and difficulties in doing that.

Many faculty members had quite critical views of their university’s stance on
training regarding sexual assault. Several participants discussed that the training (or lack
thereof) was more so put in place as a way for the university to check a box. The training
wasn’t tailored to the faculty’s needs, didn’t address the scope of the issue, or lacked
applicability to these real-life situations. Matt described his frustration surrounding the
training his university provided:

I think we go through these, you know, bullshit, like Title IX, I'm sure we do. And

it's just, it's a HR formality, to make sure that the university doesn't get sued. It's

not about making us actually prepared. And that's no shade to the people that
probably put in a hard amount of work into those trainings that are wholly online.

But at the end of the day, it's the university trying to protect themselves. And I

don't feel prepared right now.

Understanding of Resources
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Lack of university training played a massive role in the faculty’s understanding of the
resources available to their students and their overall preparedness to respond. In many
cases, because there was inadequate training regarding sexual assault disclosures, faculty
were unaware or unsure of the resources they had available to them. Some expressed
frustration or anger at having these resources available but did not understand how they
worked. Regarding helping a student who disclosed to her, Nancy said, “I think if I knew
the policy, then I could better advocate”. Much of the faculty’s confusion and insecurities
were specifically regarding Title IX resources and policy. Katie described the confusion
many faculty members felt at her university regarding policies in place:

So we as a faculty, yeah, had so many questions around this, we asked the Title
IX rep to come to one of our faculty meetings and talk about this, which was
helpful. And I think even, like, even as | sit here, even after all of this, I still have
more questions than answers when it comes to like, what exactly, you know, if a
student has a disclosure, what exactly happens when they tell somebody? Where
does that information go? And like, if that student wants to, you know, not go
through the university's bureaucracy or not be referred to the criminal justice
system, you know, where would that student lose control over their narrative?
Yeah, I still have, like, more questions than answers.
The few faculty members who did have a clear understanding of resources often
received more comprehensive training from their university. Training that was tailored

specifically to the university’s own resources and that described processes and
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procedures led faculty to greater understanding and a better level of preparedness to
handle student sexual assault disclosures. As Tracy explained:
| take, you know, an annual mandatory online training, I actually think the one
that we have in our university is very good, and is an online training, but it's
incredibly interactive. It's, you know, it uses the sort of definitions, resources and
offices that we have on campus. So it's tailored to our university. It's not like a
canned, you know, virtual course, or whatever.
Balancing student wishes and institutional policy
As much of the faculty’s confusion around resources regarded Title IX, this led many
faculty to feel very strongly about certain policies. An overwhelming majority of
participants expressed intense frustration with Title IX policy, how it is dispersed within
a university, and the aspect of mandatory reporting. Faculty members described how
important it was for these students who disclosed to feel a sense of trust with the faculty
member and control over their experiences and that mandatory reporting procedures often
betrayed these components. Kelly described a student disclosure where she had to report
the incident to Title IX, and when she heard back from the student, she “could tell she felt
upset that I had done that.” Faculty described how they often adjust their teaching to
inform the students that they are mandatory reporters first to respect the student's wishes
as much as possible. Even with this process of forewarning the student of mandatory
procedures, many faculty, such as Jamie, felt this process “felt so unnatural... it just
stifled communication.” The mandatory reporting policy often put faculty under

challenging circumstances, in terms of their role within the university and emotionally.
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Faculty members felt like they had to put the university first at the expense of the

students they were trying to help. Jamie expressed:
| think that in balancing the two between, like what the survivor wants and what
the university is telling me that I need to do. That was the most stressful part...
And it is. I strongly feel that university policy isn't always looking out for the
student. They're looking out for themselves. And so, some of what that policy
might look like is so not survivor-centered, does not have the survivor in mind,
does not even know about how to respond to survivors... And the survivor does
not want the university to know, and like the position that the faculty member’s
then put in. Do I have to tell the university and say, like, it doesn't matter what
you want survivor, sorry? Or do | do what the survivor wants? And what would
help them in their recovery.

Matt discussed their thought process after receiving a student disclosure he had to report

to Title IX:
| said, you know, hey, based on what you disclosed here, | do have to report to
Title 1X, they will reach out to you, you don't necessarily have to do anything
with that. But | just wanted you to know, because | don't particularly like that |
have to report without your consent... And the stress of the reporting is more of
just like, I just don't want to go around you to report. Yeah, | think that's it; it
almost felt like a betrayal of trust when | have to do that. Part of the reason again,
| don't, I don't like Title IX, or at least mandatory reporting.

Frustration with institution’s response
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The problematic situations faculty were placed in often didn’t stop at mandatory
reporting policies and Title IX. These experiences made many faculty members feel
frustrated or angry with the university at some point in the reporting process. This
frustration sometimes came from how inadequately universities assisted students after a
report was made or how the university provided resources. Kara sought university
involvement following a student disclosure and received “negative consequences from
it,” believing that, in some cases, this involvement “[did] more harm than good.” These
reactions by their university were disappointing and stressful for many participants and
only added to the emotional weight brought on by disclosures. Amy described how the
student who disclosed to her was significantly negatively impacted by the university’s
response:

And like, it got reported to Title IX but Title IX didn't do anything. They didn't
investigate it and put any protective measures in place and so she didn't have any
accommodations...Yeah, [ mean, it got really stressful for me when I felt like the
student was being wronged by the university. So they didn't get, after it got
reported to Title IX, they never reached out to her to offer advocacy or assistance.
And so like, | know how things are supposed to go. And I think this was a
particular situation that slipped through the cracks between a, you know,
transition of leadership over Title IX, but it doesn't matter, like the student was
impacted by it... But it was just like a very, it was stressful for her it took up a lot
of time. It was stressful for me, it made me lose the institutional trust and just was

a really difficult situation.
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In a similar situation, John described how the student who disclosed to him required help
advocating for more support from the university:

She was a student on campus and was assaulted. And when she tried to get help

and report to the university, she was not treated well and was treated with

suspicion. And later, she was involved with a student organization trying to
improve some of the support dynamics on campus, particularly for women who
have been harassed or assaulted. And unfortunately, she had a really bad
experience in the way that university leaders treated her and responded to her and
some other students...And then on top of that, you know, the reason that she was
coming to me was because, you know, she was just feeling like she and the group
of students she was working with needed some kind of additional advocacy and
support. And so then it's the challenge of, you know, my colleagues are making
the situation worse. And so that's an additional layer of frustration. And so |
mean, | was very angry.

Along with these sentiments surrounding complicated policies and resource
confusion, it is vital to recognize how these institutional barriers also impact the student.
If the process of reporting and accessing resources is complex for faculty who may
receive some training, it is likely to be extremely difficult for a student who has
experienced a traumatic sexual assault experience. One faculty member highlighted this
experience, which, one might argue, should motivate universities to consider how these

training and systems could be better structured. Katie described that:
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I think, to empathize with students like that. It's frustrating, how confusing these
systems are for students to navigate. It's disappointing how unclear these systems
can be, and you know, I just think the lack of clarity and tried to put myself in the
students position this like a feeling of powerlessness. Like at what point do I tell
somebody? And where does it go? And what happens to my information? And
yeah, at what point might I lose control over my own story, my own narrative, my
own experience?
Suggestions for university training/resources
The culmination of these emotional, time-consuming experiences where
institutions sometimes failed faculty left many participants wishing things could be
different. Every participant had suggestions for ways to improve training regarding
sexual assault disclosures and resource information. Many faculty members expressed a
great desire to have more conversations about these issues within the university. Liz said,
“If there's no conversation collectively about this, like, it's just going to, it's not going to
get easier to be there for our students when it happens.” Most faculty members have
discussed how this topic is not addressed within the greater community at most
universities, which often leads to confusion and misconceptions. Participants craved more
transparency regarding who is really doing this work, what it looks like, and how it can
impact the faculty and students involved in the disclosure process. Participants expressed
opinions that there were things they wished they had known before receiving disclosures

regarding resources or training. As Kara explained:
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Yeah, I mean, I'd still like to know what, you know, is the appropriate response,
both at the moment and then long-term follow-up? I'm still not 100% sure. I don't
think I'd do anything differently if I was in that situation, again. But I wish there
was more of a clear-cut "here is what to do in the moment right now." And long-

term follow-up, at least, I guess, training that is not click through the buttons on a

module.

Katie wished she knew from “the student's perspective, what is serving students
and... how do the students in general feel about how faculty respond to these moments”
to provide better care in moments of disclosures. Providing reassurance and support
while connecting students to resources were significant themes among faculty receiving
disclosures; these sentiments regarding what students might need at the moment came up
often. Still, more participants had suggestions for the mode and type of training that they
would find helpful. Designing training as a more conversation-style where faculty “have
a scenario” where “you literally practice, what do | say to that” was a common response
when faculty were asked what suggestions they had for university offerings (Samantha).
John expressed this similarly:

Being able to sit down and have a conversation and do the roleplay scenario

where you sort of work through a situation can do a lot to help someone feel

equipped to navigate a really challenging, like emotionally challenging
conversation and feel better equipped to be able to offer some support and some
guidance. So I think if the university were to invest more resources, both into like

equipping these offices and funding, and staffing and all those kinds of things, I
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think that could have a good impact. Because I think, yeah, I think the university
often sort of takes the path of least resistance from things like this.

Hannah, in particular, eloquently summed up the sentiments of many and expressed how

this issue of responding to student sexual assault disclosures gets at a deeper root issue in

university settings.
I think that there's a misapprehension from some of my faculty colleagues that
this kind of incident or circumstance or disclosure from a student has nothing to
do with faculty...That's the responsibility of all these other people...And so these
things about what's going on in the lives of students, that secondary or tertiary,
and it's not my responsibility, and someone else needs to deal with it...And [
would just say that maybe folks need to be sensitized to the fact that that's not
how learning works...And so what's going on in students' lives and how they're
able to show up in classrooms and participate in learning. And so if you're going
to be in a classroom educating you have a responsibility to understand some of
these things. And like you don't get to just wash your hands of it...And to pretend
like, that's not you don't have to be a part of the response and solution is, you
know, ethically questionable. But also it is a question of do you expect people to
learn from you when they're not able to have their needs met? And this is a part of
being in human relationship with one another. I just think that...we have forgone
the self-importance of faculty research at the expense of investment in care and
concern and learning and growth of students... And I think that there's lots more

work we could do to dismantle it.
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DISCUSSION

The aim of this study was to examine faculty members’ perceived preparedness
for handling students’ sexual assault disclosures, as well as their perceptions of the
emotional labor that responding to such allegations entails. Hochschild (1989/2003)
conceptualized emotional labor as the work one does to manage their feelings and
emotional display in a particular social situation (Hochschild, 1989/2003). Hochschild’s
research with flight attendants highlighted the ways that employees must concurrently
manage their presentation of self and the emotions of patrons in the service industry. This
kind of emotion work may require a level of “depersonalization” or the separation of
one's true self from the situations requiring emotional management of self at work
(Hochschild, 1989/2003). In her work, Hochschild’s focus on gender highlights how our
society expects women to naturally possess these skills. Although Hochschild’s
foundational work highlighted an often-overlooked form of gendered labor, her findings
apply to a profession where employees expect to interface with the public in an
accommodating way.

In contrast, faculty members often do not expect to manage students’ disclosures
of sexual assault, and findings from this study suggest that are not adequately trained or
supported to fulfill this role. Thus, this study uses the case of faculty responses to sexual
assault disclosures to expand on our understanding of the role that institutions play in
delegating emotional labor to their employees. Findings suggest that higher education
institutions push their employees into strenuous performances of emotional labor when

students seek out faculty to compensate for inadequate campus resources for sexual
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assault survivors. Additionally, this labor is compounded by institutional neglect to
adequately prepare faculty to perform this vital role.

The lack of effective resources and in-depth training faculty receive from their
institutions regarding the topic of sexual assault increases the burden faculty feel when
performing emotional labor during student disclosures. The nuanced experiences of
student sexual assault require a variety of emotional responses from faculty during these
very personal interactions.Hochschild’s work highlighted how, in order to perform
emotional labor successfully in one’s job, one must understand some level of separation
from the emotional “deep acting” required of their position and their true self
(Hochschild, 1989/2003). However, this type of depersonalization cannot be easily
achieved in the case of sexual assault disclosures, which require highly personal,
sensitive, and uniquely supportive responses. It can be observed from this study that
faculty may often carry the emotions they experience during a student disclosure long
after the experience occurs. This highlights how some of the strategies Hochschild
theorized as helpful to offset the burden of emotional labor are not always effective given
certain social situations.

Findings from this study suggest that the emotional labor faculty perform
becomes more strenuous when they lack proper support or recognition from their
institutions and when some faculty perceive themselves to be the primary responders to
these disclosures. As this type of labor is not explicitly expected of faculty or discussed
by their institutions, these faculty-student interactions are an extra workload that some

take on. The emotional labor required of student disclosures is gendered, stressful work
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that can lead to burnout and is often unrecognized or underappreciated by institutions
(Cieslak et al., 2014; O’Meara et al., 2017). Given that it is primarily female faculty
responding to sexual assault disclosures, the lack of recognition and compensation for
this increased workload leads to a heavier burden from this emotion work (Orchowski &
Gidycz, 2012). This, coupled with the lack of trust many faculty expressed or the
institutional betrayal some experienced, caused the emotional labor provided to students
to hold extra weight. Faculty members may question their role in the disclosure process
and their ability to help students if they feel their institution’s policies are not survivor-
centered and they are not being properly supported.

Hochschild’s theory of emotional labor tends to overlook some of the broader
structural factors that can influence how feeling management is carried out in a work
environment. Specifically within academia, looking at the way organizational structures
emphasize documented work such as courseload or publishing, this study highlights how
this environment is not supportive of the emotional labor heavily performed by some
faculty. The lack of recognition, specifically among female faculty, led to some
questioning whether their institution had their best interest in mind, especially regarding
what some of them described as “invisible work” (Sophia). This level of institutional
exploitation is something Hochschild oversimplified in her original work (Stulikova &
Dawson, 2023). Along with this, recent critiques on emotional labor have focused on how
the increasingly corporate style of workplaces since the 1980s has heightened the
importance of performing emotional labor and the impacts this can have on emotional

dissonance within individuals (O’Brien & Linehan, 2018; Veldstra, 2018). Hochschild
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focused more on the surface and deep acting and the ways in which these performances,
through one's position, can lead to devaluation. When we consider some of the more
structural issues that contribute to this uneven burden some faculty feel, it is apparent that
the sense of institutional betrayal couples with the unsupported weight of performing
emotional labor within some social settings.

Faculty members who receive disclosures of student sexual assault are not
receiving enough support emotionally and structurally. This lack of support makes it
difficult for them to cope with the emotional labor that is required of them. Additionally,
this emotional labor is often gendered, and certain disciplines receive more disclosures
than others. Therefore, it is crucial to proactively support faculty members instead of
ignoring this issue and letting fatigue and stress become more prevalent. This study has
identified several factors that contribute to the complexity of faculty receiving student
disclosures, and it is essential for universities to recognize and address these factors to
ensure the success of faculty members and prevent burnout.

LIMITATIONS

The results of this study should be interpreted within the confines of some
important limitations. First, part of the recruitment process involved targeting faculty
who were involved in sexual assault research and/or advocacy. Thus, findings may be
representative of faculty who are more knowledgeable about sexual assault. Relatedly,
sampling procedures only yielded two male faculty members. Thus, the perspectives of
men on handling sexual assault disclosures, as well as their ideas on how gender

influences disclosures, is largely absent from the analysis. Finally, the lack of diversity in
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participant demographics (mostly all white females, with one Latina and one mixed-race
participant) and the fact that many participants came from social science/criminal justice
disciplines may have also limited the variety of lived experiences and familiarity with the
topic represented in the data.
FUTURE IMPLICATIONS

This study aims to provide valuable insights into the extent to which university
faculty members are required to perform emotional labor when handling student
disclosures of sexual assault. By interviewing faculty with lived experience, the research
aimed to explore the level of preparedness among faculty members for such situations
and how it affects their mental health during and after the disclosure process. The
findings of this research can be beneficial for universities to understand how to better
equip their faculty members with adequate training and resources to reduce the emotional
labor involved in such situations and provide better support to students in need.

Throughout the interviews, there was a consensus among faculty members that
more training styled as role play or open conversations would be beneficial. Updating
current training requirements and information on resources or possibly adding some
voluntary practice options would be great opportunities to start more of these
conversations regarding student sexual assault among faculty. There was also a clear gap
both in how faculty perceived their duties under Title IX and what students believed a
report entailed. Having a better system of debriefing and explaining the Title 1X policy,
requirements, role would be greatly beneficial to both faculty and staff at the university

level.

63



Along with bolstering training and educational opportunities for faculty, creating
a more supportive work environment emotionally and structurally is crucial in valuing the
emotional labor some faculty members perform regularly. Future research should further
delve into the ways we can work towards evening out the distribution of work, both
documented and undocumented, among faculty. As this study has shown, specifically
finding a way to compensate for or at least recognize the unequal burden of emotion
work many female faculty take on and create structural changes that support their well-

being and balance of tasks would be highly beneficial.
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Appendix B

Pre-Interview Survey for Faculty

Pre-Interview Survey ltems:

1. Areyou a faculty member at an institution of higher education? Or have you

been?

Yes
No

2. Have you ever received a sexual assault disclosure from a student while in a

faculty position at a university?

5.

Yes

No

[If respondent selects “No” they will be ineligible for the study and redirected to
receive thank you message]

How many years have you been in a university faculty position?
0-5

6-10

11-15

16-20

More than 20 years

What department do you work in?

[free response]

Have you ever received training on sexual assault or education on related

resources through your university employer?

6.

Yes
No
What is your age in years?

[free response]
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7. What is your race? (Check all that apply)
White
Black or African-American
Asian
Hispanic
Other (please specify)
Chose not to specify
8. What is your gender identity?
Man
Woman
Trans man
Trans woman
Intersexed
Non-binary
Other not listed here (please specify)
Chose not to specify
9. What is your sexual orientation?
Straight
Gay
Bisexual
Queer
Pansexual
Other (please specify)
Chose not to specify
10. What is your availability to complete this interview? Please enter preferred dates
and times.
[free response]
11. What is your email address so that I can contact you to schedule the interview?

[free response]
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Appendix C
Interview Guide for University Faculty

Thank you so much for participating in this interview today. My name is Cadi Imbody,
and | am

a graduate student in the Social Science program at Clemson University. My project aims
to better understand the experiences of university faculty and how well-prepared they feel

to handle sexual assault disclosures from students.

| am interested in learning more about what emotions you feel and express when a
student discloses a sexual assault experience to you. | want to better understand how

these interactions impact your mental well-being and ability to perform your job.

| am also interested in your perception of your training and preparedness for handling
student sexual disclosures. That is, prior to or after experiencing student disclosures, how
well were you prepared by your university to properly respond to these personal

incidents.

| am going to ask you some questions, and you may choose not to answer any question
for any reason. Please be aware that your identity will remain confidential for this study.
For research purposes, | will be recording this interview. Recordings will be transcribed

and destroyed at the end of the study.
Do you have any questions before we begin?
Guiding Questions
1. Tell me about your role as a faculty member at your institution.

a. What department are you in? What classes do you teach? How long have

you been teaching?
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2. On the pre-interview survey you indicated you have experienced at least one
sexual assault disclosure from a student. If you have received more than one
disclosure, feel free to start with whichever experience stood out the most. We can
talk about the other disclosure experiences as time allows. Please begin our
discussion by describing this experience. Please leave out students’ names to keep
this anonymous.

Did the student disclose to you in person?

b. Did the student come to you with this disclosure recently after their
experience?

c. Was the student in distress when they came to you with this disclosure?

3. What was your reaction to this student disclosing their experience to you?

4. Could you describe some of the practical steps you took after this disclosure
experience?

a. For example, how much time did you spend following up with the
student? Did you refer the student to support services on campus? Were
you involved in a Title IX investigation?

5. How helpful do you feel you were to the student during/after the disclosure?

6. How did you feel emotionally after your interaction with the student disclosing a
sexual assault experience to you, including any subsequent actions and responses
after handling the incident?

a. How did this experience affect your ability to perform your job?

b. When managing a student sexual assault disclosure, did you feel you were
masking internal emotions to better support the student in the moment?

c. Ifyou found the experience stressful, what aspects of the disclosure and
subsequent responses made it stressful for you?

7. Describe any self-care strategies, if any, that you took after this interaction.

8. Please describe some ways that your gender has had an influence on the way
students approach you with disclosures. Has gender had an impact on your daily

role or expectations?
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9. During this interaction, how well prepared did you feel to address this sexual
assault disclosure?
a. How did you know how to handle this type of interaction?
10. Prior to receiving a student sexual assault disclosure, how well had you been
trained on the topic of sexual assault and university resources?
a. How did this affect your response and reactions to the disclosure?
11. Looking back, is there anything in particular you wish you had known prior to
receiving the disclosure? Is there anything you would have done differently?
12. Are there any suggestions you would make to your university to better prepare
faculty for these situations? Just as a reminder, any suggestions you offer will stay

anonymous.

That is all the questions | have for you today. Is there anything else you would like to
share about the student disclosure you described or this topic in general that we did not

specifically discuss today?

Thank you so much for taking the time to discuss these topics with me today. If you have
any questions after this interview, feel free to reach out and email me. Be on the lookout
for an email in the next week or two with a link to your Amazon gift card. When | send
you this email, I will also include a follow-up question regarding any other university
faculty that you know who may be interested in this study. Since this is a harder

population to identify, | am trying to snowball with my recruitment.
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