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Abstract
Teaching can be a challenging profession, which puts teachers at high risk for developing burnout symptoms, such as emo-
tional exhaustion. In this study we aim to investigate the interplay between classroom externalising problem behaviours (as 
a job demand), teachers’ self-efficacy (as a job resource) and emotional exhaustion over a school year. Conducting three 
measurements during a school year among 103 Dutch primary education teachers, we examine the sensitivity for, and 
the individual development of, emotional exhaustion. Findings show that emotional exhaustion, classroom externalising 
problem behaviours, and teachers’ self-efficacy are stable constructs in teachers. Traditional (between-person) cross-lagged 
panel models indicate that teachers with low levels of self-efficacy are more likely to develop emotional exhaustion during 
the school year, compared to their colleagues. We found no evidence that teachers confronted with classroom externalising 
problem behaviours were more likely to develop emotional exhaustion. Random intercept (within-person) cross-lagged panel 
models indicate that teachers with high levels of classroom externalising problem behaviours do not show increased emotional 
exhaustion at a later time point. For self-efficacy and emotional exhaustion, we could not estimate the within-person model 
due to limited variance in the variables. Implications of these findings and suggestions for further research were discussed.

Keywords Burnout symptoms · Self-efficacy · Classroom externalising problem behaviours · Within-person · Between-
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Introduction

To provide today’s youth with high quality education, 
effective teachers are imperative. However, teaching can 
be a considered a challenging profession, and many teach-
ers experience quite some stress in their daily work (Evers 
et al., 2004; Gu & Day, 2007). Compared to other profes-
sions, burnout symptoms among teachers are relatively 
high and contribute to a relatively high absence rate and 
to teachers leaving the teaching profession (Hooftman 
et al., 2019). For senior teachers, burnout problems are an 
important predictor of early retirement (Skaalvik & Skaal-
vik, 2011). Teachers who are at leave due to burnout prob-
lems may impact the workload of their colleagues as well 
(Van Droogenbroeck et al., 2014). Burnout among teachers 
can thus have substantial financial consequences and pose 
a threat to the quality of our education, which impacts the 
future academic development of many children. It is there-
fore vital to promote the occupational wellbeing of teach-
ers. To do this effectively, insight into teachers’ sensitivity 
for, and the individual development of, emotional exhaus-
tion is essential. In this study, we aim to gain insight into 
the development of teachers’ emotional exhaustion and 
gather more knowledge about the longitudinal develop-
ment of burnout symptoms. This study was part of an 
effect study in which a randomized controlled trial (RCT) 
was conducted to study effects of the Key2Teach-inter-
vention (Hoogendijk et al., 2018; Hoogendijk et al., 2020). 
Intervention-effects were not subject of the current study.

Theoretical background of burnout

According to the Job Demand-Resources model (JD-R 
model) burnout can be described as resulting from an 
imbalance between demands and resources in the work-
ing environment (Bakker & Demerouti, 2007; Demetrouti 
et al., 2001). For teachers, job demands refer to aspects 
of the job that require physical or mental effort, such as 
challenging behaviour of students, a lack of shared reflec-
tion with colleagues, or a high administrative workload. 
On the other hand, job resources contribute to feeling 
effective, such as achieving goals with students, or feel-
ings of personal growth and enjoyment. According to the 
JD-R model, and imbalance between job demands and 
job resources contributes to the development of stress and 
emotional exhaustion, which can be regarded as the main 
characteristic of burnout (Maslach & Jackson, 1981; Taris 
et al., 2004; Skaalvik & Skaalvik, 2018). When aiming to 
prevent emotional exhaustion among teachers, it is impor-
tant to take the respective roles of significant demands and 

resources into account and gather more knowledge about 
the longitudinal development of burnout symptoms.

Job demands: classroom externalising problem 
behaviours

One of teachers’ main job demands concerns the behav-
iours they encounter in class. Teachers interact with stu-
dents on a daily basis, and the relationship they engage in 
with their students has been shown to play a more impor-
tant role in the development of emotional exhaustion than 
teachers’ relationships with colleagues, supervisors or par-
ents (Van Droogenbroeck et al., 2014). Interacting with stu-
dents who exhibit externalising problem behaviours, such 
as distractibility, hyperactivity, disobedience and hostile 
aggression, is especially difficult for teachers (Harrison 
et al., 2012; Kaakinen, 2017; Tsouloupas et al., 2010). 
Classroom externalising problem behaviours have been 
associated to stress and emotional exhaustion in teachers, 
and to motivation to leave the profession (Aloe et al., 2014; 
Skaalvik & Skaalvik, 2007). Dealing with externalising 
problem behaviours can thus be considered an important 
job demand.

It is however important to note that teachers’ emo-
tional exhaustion may also have an impact on the devel-
opment of students’ problem behaviours (Kokkinos et al., 
2005). Research suggests that teachers who are stressed or 
exhausted, are less tolerant with regard to the challenging 
behaviours of students, which can lead to an increased use 
of punitive classroom practices (Bibou-Nakou et al., 1999). 
These, in turn, may lead to an increase in externalising prob-
lem behaviours (Bru et al., 2002). Thus, to unravel the role 
of classroom externalising problem behaviours as a possi-
ble risk factor for the development of emotional exhaustion 
among teachers, longitudinal research focusing on transac-
tional relations between these variables is necessary.

Job resource: teacher’s self‑efficacy

An important job resource for teachers regards their sense 
of self-efficacy. Based on the social-cognitive theory, 
teachers’ sense of self-efficacy refers to their perception of 
their own capacity to stimulate learning and engagement 
of students, even among difficult or unmotivated students 
(Bandura, 1997; Tschannen-Moran & Woolfolk Hoy, 2001). 
Feelings of self-efficacy help teachers to motivate students, 
to involve them in the classroom practices and to manage 
their behaviours (Dunn & Rakes, 2011). Teachers’ sense 
of self-efficacy is considered an important preventive fac-
tor in the development of emotional exhaustion (Brouwers 
& Tomic, 2000). In a recent review of Zee and Koomen 
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(2016), a consistent association between teachers’ sense 
of self-efficacy and their levels of emotional exhaustion is 
described, indicating that teachers with a high sense of self-
efficacy experience less emotional exhaustion than teachers 
with a low sense of self-efficacy (Zee & Koomen, 2016). 
Feelings of self-efficacy can thus be considered a serious 
job resource.

However, this relationship may work both ways. Brouw-
ers and Tomic’s (2000) research showed that self-efficacy 
has a longitudinal impact on emotional exhaustion, but also 
pointed to a reversed impact of emotional exhaustion on 
self-efficacy. In line with this, Brouwers et al. (2001) found 
some evidence of a feedback loop between self-efficacy and 
emotional exhaustion. Again, to obtain a better insight into 
the dynamic behind the (protective) role of self-efficacy in 
the development of emotional exhaustion it is important to 
consider possible transactional relations.

Examining both between‑ and within‑person 
associations

Research into the relation between emotional exhaustion, 
classroom externalising problem behaviours and self-
efficacy is mainly based on cross-sectional associations 
or regression analysis. These statistical analyses do not 
allow for identifying longitudinal transactional relations 
and casual effects between constructs. When studying 
transactional relations, it is important to use a longitudi-
nal design that enables us to explore transactional rela-
tions between constructs over time. By doing so, we aim 
to shed more light on the dynamics behind the impact of 
job demands and job resources on the development of emo-
tional exhaustion.

Many previous studies that focused on transactional rela-
tions between a wide variety of constructs have used cross-
lagged panel models (CLPM) as a way to identify transac-
tional relations (e.g. Brouwers & Tomic, 2000; Fernet et al., 
2012; Breeman et al., 2015; Doumen et al., 2008; Lier et al., 
2012). These models allow us to establish the unique con-
tributions of classroom externalising problem behaviours 
and teachers’ self-efficacy on teachers’ emotional exhaus-
tion and vice versa. Although the widespread use of such 
CLPMs, a number of researchers and methodologists have 
recently instigated a discussion on the use of such mod-
els when aiming to draw conclusions regarding individual 
developmental trajectories. These CLPMs, as many other 
longitudinal statistical models, capture co-variation in rank 
order positions of individuals as a proxy for understanding 
causal processes, and therefore do not distinguish between-
person changes and within-person fluctuations over time 
(see for more detailed information on this debate: Hamaker 
et al., 2015; Keijsers, 2016; Berry & Willoughby, 2017). 

For that reason, researchers consider the CLPM to provide 
insight into differences between individuals, not within 
individuals.

To gain insight into how an individual develops, one needs 
to obtain insight into the within-person development. Other 
data-analytical techniques have been proposed that provide 
insight into this, while accounting for between person-varia-
bility, such as the random intercept cross-lagged panel mod-
els (RI-CLPM; as recommended by Keijsers, 2016). These 
advanced models distinguish the between-person variance and 
the within-person variance, and can help us to draw conclu-
sions regarding factors that impact individual developmental 
trajectories over time.

Thus, both between-person models and within-person 
models may inform us in a different way about the devel-
opment of emotional exhaustion. Between-person models 
can help us to identify which teachers are more likely to 
cope with high levels of emotional exhaustion and which 
variables play a role in this, whereas within-person models 
can shed more light on the underlying psychological pro-
cesses that take place when an individual teacher develops 
emotional exhaustion. Both insights can be of importance 
when aiming to prevent or reduce emotional exhausting in 
teachers and will add new knowledge to the existing research 
literature.

Research questions

In this study, in line with the JD-R model, we aim to explore 
the relationship between a specific job demand, classroom 
externalising problem behaviours, and a job resource, teach-
ers’ self-efficacy, in the development of burnout symptoms 
among teachers. This way, we aim to gain more insight into 
the sensitivity for, and individual development of, emotional 
exhaustion in teachers. We focused on the time span of one 
school year, as for most teachers this is the period that they 
teach a specific classroom composition. This may give insight 
in the impact that a specific class may have on a teachers’ 
occupational wellbeing, and in the dynamic that takes place 
over the course of a school year.

Based on prior research, we formulate the following 
hypotheses:

1. Teachers’ emotional exhaustion, classroom externalising 
problem behaviours, and teachers’ sense of self-efficacy 
were associated during the school year.

2. Higher levels of classroom externalizing problem behav-
iours or lower levels of self-efficacy were expected to 
predict high levels of emotional exhaustion during the 
school year.

3. At the within-person level, teacher’s classroom exter-
nalising problem behaviours or teacher’s sense of 
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self-efficacy were expected to predict the individual 
development of emotional exhaustion during the 
school year.

Method

Design

Data used in this study were collected as part of the 
Key2Teach study (Dutch Trial Register: NTR3811). Two 
cohorts of primary school teachers and their students 
were included (school year 2013–2014 and school year 
2014–2015). Teachers could participate if they taught in 
grades 3 to 6 for at least 2,5 days per week, and at least 
two teachers had to participate in each school. Inclusion 
of teachers took place between June and September 2013 
(first cohort) and March and July 2014 (second cohort) 
and -due to reasons of feasibility, power and expected 
dropout- inclusion ended when a number of 150 teachers 
was reached. Twenty-three teachers withdrew before the 
start of the study, either because teachers considered the 
study too much of a time investment or were too busy with 
other tasks. Another twenty-four teachers were excluded 
for not meeting the inclusion criteria of the Key2Teach-
effect study regarding their levels of student externalizing 
problem behaviours of conflict (n = 13), or withdrawing 
permission of participation for the student (n = 11). The 
total amount of participating teachers in the sample is 
103. For more information on the inclusion procedure see 
(Hoogendijk et al., 2018; Hoogendijk et al., 2020). The 
research protocol was approved by the Medical Ethics 
Committee Southwest Holland (METC-ZWH, 13-023).

This study was executed as part of a randomized con-
trolled trial, for which half of the teachers received the 
intervention Key2Teach. Key2Teach is a teacher-focused 
coaching intervention and designed to improve the rela-
tionship between teachers and students with externalising 
problem behaviours by providing them with insight into 
their mental representation of the teacher-student relation-
ship (first phase) and to improve their interaction patterns 
with these students (second phase) (Hoogendijk et al., 
2018; Hoogendijk et al., 2020).

Three measurements took place during the school year. 
Baseline data (T1) were collected at least six weeks after 
the start of the school year and before the intervention 
started. When the first phase of Key2Teach was completed, 
the mid-intervention measurement (T2) took place in Janu-
ary, and the post-intervention measurement (T3) took place 
in June, after Key2Teach was finished. The teacher had 
access to a website where questions could be answered 
digitally.

Participants

Our sample consisted of 103 teachers: 46 teachers in the 
first cohort (2013–2014) and 57 in the second cohort 
(2014–2015). Our group of teachers (n = 103) consisted 
of 76.7% female teachers, and teachers were on average 
39.24  years old (ranging between 23.50–62.67  years). 
Teachers had an average of 12.62 years of working experi-
ence (ranging between 0 and 38 years). Of the 103 teachers 
who participated during the first measurement, nine dropped 
out over the course of the study. Dropout was not related to 
condition (χ2(1) = .01, p = .93), teachers’ age (t(101) = 1.00, 
p = .32) or teachers’ gender (χ2(1) = .00, p = 1.00).

The mean number of students in each class was 23 (total 
of 2367 students). For 74% of the students, parental permis-
sion was obtained allowing their participation in the study 
(n = 1746). The main age of the students was 9.73 years (SD: 
1.19, range 5.92–13.17).

Measures

Classroom externalising problem behaviours of students

The teacher rated externalising problem behaviours of stu-
dents using the Strengths and Difficulties Questionnaire for 
Teachers (SDQ-T; Van Widenfelt et al., 2003). Teachers’ 
scores on the subscales Conduct problems and Hyperactivity 
were included in this study. Both subscales (α = .85) together 
represent the amount of externalising problem behaviours 
exhibited by the student (Goodman, 2001). Teachers rated 
items such as ‘Often fights with other children or bullies 
them’ and ‘Restless, overactive, cannot stay still for long’ 
on a three-point scale on which 0 = not true, 1 = sometimes 
true, and 2 = completely true. Validity of the SDQ has been 
evaluated as good in previous studies (Goodman, 2001; Van 
Widenfelt et al., 2003). As we were interested in classroom 
level problem behaviours, scores of individual students were 
aggregated to compute an overall classroom externalising 
problem behaviours score.

Teacher’s sense of self‑efficacy

Teacher’s sense of self-efficacy was assessed with the short 
version of the Teachers’ Sense of Efficacy Scale (TSES; 
Tschannen-Moran & Woolfolk Hoy, 2001). The TSES con-
sists of 12 items (for example ‘how much can you do to moti-
vate students who show low interest in school work?’). The 
TSES assesses the extent to which a teacher feels competent 
in motivating children for schoolwork, feels competent to 
give instruction in a way that is suitable for the students’ 
needs and feels competent to manage what happens in the 
classroom. Although the TSES is usually measured on a 
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9-point rating scale, teachers in the present study responded 
on a 5-point Likert scale, ranging from 1 (nothing) to 5 (a 
great deal). This Likert scale was in line with various other 
questionnaires that were used in the study. Positive correla-
tions with other measurement instruments for self-efficacy in 
general, as well as specifically for teachers provide evidence 
for the convergent validity of the TSES (Tschannen-Moran 
& Woolfolk Hoy, 2001). Cronbach’s α for the TSES that was 
used in this study was .80, supporting the internal consist-
ency of the questionnaire.

Teacher’s emotional exhaustion

Emotional exhaustion was assessed by having teachers 
complete the Emotional Exhaustion subscale of the Dutch 
version of the Maslach Burnout Inventory, the Utrechtse 
Burnout Schaal for teachers (UBOS-L; Schaufeli & Van 
Dierendonck, 2000). The Emotional Exhaustion subscale 
assesses to what extent teachers experience feelings of 
strain, particularly chronic fatigue resulting from overtax-
ing work (Hakanen et al., 2006) and consists of 8 items (for 
example ‘I feel emotionally drained from my work’; α = .83). 
Items were rated on a 7-point Likert scale, ranging from 0 
(never) to 6 (every day). Validity of the UBOS-L has been 
demonstrated by predicting drop-out and illness of teachers 
due to psychological work-related symptoms (Schaufeli & 
Van Dierendonck, 2000).

Data‑analysis

Models were fitted in Mplus 8 (Muthén & Muthén, 
1998–2017). This software package allows for the use of 
full information maximum likelihood (FIML) estimation to 
account for missing data as a consequence of loss-to-follow 
up and non-response. Yet, only a small amount of data was 
missing. Only 1 % of the participating teachers did not pro-
vide data on the SDQ, TSES or UBOS at the first measure-
ment, 3% on the second measurement and 4% on the last 
measurement. We applied maximum likelihood estimation 
with robust errors (MLR) to account for non-normality.

Fit of the theoretical models to the data was tested using 
several absolute and relative fit indices: Absolute model 

fit was determined by the model χ2. A non-significant χ2 
is an indication of good model fit. The comparative fit 
index (CFI) and the root mean square error of approxima-
tion (RMSEA) were also used. The CFI indicates misfit 
of a specific model, with >.95 representing a close fit, 
and > 90 representing an acceptable fit. The RMSEA is an 
absolute fit indices of the degree of misfit in the model, 
with values ≤.06 reflecting a close fit, and ≤ .08 a satisfac-
tory fit (Hu & Bentler, 1999). We conducted Wald tests 
to examine whether individual paths were time invariant, 
i.e. whether stability and cross-lagged paths significantly 
differed between T1-T2 versus T2-T3. Wald tests for the 
tested models indicated that the different paths were time 
invariant. Therefore, these parameters were constrained 
over time, reducing model complexity (Hamaker et al., 
2015).

To answer the first research question, we calculated 
correlations between the three outcome variables across 
the three measurements. In this way we were able to 
give a preliminary overview of how these variables are 
associated.

To analyse the between effects of the variables of inter-
est, we applied two cross-lagged panel models (CLPM, 
Fig. 1; Kline, 2016), one for classroom externalising prob-
lem behaviours and emotional exhaustion and one for self-
efficacy and emotional exhaustion. Such CLPMs were fit 
including all autoregressive (or stability) paths and correla-
tions between observed scores, and all cross-lagged paths 
linking, for example, classroom externalising problem 
behaviours to emotional exhaustion (and vice versa) over 
time (Kline, 2016). These models enable us to establish lon-
gitudinal relations between variables over time above and 
beyond cross-sectional associations.

As intervention effects were not the aim of this study, to 
find out to what extent this design may have impacted our 
results, we examined if the outcomes of these models were 
related to study condition (intervention vs control). This was 
not the case for emotional exhaustion (b = −.17, p = .32), 
classroom externalising problem behaviours (b = −.83, 
p = .07) and self-efficacy (b = .08, p = .15). Furthermore, 
parameter estimates were controlled for study condition 
(intervention vs. control). For model parsimony, only the 

Fig. 1  Cross-lagged panel 
model (CLPM) for job demand 
or job resource and Emotional 
Exhaustion

Job Demand or Job ResourceJob Demand or Job Resource Job Demand or Job Resource

Emotional ExhaustionEmotional Exhaustion Emotional Exhaustion

)3T(enuJ)2T(yraunaJ)1T(rebmetpeS
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significant associations between study condition and the 
parameter estimates at each measurement were retained in 
the model.

To analyse the within effects of the variables of inter-
est, we first calculated ICC’s to determine how much 
of the variance in the three outcome variables can be 
explained by differences between persons or by fluctua-
tions within a person. Subsequently, we applied a random 
intercept cross-lagged panel model (RI-CLPM, Fig. 2) 
for the three outcome variables (Hamaker et al., 2015; 
Keijsers, 2016). Within such a model, variance at the 
within-level (inter-individual variance) is distinguished 
from variance at the between-level (intra-individual vari-
ance). This model also accounts for the fact that meas-
urement occasions are nested within individuals, which 
makes it possible to interpret results in terms of develop-
mental pathways for individual persons (Hamaker et al., 
2007). This modelling strategy is based on the approach 
as described by Hamaker et al. (2015), and applied by 
Keijsers (2016), and Poel et al. (2016), Bogaerts et al. 
(2019) and Maas et al. (2021).

Again, to test whether study condition (intervention vs 
control) impacted model fit of the RI-CLPM, we controlled 
the between group variance for study condition. Model 
fit was slightly worse (χ2(9) = 19.10, p = .02; CFI = .955; 
TLI = .895; RMSEA (90%) = .10 (.04;.17); SRMR = .06), 

than fit of the model without correcting for condition 
(χ2(9) = 16.17, p = .06; CFI = .964; TLI = .940; RMSEA 
(90%) = .09 (.00;.16); SRMR = .07). As this indicates a lack 
of support for the presence of differences between inter-
vention and control group with regard to the links between 
emotional support and externalising problem behaviours in 
the class, for reasons of parsimony, we did not control for 
condition in our final model.

Results

Hypothesis 1: Constructs of interest were associated 
during the school year

Regarding the first research hypothesis, a preliminary over-
view of correlations for the three outcome variables is given 
in Table 1. Results indicated medium to high correlations 
between the different time points concerning emotional 
exhaustion (.62–.82), classroom externalising problem 
behaviours (.32–.74) and self-efficacy (.60–.70), which 
indicated substantial stability of the ranking order of indi-
viduals with regard to their level of emotional exhaustion, 
classroom externalising problem behaviours and self-effi-
cacy (see Table 1). Relatively high scoring teachers on these 
constructs were more likely to score high at later time points, 

Fig. 2  Random-intercept cross-
lagged panel model (RI-CLPM) 
for job demand or job resource 
and Emotional Exhaustion

σ2 between 
persons

σ2 between 
persons

σ2 within 
persons

σ2 within 
persons

σ2 within 
persons

σ2 within 
persons
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σ2 within 
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Resource 1

Job Demand or Job 
Resource 2 

Job Demand or Job 
Resource 3

1

1

1
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as compared to other teachers. Most correlations between the 
three outcome variables, were significant at the three time 
points. This indicates a confirmation of our first hypothesis 
that teachers with high levels of emotional exhaustion were 
more likely to report lower levels of self-efficacy and more 
classroom externalising problem behaviours (see Table 1).

Hypothesis 2: Teachers at risk

In examining what characterizes teachers who are more 
likely to develop emotional exhaustion symptoms and which 
variables play a role in this, we conducted two CLPMs. The 
CLPM for classroom externalising problem behaviours and 

Table 1  Descriptive statistics and correlations between emotional exhaustion, classroom externalising problem behaviours and self-efficacy at 
three time points

**. Correlation is significant at the 0.01 level (2-tailed)
*. Correlation is significant at the 0.05 level (2-tailed)

n M SD 1 2 3 4 5 6 7 8 9

1 Emotional Exhaustion T1 102 2.74 0.85 1
2 Emotional Exhaustion T2 98 2.71 0.91 .74** 1
3 Emotional Exhaustion T3 90 2.59 0.98 .61** .81** 1
4 Self-Efficacy T1 102 3.93 0.34 −.29** −.31** −.29** 1
5 Self-Efficacy T2 98 4.00 0.31 −.06 −.19 −.17 .71** 1
6 Self-Efficacy T3 90 4.07 0.33 −.01 −.16 −.35** .56** .63** 1
7 Classroom externalising problem behaviours T1 103 3.73 0.91 .21* .26** .20 −.09 −.11 −.15 1
8 Classroom externalising problem behaviours T2 94 3.55 1.13 .13 .26* .20 −.14 −.28* −.17* .75** 1
9 Classroom externalising problem behaviours T3 88 3.94 2.23 .13 .18 .20 −.05 −.08 −.15 .32** .43** 1

Table 2  Standardized parameter 
estimates for the cross-lagged 
panel model (CLPM) and 
random-intercept cross-lagged 
panel model (RI-CLPM) 
regarding the associations 
between classroom externalising 
problem behaviours (CEPB), 
emotional exhaustion (EE) 
across 3 measurements (T1, T2 
and T3)

B = unstandardized effects, SE = standard error,  pB = p value of unstandardized effects, β = Standardized 
effects, which are indicators of effect size

CLPM RI-CLPM

Model fit indices
  AIC 1473.32 1486.74
  BIC 1526.02 1534.17
  χ2 13.31 16.17
  Df 13 9
  p .42 .06
  CFI 1.00 .96
  TLI 1.00 .94
  RMSEA (90% CI) .02 (.00;.10) .09 (.00;.16)

Model results B SE pB β B SE pB β
Autoregressive pathways

  CEPB T1 - > CEPB T2 .91 .07 .00 .75 .77 .30 .01 .53
  CEPB T2 - > CEPB T3 .91 .07 .00 .45 .77 .30 .01 .32
  EE T1 - > EE T2 .83 .06 .00 .75 .79 .15 .00 .69
  EE T2 - > EE T3 .83 .06 .00 .78 .79 .15 .00 .73

Cross-lagged pathways
  CEPB T1- > EE T2 .08 .06 .19 .08 .15 .13 .24 .11
  CEPB T2 - > EE T3 .08 .06 .19 .09 .15 .13 .24 .15
  EE T1- > CEPB T2 −.01 .09 .95 -. 00 −.01 .22 .98 −.00
  EE T2 - > CEPB T3 −.01 .09 .95 −.00 −.01 .22 .98 −.00

Correlations
  EE - CEPB T1 .16 .08 .04 .21 .09 .50 .85 .20
  EE - CEPB T2 .10 .05 .06 .21 .11 .05 .05 .23
  EE - CEPB T3 .09 .15 .56 .08 .07 .17 .67 .06
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emotional exhaustion showed an adequate fit to the data 
(Table 2), taken our small sample size into account (Hu & 
Bentler, 1999). Table 2 also displays the autoregressive asso-
ciations, cross-lagged associations and correlation (and cor-
related change) of classroom externalising problem behav-
iours and emotional exhaustion at three times during the 
school year. In line with the correlation matrix, the autore-
gressive paths turned out to be stable during the school year. 
Even when corrected for cross-sectional correlations, the 
ranking order with regard to classroom externalising prob-
lem behaviours and teachers’ emotional exhaustion was sta-
ble over the year. Thus teachers who report high levels of 
these constructs, score relatively high at these constructs 
during later time points. However, we did not find any sig-
nificant cross-lagged pathways, indicating that teachers with 
high-scoring classrooms on externalising problem behav-
iours did not have higher emotional exhaustion scores at 
later time points (and vice versa), when corrected for autore-
gressive associations.

Table 3 presents the CLPM for teachers’ self-efficacy 
and emotional exhaustion, which also showed an ade-
quate model fit. Table 3 also displays the autoregressive 
associations, cross-lagged associations and correlation 

(and correlated change) of self-efficacy and emotional 
exhaustion at three times during the school year. Again, 
the autoregressive paths for both constructs show stability 
during the school year, indicating that the ranking order 
with regard to teachers’ self-efficacy and emotional exhaus-
tion was stable over the schoolyear. A significant cross-
lagged path from self-efficacy to emotional exhaustion was 
determined, indicating that teachers who experienced lower 
feelings of self-efficacy were relatively more likely to feel 
emotional exhausted at a later time-point, as compared to 
other teachers. The second hypothesis was only confirmed 
regarding the relation between self-efficacy and emotional 
exhaustion, but not regarding the relation between class-
room externalizing problem behaviours and emotional 
exhaustion.

Hypothesis 3: Externalising problem behaviours 
and self‑efficacy impact the individual development 
of emotional exhaustion

For the third research hypothesis, we conducted intra-class 
coefficient scores and two RI-CLPMs. The intra-class coeffi-
cient (ICC: a method used for multi-level analysis) of .71 for 

Table 3  Standardized parameter 
estimates for the cross-lagged 
panel model (CLPM) and 
random-intercept cross-lagged 
panel model (RI-CLPM) 
regarding the associations 
between teacher’s sense of 
self-efficacy (SE) and emotional 
exhaustion (EE) across 3 
measurements (T1, T2 and T3)

B = unstandardized effects, SE = standard error,  pB = p value of unstandardized effects, β = Standardized 
effects, which are indicators of effect size

CLPM RI-CLPM

Model fit indices
  AIC 650.70 Error message, not
  BIC 706.03 interpretable
  χ2 19.73
  Df 12
  p .07
  CFI .97
  TLI .96
  RMSEA (90% CI) .08 (.00;.14)

Model results B SE pB β B SE pB β
Autoregressive pathways

  EE T1 - > EE T2 .82 .06 .00 .74
  EE T2 - > EE T3 .82 .06 .00 .78
  SE T1 - > SE T2 .71 .06 .00 .74
  SE T1 - > SE T3 .71 .06 .00 .68

Cross-lagged pathways
  EE T1 - > SE T2 .02 .02 .30 .06
  EE T2 - > SE T3 .02 .02 .30 .07
  SE T1- > EE T2 −.28 .13 .04 −.10
  SE T2 - > EE T3 −.28 .13 .04 −.09

Correlations
  EE - SE T1 −.09 .03 .03 −.31
  EE - SE, T2 −.03 .01 .04 −.18
  EE – SE, T3 −.05 .02 .02 −.35
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emotional exhaustion reveals that 29% of the variance in emo-
tional exhaustion is explained by fluctuations within a person. 
For classroom externalising problem behaviours, 66% of the 
variance were due to the fluctuations within individual class-
rooms (ICC = .34). For self-efficacy, 34% of the variance was 
due to individual fluctuations (ICC = .66). Given that for each of 
the constructs in this study, a substantial part of the variance was 
influenced by fluctuations of individual teachers, we conducted 
RI-CLPM, to distinguish the stable differences between teach-
ers from the fluctuations within individual teachers over time.

The RI-CLPM for classroom externalising problem 
behaviours and emotional exhaustion revealed an adequate 
fit (Table 2). Results showed no significant correlation at the 
between-person level between classroom externalising prob-
lem behaviours and emotional exhaustion (β = .24, p = .89), 
thus teacher’s levels of classroom externalising problem 
behaviours coincided with their level of emotional exhaus-
tion during the school year. Furthermore, a significant within-
person stability path for emotional exhaustion indicates that 
the deviation of a teacher’s score on emotional exhaustion 
-based on their general trait- can be predicted by the deviation 
at an earlier time point. Results further showed no significant 
cross-sectional associations at T1 between the two constructs, 
nor a significant correlated change at T3. However, we deter-
mined a significant correlated change at T2, which indicated 
that the within-person change in externalising classroom 
problem behaviours were significantly associated with the 
within-person change in emotional exhaustion. This indicated 
that the level of classroom externalising problem behaviours 
simultaneously changed with the level of emotional exhaus-
tion. This change, however, cannot be attributed to a change 
in both constructs that occurred three months earlier, but 
more likely by a time-variant non-modelled third factor. No 
significant cross-lagged associations were identified. This 
indicates that a within-person increase in classroom exter-
nalising problem behaviours did not predict an individual 
teacher’s increase in emotional exhaustion at a later timepoint 
(and vice versa). With regard to the within-person fluctua-
tions, results are presented in Table 2. The third hypothesis 
was not confirmed by this study.

The RI-CLPM for self-efficacy and emotional exhaustion 
could not be estimated, indicated by an error message for a 
non-positive definite latent variable covariance matrix. This 
was likely caused by too little variance in self-efficacy (see 
supplementary materials on Open Science Framework for 
the output of this analysis).

Discussion

Burnout symptoms are a substantial problem among 
teachers, as these symptoms contribute to relatively high 
absence rates among teachers and leaving of the profession 

(Hooftman et  al., 2019). In this study we investigated 
how classroom externalising problem behaviours, as a 
job demand, and teacher’s sense of self-efficacy, as a job 
resource, impact the presence and development of emotional 
problems. In our study, we focused on the time span of one 
school-year, as most teachers teach a specific classroom 
composition within this period. This may give insight in the 
impact that a specific class may have on a teachers’ occupa-
tional wellbeing, and the dynamic that takes place over the 
course of a school year. We aimed to identify to what extent 
these job demand and job resource make teachers more 
likely to cope with high levels of emotional problems, by 
conducting cross-lagged panel models. To shed more light 
on the developmental processes that take place within indi-
vidual teachers, we also conducted random intercept cross-
lagged panel models. Below, we discuss our main findings 
and attempt to interpret these in light of the Job Demand-
Resources Model.

Relations between classroom externalising problem 
behaviours, self‑efficacy, and emotional exhaustion

We found, however, that during one school year, there 
appeared to be clear stability of all variables under investi-
gation. Teachers (or classes) who scored high on these vari-
ables at one time point, were also those with highest scores 
later in the school year. This is consistent with several pre-
vious studies that indicated stable pathways of classrooms’ 
externalising problem behaviours during three school years 
(Doumen et al., 2008), and stable pathways for teachers’ 
self-efficacy during a school year (Praetorius et al., 2017).

Stability of emotional exhaustion

Also in our within-person model, we determined a stable 
and significant within-person trait for teacher’s individual 
level of emotional exhaustion. This indicated that, during a 
school year, a teacher’s individual development of emotional 
exhaustion is not very prone to change, and the development 
of burnout symptoms takes place over a much longer times-
pan than a single school year. This finding is in line with 
various previous studies. Hultell et al. (2013) showed that in 
their study on the development of burnout, more than half of 
the teachers in their sample showed stable emotional exhaus-
tion rates during three school years, as teachers with low 
levels of burnout symptoms remained low, medium levels 
remained medium and high levels remained high. Kinnunen 
and Salo (1994) showed a decrease in teachers’ wellbeing 
and quality of relationships with students only over a period 
of eight years. Age and working experience are important 
predictors for the development of burnout symptoms (Hul-
tell et al., 2013; Schwarzer & Hallum, 2008) and future 
research could investigate the impact of these factors on the 
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development of burnout among individual teachers. These 
results mentioned are also in line with the definition of burn-
out as a chronic rather than a transient condition (Maslach 
et al., 2001).

Job demand: classroom externalising problem 
behaviours and emotional exhaustion

We examined the role of classroom externalising problem 
behaviours as a day-to-day job demand. In both the between- 
and within-person models, we did not find evidence for such 
transactional relations among the teachers in our sample. 
Being assigned to a classroom with high levels of externalis-
ing problem behaviours therefore does not necessarily seem 
to be a risk factor for teachers in the development of emo-
tional exhaustion, that may have great impact over the course 
of a school year. This result is not in line with the previous 
studies that have suggested developmental links between 
classroom levels of externalising problem behaviours and 
teachers’ emotional exhaustion and the other way around 
(Aloe et al., 2014; Skaalvik & Skaalvik, 2010; Kokkinos 
et al., 2005). It is important to note that many of these pre-
vious studies relied on correlational or regression analysis, 
and did not distinguish the variance between teachers from 
the variance within teachers, which makes it hard to com-
pare their findings to ours. Also, some of these studies have 
included moderators, such as grade level, teacher age, coun-
try, gender of the teacher (Aloe et al., 2014), relation with 
parents, job satisfaction, time pressure, autonomy or super-
visory support (Skaalvik & Skaalvik, 2010), which, due to 
power issues, we did not account for in our study. Neverthe-
less, both when comparing teachers, or when examining the 
development of individual teachers, we did not find a clear 
relationship suggesting that a job demand such as classroom 
externalising problem behaviours play an important role in 
the development of teachers occupational wellbeing, or at 
least, not over the course of a school year. It is important 
to note that previous studies acknowledge that teachers do 
report this kind of behaviour as a source of stress (Aloe 
et al., 2014; Skaalvik & Skaalvik, 2007; Skaalvik & Skaal-
vik, 2018). However potential other factors, such as class 
preparation, teaching itself, or non-teaching-related, such 
as paperwork and meetings may play a more important role 
within teachers’ perception of stress (Van Droogenbroeck 
et al., 2014), but maybe also within their perception of the 
impact of externalising behaviour on class. When asking 
Dutch teachers about their sources of stress, administrative 
workload is mentioned by 75% of the teachers in primary 
education, followed by their responsibility for the perfor-
mance of their students (Wartenbergh et al., 2020). When 
studying the underlying psychological processes that play a 
role in the relation between classroom externalising problem 

behaviours and teachers’ emotional exhaustion, such factors 
may need to be taken into account as well.

Job resource: self‑efficacy and emotional 
exhaustion

With respect to the question what characterizes teachers 
those who are likely to develop burnout symptoms com-
pared to others, we found that teachers who experience lower 
levels of self-efficacy were more likely to develop emotional 
exhaustion later on in the school year, relative to their col-
leagues in the sample. Other studies also found longitudinal 
relations between teachers’ sense of self-efficacy and their 
level of emotional exhaustion (Fernet et al., 2012; Egyed 
& Short, 2006; Hultell et al., 2013; Schwarzer & Hallum, 
2008). These studies also suggest that this relation may be 
stronger for teachers with less experience. Due to limited 
power, we were not able to include teacher experience as a 
moderating factor. It is possible that the most experienced 
teachers also experience less stress in teaching. If studies 
do not distinguish the variance between teachers from the 
variance within teachers, as was the case for many previous 
and our model for self-efficacy and emotional exhaustion, 
they may overestimate potential causal effects. Regardless, 
our findings indicate the importance of improving teach-
ers’ feelings of competence. It is important to note that feel-
ings of incompetence may be considered in the light of the 
interactions that teachers engage with individual students, 
as feelings have been shown to vary for different students 
(Zee et al., 2016).

Prevention of emotional exhaustion

From a perspective of prevention, it is important to note 
that these results suggest that the impact of job demands 
and resources on emotional exhaustion may be limited. It 
appears that if emotional exhaustion is present, it can to 
some extent be considered chronic and maybe difficult to 
reduce. It is likely that more stable teacher characteristics, 
such as their personality traits, also play a role in the devel-
opment and persistence of burnout symptoms. However, it 
would not be plausible that the personality of the teacher 
is completely responsible for the perception of emotional 
exhaustion (Maas et al., 2021). Other, more chronic aspects 
of daily work demands and the day-to-day classroom fac-
tors that teachers encounter may impact how they experi-
ence emotional exhaustion. Factors such as time pressure 
and social support from the school principal may also play 
a role (Maas et al., 2021). Given the potential negative con-
sequences of burnout symptoms on teachers’ professional 
functioning (Skaalvik & Skaalvik, 2011), the chronicity 
of symptoms is worrisome, as this may indicate that inter-
ventions are needed if symptoms are present. On the other 
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hand, and encouragingly, if teachers experience low levels of 
emotional exhaustion, we found no evidence that the day-to-
day fluctuations within the variables of interest can instigate 
clear changes in their occupational wellbeing.

Limitations

This study had several limitations. First, as we were not able 
to estimate all desired models, this study should be repli-
cated in bigger samples. If studies do not distinguish the 
variance between teachers from the variance within teachers, 
as was the case for many previous studies, they may overesti-
mate potential causal effects. However, in our study, only the 
RI-CLPM with regard to classroom externalising problem 
behaviours and emotional exhaustion fit the data. Neverthe-
less, as far as we know this is one of the first attempts of esti-
mate these longitudinal models including these constructs. 
This study provides some first new insights and leads into 
which teachers are more vulnerable and the development 
of emotional exhaustion in individual teachers during one 
school year. This information is important when it comes to 
preventing burnout symptoms among teachers.

Second, from a methodological point of view, the fact that 
we did not find many cross-lagged associations could be a 
sign of a wrongly chosen time-lag. However, Praetorius et al. 
(2017) state that optimal time lags for self-efficacy in rela-
tion to teaching quality would be about three to four months, 
based on calculation methods of Dormann and Griffin (2015). 
It can be said from the JR-D model that the complex dynamic 
of interacting job demands and resources may take place over 
weeks, or even days, so time lags should be very short (Bak-
ker & Demerouti, 2007). However, research on optimal time 
lags is inconclusive (Scholz, 2019). For our study, intra-class 
correlations indicated the presence of a reasonable amount 
of within-variance. In our models these were rather stable 
across the three measurements. This might have complicated 
the possibility of finding changes at the within-person level. 
Besides this, the measures we used may have influenced the 
cross-lagged associations. For example, when asking “I feel 
emotionally drained from my work” (UBOS), this may be 
interpreted as referring to a general trait, rather than a state. 
One may consider using other measures that leave more room 
for fluctuations. Nevertheless, this is one of the first attempts, 
as far as we know, to provide some insight into the interplay 
between job demands and job resources from a between-
person and within-person perspective.

Third, another limitation can be mentioned with regard to 
the instruments used. With regard to classroom externalising 
problem behaviours, it is important to note that we have asked 
for teachers’ perceptions. The objectivity of such findings 
may be impacted by the amount of emotional exhaustions 
that teachers experience (Bibou-Nakou et al., 1999; Kokki-
nos et al., 2005). Also, we have used only teacher reports to 

assess all variables of interest, which may lead to potentially 
biased perception of these constructs. In future research the 
use of different methods, such as classroom observations of 
student behaviours and teachers’ efficacy, and other inform-
ants, such as students of observers, should be considered.

The fourth limitation concerns characteristics of the 
sample. The data from this study were part of an RCT 
on the effects of a teacher-focused coaching intervention 
Key2Teach. This intervention aims to improve a conflictual 
relationship between a teacher and a student with external-
izing problem behaviour. The outcomes of the current study 
seemed not significantly impacted by the intervention. Pre-
vious research did not show intervention effects on teach-
ers’ emotional exhaustion during the course of a school year 
(Hoogendijk et al., 2018). This lack of intervention effects 
may have been caused by the fact that Key2Teach primarily 
focuses on aspects of teacher-student relationship quality, 
and impact of Key2Teach on teachers’ occupational well-
being can be seen as secondary outcomes that may become 
apparent after a longer period of time. However, they may 
also be the result of sample selection. None of the teachers in 
our sample had such high levels of emotional exhaustion that 
burnout could be spoken of, and this makes improvements 
due to Key2Teach difficult to determine. Future research 
among teachers with higher levels of emotional exhaustion 
may provide more insight into the effects of Key2Teach on 
emotional exhaustion. Including more variation may also 
help us to gain more insight into the underlying dynamics 
of the development of teacher burnout problems. Including 
measurements that help us to gain insight into trait varia-
tion, but also state variation of emotional exhaustion, such 
as daily state measures combined with trait reports (Goetz 
et al., 2015) may help us to further explore this topic.

Conclusion and practical implications

In conclusion, this study is important as it sheds some light 
on the impact of different job demands and job resources for 
teachers. Teachers’ levels of self-efficacy, as a job resource, 
may characterize teachers at risk for burnout symptoms. 
Therefore, higher levels of self-efficacy could be considered 
as a protective factor in reducing levels of stress and emo-
tional exhaustion. Interventions may focus on aspects related 
to their feelings of competence with regard to their effective 
teaching. Furthermore, classroom externalising problem 
behaviours, as a possible job demand, did not put teachers 
at risk for emotional exhaustion or influence their individual 
developmental trajectory of emotional exhaustion. Lastly, 
the results show that emotional exhaustion, but also class-
room externalising problem behaviours and self-efficacy 
were relatively stable during the school year. This fact that 
symptoms are stable and chronic, and may have clear con-
sequences with regard to teachers’ professional functioning 
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(Hooftman et al., 2019), suggests that it is important to mon-
itor teachers from early on in their teaching career, to pay 
timely attention to their occupational wellbeing.

As far as we know, only a limited number of studies 
have used longitudinal data, multiple measurements, and 
an advanced methodological approach to investigate the 
underlying dynamics of the sensitivity for and the individ-
ual development of emotional exhaustion. Our results into 
these dynamics highlight just a small fragment of the com-
plex and dynamic interplay between job demands and job 
resources that can result in burnout, according to the JR-D 
model (Demetrouti et al., 2001). Despite the fact that we 
were not able to identify these constructs as clear and signifi-
cant predictors and related to the development of emotional 
exhaustion, this does not mean that these constructs are not 
important for teachers who are at risk for developing burnout 
symptoms. As the studies by Skaalvik and Skaalvik (2016; 
2017) showed, there are various ways in which classroom 
externalising problem behaviours and teachers’ self-efficacy 
may impact teachers’ emotional exhaustion. Maybe a more 
complex dynamic is at stake when it comes to the develop-
ment of emotional exhaustion and this development may 
take place over a longer period of time, impacted by other 
risk factors and protective factors as well.

Many variables impact teachers’ daily practices in the 
classroom and therefore potentially exert influence on teach-
ers’ wellbeing. These are for example the (fluctuations in the) 
relations that teachers have with their students, colleagues, 
and/or students’ parents, but also the teaching and non-teach-
ing workload, such as the need to prepare classes, teaching, 
paperwork and meetings (Van Droogenbroeck et al., 2014). 
This adds to, and potentially impacts, the personal charac-
teristics and emotional states that teachers bring to work 
each day; namely, their motivation to teach, job satisfaction, 
stress, emotional states and other underlying psychological 
processes that also impact their occupational wellbeing, as 
are described in the JD-R model (Bakker & Demerouti, 2007; 
Skaalvik & Skaalvik, 2018). In further research that aims 
to unravel this complex dynamic, it is important to include 
various job resources and job demands, longitudinal data, 
with various data-points resulting from instruments that are 
able to properly capture the daily practice of teaching. This 
may help to get a clearer picture of how aspects of teachers 
daily reality impact the occupational wellbeing of teachers.
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ing the current study are available from the corresponding author on 
reasonable request.

Declarations 

Conflict of interest On behalf of all authors, the corresponding author 
states that there is no conflict of interest.

References

Aloe, A. M., Shisler, S. M., Norris, B. D., Nickerson, A. B., & Rinker, 
T. W. (2014). A multivariate meta-analysis of student misbehavior 
and teacher burnout. Educational Research Review, 12, 30–44. 
https:// doi. org/ 10. 1016/j. edurev. 2014. 05. 003

Bakker, A., & Demerouti, E. (2007). The job demands-resources 
model: State of the art. Journal of Managerial Psychology, 22(3), 
309–328. https:// doi. org/ 10. 1108/ 02683 94071 07331 15

Bandura, A. (1997). Self-efficacy: The exercise of control. NY: W. H. 
Freeman.

Berry, D., & Willoughby, M. (2017). On the practical interpretability 
of cross-lagged panel models: Rethinking a developmental work-
horse. Child Development, 88(4), 1186–1206. https:// doi. org/ 10. 
1111/ cdev. 12660

Bibou-Nakou, I., Stogiannidou, A., & Kiosseoglou, G. (1999). The 
relation between teacher burnout and teachers' attributions and 
practices regarding school behaviour problems. School Psychol-
ogy International, 20(2), 209–217. https:// doi. org/ 10. 1177/ 01430 
34399 02000 2004

Bogaerts, A., Claes, L., Schwartz, S., Becht, A., Verschueren, M., Gan-
dhi, A., & Luyckx, K. (2019). Identity structure and processes 
in adolescence: Examining the directionality of between- and 
within-person associations. Journal of Youth and Adoleschence, 
48, 891–907. https:// doi. org/ 10. 1007/ s10964- 018- 0931-5

Breeman, L. D., Van Lier, P. A., Wubbels, T., Verhulst, F., Van der 
Ende, J., Maras, A., . . . Tick, N. T. (2015b). Developmental links 
between disobedient behavior and social classroom relationships 
in boys with psychiatric disorders in special education. Journal of 
Abnormal Child Psychology, 43(4), 787-799.  https:// doi. org/ 10. 
1007/ s10802- 014- 9935-0

Brouwers, A., & Tomic, W. (2000). A longitudinal study of teacher 
burnout and perceived self-efficacy in classroom management. 
Teaching and Teacher Education, 16(2), 239–253. https:// doi. org/ 
10. 1016/ S0742- 051X(99) 00057-8

Brouwers, A., Evers, W., & Tomic, W. (2001). Self-efficacy in elicit-
ing social support and burnout among secondary-school teachers. 
Journal of Applied Social Psychology, 31(7), 1474–1491. https:// 
doi. org/ 10. 1111/j. 1559- 1816. 2001. tb026 83.x

Bru, E., Stephens, P., & Torsheim, T. (2002). Students' perceptions of 
class management and reports of their own misbehavior. Journal 
of School Psychology, 40(4), 287–307. https:// doi. org/ 10. 1016/ 
S0022- 4405(02) 00104-8

Demetrouti, E., Bakker, A., Nachreiner, F., & Schaufeli, W. (2001). 
The job demands-resources model of burnout. Journal of Applied 
Psychology, 86(3), 499–512. https:// doi. org/ 10. 1037/ 0021- 9010. 
86.3. 499

Dormann, C., & Griffin, M. (2015). Optimal time lags in panel studies. 
Psychological Methods, 20(4), 489–505. https:// doi. org/ 10. 1037/ 
met00 00041

Doumen, S., Verschueren, K., Buyse, E., Germeijs, V., Luyckx, K., & 
Soenens, B. (2008). Reciprocal relations between teacher-child 
conflict and aggressive behavior in kindergarten: A three-wave 
longitudinal study. Journal of Clinical Child & Adoloscent psy-
chology, 37(3), 588–599. https:// doi. org/ 10. 1080/ 15374 41080 
21480 79

Dunn, K. E., & Rakes, G. C. (2011). Teaching teachers: An inves-
tigation of beliefs in teacher education students. Learning 
Environments Research, 14, 39–58. https:// doi. org/ 10. 1007/ 
s10984- 011- 9083-1

Egyed, C. J., & Short, R. J. (2006). Teacher self-efficacy, burnout, 
experience and decision to refer a disruptive student. School 
Psychology International, 27(4), 462–474. https:// doi. org/ 10. 
1177/ 01430 34306 070432

https://doi.org/10.1016/j.edurev.2014.05.003
https://doi.org/10.1108/02683940710733115
https://doi.org/10.1111/cdev.12660
https://doi.org/10.1111/cdev.12660
https://doi.org/10.1177/0143034399020002004
https://doi.org/10.1177/0143034399020002004
https://doi.org/10.1007/s10964-018-0931-5
https://doi.org/10.1007/s10802-014-9935-0
https://doi.org/10.1007/s10802-014-9935-0
https://doi.org/10.1016/S0742-051X(99)00057-8
https://doi.org/10.1016/S0742-051X(99)00057-8
https://doi.org/10.1111/j.1559-1816.2001.tb02683.x
https://doi.org/10.1111/j.1559-1816.2001.tb02683.x
https://doi.org/10.1016/S0022-4405(02)00104-8
https://doi.org/10.1016/S0022-4405(02)00104-8
https://doi.org/10.1037/0021-9010.86.3.499
https://doi.org/10.1037/0021-9010.86.3.499
https://doi.org/10.1037/met0000041
https://doi.org/10.1037/met0000041
https://doi.org/10.1080/15374410802148079
https://doi.org/10.1080/15374410802148079
https://doi.org/10.1007/s10984-011-9083-1
https://doi.org/10.1007/s10984-011-9083-1
https://doi.org/10.1177/0143034306070432
https://doi.org/10.1177/0143034306070432


23001Current Psychology (2023) 42:22989–23002 

1 3

Evers, W. J., Tomic, W., & Brouwers, A. (2004). Burnout among 
teachers. Students' and teachers' perceptions compared. School 
Psychology International, 25(2), 131–148. https:// doi. org/ 10. 
1177/ 01430 34304 043670

Fernet, C., Guay, F., Senécal, C., & Austin, S. (2012). Predicting 
intraindividual changes in teacher burnout: The role of per-
ceived school environment and motivational factors. Teaching 
and Teacher Education, 28(4), 514–525. https:// doi. org/ 10. 
1016/j. tate. 2011. 11. 013

Goetz, T., Becker, E., Bieg, M., Keller, M., Frenzel, A., & Hall, N. 
(2015). The glass half empty: How emotional exhaustion affects 
the state-trait discrepancy in self-reports of teaching emotions. 
PLoS One, 10(9), 1–14. https:// doi. org/ 10. 1371/ journ al. pone. 
01374 41

Goodman, R. (2001). Psychometric properties of the strengths and 
difficulties questionnaire. Journal American Academy of Child 
and Adolescent Psychiatry, 40(11), 1337–1345. https:// doi. org/ 
10. 1097/ 00004 583- 20011 1000- 00015

Gu, Q., & Day, C. (2007). Teachers resilience: A necessary condi-
tion for effectiveness. Teaching and Teacher Education, 23(8), 
1302–1316. https:// doi. org/ 10. 1016/j. tate. 2006. 06. 006

Hakanen, J. J., Bakker, A. B., & Schaufeli, W. B. (2006). Burnout 
and work engagement among teachers. Journal of School Psy-
chology, 43(6), 495–513. https:// doi. org/ 10. 1016/j. jsp. 2005. 11. 
001

Hamaker, E. L., Kuiper, R. M., & Grasman, R. P. (2015). A critique 
of the cross-lagged panel model. Psychological Methods, 20(1), 
102–116. https:// doi. org/ 10. 1037/ a0038 889

Hamaker, E., Nesselroade, J., & Molenaar, P. (2007). The integrated 
trait-state model. Journal of Research in Personality, 41(2), 
295–315. https:// doi. org/ 10. 1016/j. jrp. 2006. 04. 003

Harrison, J., Vannest, K., Davis, J., & Reynolds, C. (2012). Common 
problem behaviors of children and adolescents in general educa-
tion classrooms in the United States. Journal of Emotional and 
Behavioral Disorders, 20(1), 55–64. https:// doi. org/ 10. 1177/ 
10634 26611 421157

Hooftman, W., Mars, G., Janssen, B., Vroome, E., Janssen, B., Plei-
jers, A., ..., Bossche, S. (2019). Nationale Enquete Arbeidsom-
standigheden 2018. TNO | CBS.

Hoogendijk, C., Holland, J. G., Tick, N. T., Hofman, W. H., Sev-
eriens, S. E., Vuijk, P., . . . Van Veen, A. F. (2020). Effect of 
Key2Teach on Dutch teachers’ relationships with students with 
externalising problem behaviour: a randomized controlled trial. 
European Journal of Psychology of Education, 35(1), 111–135. 
https:// doi. org/ 10. 1007/ s10212- 019- 00415-x

Hoogendijk, C., Tick, N. T., Hofman, W. H., Holland, J. G., Sev-
eriens, S. E., Vuijk, P., & van Veen, A. F. (2018). Direct and 
indirect effects of Key2Teach on teachers' sense of self-efficacy 
and emotional exhaustion, a randomized controlled trail. Teach-
ing and Teacher Education, 76, 1–13. https:// doi. org/ 10. 1016/j. 
tate. 2018. 07. 014

Hu, L., & Bentler, P. (1999). Cutoff criteria for fit indexes in covari-
ance structure analysis: Conventional criteria versus new alter-
natives. Structural Equation Modeling: A Multidisciplinary 
Journal, 6(1), 1–55. https:// doi. org/ 10. 1080/ 10705 51990 95401 
18

Hultell, D., Melin, B., & Gustavsson, J. P. (2013). Getting personal 
with teacher burnout: A longitudinal study on the development 
of burnout using a person-based approuch. Teaching and Teacher 
Education, 32, 75–86. https:// doi. org/ 10. 1016/j. tate. 2013. 01. 007

Kaakinen, M. (2017). The conceptualisation of pupils' problems by 
Finnish and Norwegian primary school teachers: Performance, 
welfare and behaviour. Teachers and Teaching, 23(6), 704–716. 
https:// doi. org/ 10. 1080/ 13540 602. 2016. 12111 03

Keijsers, L. (2016). Parental monitoring and adolescent problem 
behaviors: How much do we really know? International Journal 

of Behavioral Development, 40(3), 271–281. https:// doi. org/ 10. 
1177/ 01650 25415 592515

Kinnunen, U., & Salo, K. (1994). Teacher stress: An eight-year follow-
up study on teachers' work, stress, and health. Anxiety, Stress & 
Coping, 7(4), 319–337. https:// doi. org/ 10. 1080/ 10615 80940 82493 
55

Kline, R. B. (2016). Principles and practice of structural equation 
modeling. The Guilford Press.

Kokkinos, C. M., Panayiotou, G., & Davazoglou, A. M. (2005). Cor-
relates of teacher appraisals of student behaviors. Psychology 
in the Schools, 42(1), 79–89. https:// doi. org/ 10. 1002/ pits. 20031

Lier, P. A., Vitaro, F., Barker, E. D., Brendgen, M., Tremblay, R. 
E., & Boivin, M. (2012). Peer victimization, poor academic 
achievement, and the link between childhood externalizing and 
internalizing problems. Child Development, 83(5), 1775–1788. 
https:// doi. org/ 10. 1111/j. 1467- 8624. 2012. 01802.x

Maas, J., Schoch, S., Schulz, U., Rackow, P., Schüler, J., Wegner, M., 
& Keller, R. (2021). Teachers' perceived time pressure, emo-
tional exhaustion and the role of social support form the school 
principal. Social Psychology of Education. https:// doi. org/ 10. 
1007/ s11218- 020- 09605-8

Maslach, C., & Jackson, S. E. (1981). The measurement of expe-
rienced burnout. Journal of Occupational Behaviour, 2(2), 
99–113. https:// doi. org/ 10. 1002/ job. 40300 20205

Maslach, C., Schaufeli, W., & Leiter, M. (2001). Job Burnout. 
Annual Review of Psychology, 52, 397–422. https:// doi. org/ 10. 
1146/ annur ev. psych. 52.1. 397

Muthén, L. K., & Muthén, B. O. (1998–2017). Mplus user's guide. 
(seventh edition). Munthén & Muthén.

Poel, F., Baumgartner, S., Hartmann, T., & Tanis, M. (2016). The 
curious case of cyberchondria: A longitudinal study on the 
reciprocal relationship between health anxiety and online health 
information seeking. Journal of Anxiety Disorders, 43, 32–40. 
https:// doi. org/ 10. 1016/j. janxd is. 2016. 07. 009

Praetorius, A., Lauermann, F., Klassen, R., Dickhäuser, O., Janke, 
S., & Dresel, M. (2017). Longitudinal relations between teach-
ing-related motivations and student-reported teaching quality. 
Teaching and Teacher Education, 65, 241–254. https:// doi. org/ 
10. 1016/j. tate. 2017. 03. 023

Schaufeli, W., & Van Dierendonck, D. (2000). Handleiding van de 
Utrechtste Burnout schaal (UBOS). [Manual of the Dutch Burn-
out Scale (UBOS)]. Swets & Zeitlinger.

Scholz, U. (2019). It's time to think about time in health psychology. 
Applied Psychology: Health and well-Being, 11(2), 173–186. 
https:// doi. org/ 10. 1111/ aphw. 12156

Schwarzer, R., & Hallum, S. (2008). Perceived teacher self-efficacy 
as a predictor of job stress and burnout: Mediation analyses. 
Applied Psychology, 57(1), 152–171. https:// doi. org/ 10. 1111/j. 
1464- 0597. 2008. 00359.x

Skaalvik, E. M., & Skaalvik, S. (2010). Teacher self-efficacy and 
teacher burnout: A study of relations. Teaching and Teacher 
Education, 26(4), 1059–1069. https:// doi. org/ 10. 1016/j. tate. 
2009. 11. 001

Skaalvik, E., & Skaalvik, S. (2007). Dimensions of teacher self-
efficacy and relations with strain factors, perceived collective 
teacher efficacy, and teacher burnout. Journal of Educational 
Psychology, 99(3), 611–625. https:// doi. org/ 10. 1037/ 0022- 
0663. 99.3. 611

Skaalvik, E., & Skaalvik, S. (2011). Teacher job satisfaction and moti-
vation to leave the teaching profession: Relations with school con-
text, feeling of belonging, and emotional exhaustion. Teaching and 
Teacher Education, 27(6), 1029–1038. https:// doi. org/ 10. 1016/j. 
tate. 2011. 04. 001

Skaalvik, E., & Skaalvik, S. (2018). Job demands and job resources 
as predictors of teacher motivation and well-being. Social 

https://doi.org/10.1177/0143034304043670
https://doi.org/10.1177/0143034304043670
https://doi.org/10.1016/j.tate.2011.11.013
https://doi.org/10.1016/j.tate.2011.11.013
https://doi.org/10.1371/journal.pone.0137441
https://doi.org/10.1371/journal.pone.0137441
https://doi.org/10.1097/00004583-200111000-00015
https://doi.org/10.1097/00004583-200111000-00015
https://doi.org/10.1016/j.tate.2006.06.006
https://doi.org/10.1016/j.jsp.2005.11.001
https://doi.org/10.1016/j.jsp.2005.11.001
https://doi.org/10.1037/a0038889
https://doi.org/10.1016/j.jrp.2006.04.003
https://doi.org/10.1177/1063426611421157
https://doi.org/10.1177/1063426611421157
https://doi.org/10.1007/s10212-019-00415-x
https://doi.org/10.1016/j.tate.2018.07.014
https://doi.org/10.1016/j.tate.2018.07.014
https://doi.org/10.1080/10705519909540118
https://doi.org/10.1080/10705519909540118
https://doi.org/10.1016/j.tate.2013.01.007
https://doi.org/10.1080/13540602.2016.1211103
https://doi.org/10.1177/0165025415592515
https://doi.org/10.1177/0165025415592515
https://doi.org/10.1080/10615809408249355
https://doi.org/10.1080/10615809408249355
https://doi.org/10.1002/pits.20031
https://doi.org/10.1111/j.1467-8624.2012.01802.x
https://doi.org/10.1007/s11218-020-09605-8
https://doi.org/10.1007/s11218-020-09605-8
https://doi.org/10.1002/job.4030020205
https://doi.org/10.1146/annurev.psych.52.1.397
https://doi.org/10.1146/annurev.psych.52.1.397
https://doi.org/10.1016/j.janxdis.2016.07.009
https://doi.org/10.1016/j.tate.2017.03.023
https://doi.org/10.1016/j.tate.2017.03.023
https://doi.org/10.1111/aphw.12156
https://doi.org/10.1111/j.1464-0597.2008.00359.x
https://doi.org/10.1111/j.1464-0597.2008.00359.x
https://doi.org/10.1016/j.tate.2009.11.001
https://doi.org/10.1016/j.tate.2009.11.001
https://doi.org/10.1037/0022-0663.99.3.611
https://doi.org/10.1037/0022-0663.99.3.611
https://doi.org/10.1016/j.tate.2011.04.001
https://doi.org/10.1016/j.tate.2011.04.001


23002 Current Psychology (2023) 42:22989–23002

1 3

Psychology of Education, 21, 1251–1275. https:// doi. org/ 10. 1007/ 
s11218- 018- 9464-8

Taris, T. W., Van Horn, J. E., & Schaufeli, W. B. (2004). Inequity, burn-
out and psychological withdrawal among teachers: A dynamic 
exchange model. Anxiety, Stress, and Coping, 17(1), 103–122. 
https:// doi. org/ 10. 1080/ 10615 80031 00015 1620

Tschannen-Moran, M., & Woolfolk Hoy, A. (2001). Teaching effi-
cacy: Capturing an elusive construct. Teaching and Teacher Edu-
cation, 17(7), 783–805. https:// doi. org/ 10. 1016/ S0742- 051X(01) 
00036-1

Tsouloupas, C. N., Carson, R. L., Matthews, R., Grawitch, M. J., & 
Barber, L. K. (2010). Exploring the association between teach-
ers' perceived student misbehaviour and emotional exhaustion: 
The improtance of teacher efficacy beliefs and emotion regulation. 
Educational Psychology: an International Journal of Experimen-
tal Educational Psychology, 30(2), 173–189. https:// doi. org/ 10. 
1080/ 01443 41090 34944 60

Van Droogenbroeck, F., Spruyt, B., & Vanroelen, C. (2014). Burnout 
among senior teachers: Investigating the role of workload and 
interpersonal relationships at work. Teaching and Teacher Educa-
tion, 43, 99–109. https:// doi. org/ 10. 1016/j. tate. 2014. 07. 005

Van Widenfelt, B. M., Goedhart, A. W., Treffers, P. D., & Goodman, 
R. (2003). Dutch version of the strengths and difficulties ques-
tionnaire (SDQ). European Child and Adolescent Psychiatry, 12, 
281–289. https:// doi. org/ 10. 1007/ s00787- 003- 0341-3

Wartenbergh, F., Bendig, J., Sapulete, S., WIlde, P., Vrielink, S., Ouwe-
hand, K., & Boom, E. (2020). Teaching and learning international 
survey (TALIS) 2018. Nationaal rapport basisonderwijs. Ecorys. 
Retrieved from https:// talis 2018. nl/ resul taten- talis- 2018

Zee, M., & Koomen, H. M. (2016). Teacher self-efficacy and its effects 
on classroom processes, student academic adjustment, and teacher 
well-being: A synthesis of 40 years of research. Review of Educa-
tional Research, 86(4), 981–1015. https:// doi. org/ 10. 3102/ 00346 
54315 626801

Zee, M., Koomen, H. M., Jellesma, F., Geerlings, J., & de Jong, P. F. 
(2016). Inter- and intra-individual differences in teachers' self-
efficacy: A multilevel factor exploration. Journal of School Psy-
chology, 55, 39–56. https:// doi. org/ 10. 1016/j. jsp. 2015. 12. 003

Publisher’s note Springer Nature remains neutral with regard to 
jurisdictional claims in published maps and institutional affiliations.

https://doi.org/10.1007/s11218-018-9464-8
https://doi.org/10.1007/s11218-018-9464-8
https://doi.org/10.1080/1061580031000151620
https://doi.org/10.1016/S0742-051X(01)00036-1
https://doi.org/10.1016/S0742-051X(01)00036-1
https://doi.org/10.1080/01443410903494460
https://doi.org/10.1080/01443410903494460
https://doi.org/10.1016/j.tate.2014.07.005
https://doi.org/10.1007/s00787-003-0341-3
https://talis2018.nl/resultaten-talis-2018
https://doi.org/10.3102/0034654315626801
https://doi.org/10.3102/0034654315626801
https://doi.org/10.1016/j.jsp.2015.12.003

	The impact of teachers’ self-efficacy and classroom externalising problem behaviours on emotional exhaustion: Between- and within-person associations
	Abstract
	Introduction
	Theoretical background of burnout
	Job demands: classroom externalising problem behaviours
	Job resource: teacher’s self-efficacy
	Examining both between- and within-person associations
	Research questions

	Method
	Design
	Participants
	Measures
	Classroom externalising problem behaviours of students
	Teacher’s sense of self-efficacy
	Teacher’s emotional exhaustion

	Data-analysis

	Results
	Hypothesis 1: Constructs of interest were associated during the school year
	Hypothesis 2: Teachers at risk
	Hypothesis 3: Externalising problem behaviours and self-efficacy impact the individual development of emotional exhaustion

	Discussion
	Relations between classroom externalising problem behaviours, self-efficacy, and emotional exhaustion
	Stability of emotional exhaustion
	Job demand: classroom externalising problem behaviours and emotional exhaustion
	Job resource: self-efficacy and emotional exhaustion
	Prevention of emotional exhaustion
	Limitations
	Conclusion and practical implications

	References


