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ABSTRACT The aim of this study was to explore students’ and teachers’
perceptions of teacher burnout in relation to the occurrence of disrup-
tive student classroom behaviour and the teachers’ competence to cope
with this kind of behaviour. First, the study shows that the Maslach
Burnout Inventory, the Coping with Disruptive Behaviour Scale and
the Perceived Disruptive Behaviour Scale could be adapted to students
to report perceived burnout symptoms among their teachers, the 
occurrence of perceived disruptive student behaviour and the students’
perception of their teachers’ competence to cope with disruptive 
student behaviour. Second, students’ perceptions do not differ accord-
ing to their age. Third, we found that there was a significant difference
between the perceptions of male and female students in respect of 
emotional exhaustion and depersonalization, but not in respect of per-
sonal accomplishment. Fourth, according to the students’ perceptions,
a considerable percentage of variance in each of the three burnout
dimensions was explained by teachers’ competence to cope with stu-
dent disruptive behaviour and perceived disruptive student behaviour.
Finally, with respect to the teachers’ self-reports, it appeared that
teachers’ and students’ reports differed significantly with respect to
depersonalization, personal accomplishment and the competence to
cope with disruptive student behaviour. The hierarchical regression
analyses of the teachers’ data showed that the competence to cope with
disruptive student behaviour significantly contributed to depersonal-
ization and personal accomplishment, whereas the teachers’ age was
significantly related with personal accomplishment. 

Although the students’ perceptions and the teachers’ self-reports on
the teachers’ well-being differed on some dimensions, the students’
information may contribute valid information on some aspects of
teachers’ mental health and classroom processes. 
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Introduction
Research reveals that burned out human service professionals, includ-
ing teachers have had and perhaps are still having a hard time.
Although the fit between them and their job has been disrupted 
(Galloway et al., 1986; Smith and Bourke, 1992), they continue their
work, and by doing so, may well harm their own health and the well-
being of their clients.

Students need mentally and physically fit adults who can guide them
as they find their way in our world. Burned out teachers suffer from
irritability (Huberman, 1993), and they are found to be responsible for
student apathy (Jenkins and Calhoun, 1991). Teachers are known to
continue working in spite of burnout symptoms (Dworkin, 1985; Hock,
1988) or reduced classroom management skills (Blase, 1984; Smith and
Bourke, 1992).

As burned out teachers negatively affect themselves, their students,
and the educational system (Hughes, 2001), it is necessary to develop
and promote the use of instruments to accurately measure teacher
burnout. As a complement to teachers’ reports on their own health,
their students could give valid information about them, thus helping 
to discover burnout among teachers at an earlier stage and making
timely preventive or restorative intervention strategies possible.
Teachers play such a valuable role in helping our children grow up that
any opportunity to promote their physical and mental health should be
seized.

Teacher burnout
According to the well-known definition of burnout (Maslach, 1976;
Maslach and Jackson, 1981), burned out people suffer from emotional
exhaustion, depersonalization and a reduced sense of personal 
accomplishment. Emotional exhaustion refers to feelings of being emo-
tionally overextended and having depleted one’s emotional resources.
Depersonalization refers to a negative, callous and detached attitude
towards the people one works with, i.e. patients, clients or students.
Reduced personal accomplishment refers to someone’s negative self-
evaluation in relation to their job performance (Schaufeli et al., 1993).

Many studies on burnout stress a behavioural aspect of the syn-
drome while many others stress a mental aspect. Oranje (2001) divides
studies on burnout into three categories. First, burnout is considered to
be a coping problem (the interaction model), i.e. burnout stems from
the negative outcome of an individual’s judgment of their own abilities
in relation to real or imagined stressors in their environment (Byrne,
1991; Cherniss, 1980; Eskridge and Coker, 1985).

Second, some studies view burnout as a state of both physical and
mental exhaustion that strikes the individuals involved for a long time
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in situations that exact a heavy emotional toll (Kremer-Hayon and
Kurtz, 1985). This view is categorized as the response or physiological
model.

Third, some studies take the view that it is the environment that pro-
duces stressors responsible for the onset of burnout. Examples of such
environmental stressors are the social relationships of the teachers
with students, colleagues and principals (Brouwers and Tomic, 1999;
Feitler and Tokar, 1980), and the organizational working circum-
stances (Brenner et al., 1985; Burke and Richardsen, 1996; Van
Dierendonck et al., 1998).

Human service workers appear to run a great risk of falling victim to
the burnout syndrome (Freudenberger, 1975). Teachers, in particular,
experience many stressful events in their careers (Burke et al., 1996).
Although Selye (1976) divided stress into eustress (stress positively
influencing behaviour) and distress (stress negatively influencing
behaviour), work stress is usually associated with the negative aspects
of someone’s professional career.

It is, however, a serious problem that so far, teacher burnout studies
have lacked a firm theoretical basis and that proof of causal relation-
ships between environmental stressors and individual health conse-
quences is almost entirely lacking. Guglielmi and Tatrow (1998) posit
that burnout research lacks a theoretical framework that unifies 
and guides empirical research in this area. To meet one of their most
essential objections, we drew from self-efficacy theory when composing
our questionnaire on teacher competence in order to measure domain 
specific teacher classroom behaviour, because in some studies self-
efficacy theory has appeared to be a promising conceptual framework
for studying teacher burnout (Brouwers and Tomic, 2000; Evers et al.,
2002).

Guglielmi and Tatrow’s (1998) second objection to many burnout
studies concerns how valid data are collected about the phenomenon.
Generally speaking, self-report questionnaires and self-reported infor-
mation to medical doctors and/or psychologists provide the proof that
someone suffers from burnout to a certain degree. Because of the 
many negative consequences accompanying burnout, it is important to
improve the assessment of its incidence. 

The Maslach Burnout Inventory (MBI) is often the only instrument
used as a questionnaire to assess self-reported teacher burnout. How-
ever, such an instrument may be adapted to enable the clients to report
perceived symptoms of burnout among their human service workers. In
the educational domain, Tatar and Yahav (1999) were the first to apply
a shortened version of the MBI in this way; they had students fill out
the items on this instrument to report perceived symptoms of burnout
among their teachers.     
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Tatar and Yahav (1999) used an adapted version of the MBI (14
items), divided into three sections. In their study, they asked secondary
school pupils (N = 297), but not their teachers, to score the items
describing potential characteristics of burned out teachers. Their find-
ings show that pupils’ perceptions of the occurrence of burnout among
their teachers can supply researchers with reliable data. The study
stresses the importance of the pupils’ views in analysing burnout
among teachers, which will ultimately lead to a better understanding
of the role of pupil behaviour in the origin of teacher burnout.

Our study focuses on a relatively unexplored topic, viz. the students
and their teachers filled out the same questionnaires on teacher
burnout related to student disruptive behaviour and the teachers’ com-
petence to cope with this kind of behaviour.

We focused our attention on disruptive behaviour as various studies
have found significant correlations between disruptive student 
behaviour, the teachers’ competence to cope with this behaviour and
burnout among teachers (Blase, 1982; Brouwers and Tomic, 1999,
Byrne, 1991), thereby relating also to one of the theoretical approaches
to burnout, i.e. environmental theory.

In contrast to the respondents in Tatar and Yahav’s study, our 
students all attended vocational training. We also focused on teachers
(grade teachers, i.e. teachers who were mentors and student advisers of
a specific group of students) who worked closely with their students.
The literature supports our assumptions that pupils and students have
sensible views on their classroom environment (Batten, 1988; Hofstein
et al., 1980; Levine and Donitsa-Schmidt, 1996; Raviv et al., 1990), on
school discipline (Haroun and O’Hanlon, 1997; Scarlett, 1988), and
finally on teachers as persons (Jules and Kutnick, 1997; Tatar, 1998).

Our study on teacher burnout also investigated whether there were
age-related and gender-related differences between the students’ 
perceptions of teacher burnout (Haroun and O’Hanlon, 1997; Jules and
Kutnick, 1997; Tatar, 1998).

In sum, the present study examines various issues. First, it examines
whether the MBI, the CDBS and the PDBS can be turned into reliable
instruments enabling our student population to report on the psycho-
social well-being of their grade teachers. Second, it examines the 
perceived degree on the three dimensions of burnout based on the 
students’ scores on the adapted MBI-questionnaire. Third, it examines
the degree of disruptive student classroom behaviour as perceived by
the students themselves. Fourth, in line with this, the study aims to
measure the teachers’ perceived competence to cope with disruptive
student classroom behaviour. Fifth, it aims to answer the question
whether the students’ age and gender are significantly related to 
(1) the perceived dimensions of burnout among grade teachers, (2) dis-
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ruptive student classroom behaviour as perceived by the students and
(3) the perceived teachers’ competence to cope with disruptive student
classroom behaviour. Finally, the scores of the students are compared
with the teachers’ scores on the same three questionnaires in order to
provide some measure of the validity of the students’ perceptions.

Methods

Participants

Students. We took a random sample consisting of 25 percent of the
classes, i.e. 17 out of 69 (thereby leading to 411 out of 1782 students
who participated in our study) at a Regional Training Centre (RTC) in
the southern part of the Netherlands. Students in their late teens and
early twenties attend vocational training at an RTC. Our sample was
divided into 159 female students (38.7 percent) and 252 male students
(61.3 percent). Their mean age was 18.3 years (SD = 2.43), ranging
from 16 to 23 years of age. The total number of teachers working with
them was 73 (58 male and 15 female teachers). 

Teachers. We asked all 73 teachers of the same RTC to participate in
our study. The number of respondents was 41 (56.2 percent), nine
female and 32 male teachers. The respondents’ mean age was 49.07
years (SD = 6.21), ranging from 34 to 65. The mean number of years of
experience was 22 (SD = 7.80), and the mean number of years they had
been employed at this school was 16.76 (SD = 6.73). The mean number
of students per class was 24.56 (SD = 2.85), and the mean number of
lessons per week was 25.70 (SD = 8.68). 

Instruments
Our student respondents were asked to fill out three questionnaires
that were all adapted in part from existing instruments in order to
comment on their perceptions of their teachers’ levels of burnout.

Burnout. The Dutch version of the Maslach Burnout Inventory for
teachers (MBI_NL_Ed; Schaufeli and Van Horn, 1995) was used to
measure burnout. The instrument consists of 20 items, and is divided
into three sub-scales: (1) emotional exhaustion (eight items, maximum
score is 48); (2) depersonalization (five items, maximum score is 30)
and (3) personal accomplishment (seven items, maximum score is 42).
The students could indicate their perceptions on a seven-point scale,
from ‘never’ to ‘always’.

Based on their students’ perceptions, teachers will be seen as suffer-
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ing from burnout when the scores on emotional exhaustion and 
depersonalization are high, and when the scores on personal accom-
plishment are low. The wording of the items was adapted so that the
students’ perceptions could be reported. Examples of items indicating
emotional exhaustion are: ‘At the end of the working day my grade
teacher feels empty’ and ‘My grade teacher feels tired when (s)he gets
up in the morning, facing a new working day again’. Examples of
depersonalization items are: ‘My grade teacher has the feeling that
(s)he treats some students in an impersonal way’ and ‘My grade
teacher doesn’t really care what will become of his/her students’. 
Examples of items indicating personal accomplishment are: ‘When my
grade teacher has finished instruction, (s)he looks back on it full of 
satisfaction’ and ‘My grade teacher has the feeling (s)he achieves many
things of great value in this job’.

The three-factor structure of the Dutch version of the Maslach
Burnout Inventory for teachers has been validated in confirmatory 
factor analysis (Schaufeli et al., 1994). Cronbach’s alpha for emotional
exhaustion was 0.86, for personal accomplishment and depersonaliza-
tion 0.72.

Teacher competence. The second questionnaire (Coping with Disrup-
tive Behaviour Scale, CDBS; 12 items, maximum score is 60) consisted
of an adapted version of the Self-efficacy Scale for Classroom Manage-
ment and Discipline from Emmer and Hickman (1991). This instru-
ment, scored by means of a six-point scale, was used to measure the
perceived teachers’ competence to cope with disruptive student class-
room behaviour. Examples of the CDBS are ‘When my grade teacher is
speaking, (s)he is hardly ever interrupted by the students’ and ‘My
grade teacher knows how to restore order when a student disturbs
his/her lesson’. Cronbach’s alpha was 0.94 for questionnaire 2.

Disruptive behaviour. The third questionnaire (Perceived Disruptive
Behaviour Scale, PDBS; five items, maximum score is 25), measuring
the perceived occurrence of disruptive student classroom behaviour,
consisted of an adapted version of the Order and Organization sub-
scale of the Classroom Environment Scale from Moos and Trickett
(1974). The students scored the items on a six-point scale, from 
‘strongly agree’ to ‘strongly disagree’. Examples of the items in PDBS
are ‘Sometimes it is too noisy in my grade teacher’s classroom’ and
‘There are quite a few students disrupting my grade teacher’s lessons’.
Cronbach’s alpha was 0.86 for questionnaire 3.

Both questionnaire 2 and 3 had first been translated into Dutch and
were later adapted to our purposes. So as not to deviate from the 
original intentions of the authors of the questionnaires, we asked an
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independent translator to turn our Dutch translations back into 
English. Our teacher respondents filled out the three burnout ques-
tionnaires in their original form. 

Results

Students’ perceptions
The means, standard deviations and internal consistencies of the three
burnout dimensions of the MBI, the CDBS and the PDBS as perceived
by the students are presented in Table 1. Besides the scores of the total
sample, the separate scores of male and female students, eta squared
and the correlation coefficients between the variables are presented.
The results show that the reliability coefficients of our questionnaires
range from 0.72 to 0.94, which is sufficient according to Nunnally and
Bernstein’s criterion (1994).

According to the students’ perceptions, the teachers’ mean score on
emotional exhaustion was 13.37 (SD = 8.39), on depersonalization 7.42
(SD = 5.19) and on personal accomplishment 21.86 (SD = 7.90). 

Norm numbers
The scores on emotional exhaustion, depersonalization and personal
accomplishment from the sample used to estimate norm numbers of
the MBI for Dutch teachers (MBI_NL_Le, Schaufeli and Van Horn,
1995) were 16.50 (SD = 9.84), 6.00 (SD = 5.21) and 29.87 (SD = 7.46),
respectively. It means that the students perceived their teachers dis-
play fewer symptoms of emotional exhaustion, t(915) = 5.95, p < 0.001,
and more symptoms of depersonalization, t(792) = 4.60, p < 0.001,
moreover, they had significant lower opinions on the teachers’ personal
accomplishment, t(749) = 17.37, p < 0.001, compared to the norm scores
of the MBI_NL_Le.

Student gender
Because the current study involved more than one test, we adjusted the
alpha level downward to consider chance capitalization (Sankoh et al.,
1997; Tabachnik and Fidell, 1996). There was a significant difference
between the perceptions of male and female students in respect of emo-
tional exhaustion and depersonalization among their grade teachers
(Table 1). The mean score of male students’ perceptions of symptoms of
emotional exhaustion was significantly higher than the mean score of
female students: t(409) = 2.82, p < 0.01. Male students significantly 
differed from their female counterparts by reporting a higher mean
score on depersonalization: t(409) = 4.18, p < 0.01. There were no dif-
ferences between male and female students in respect of personal
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accomplishment: t(409) = 1.48, p > 0.05. The magnitude of the differ-
ences in the mean scores were small. Eta’s squared were 0.02, 0.04, and
0.01, respectively.

According to the students’ perceptions (Table 1), the teachers’ mean
score on competence to cope with disruptive student behaviour was
34.44, and on the occurrence of perceived disruptive student behaviour
11.08. No significant difference was found between male and female
students in respect of the perceived teachers’ coping skills: t(409) =
1.92, p > 0.05. Finally, the results also showed that there was no signifi-
cant difference between male and female students’ scores as far as 
perceived disruptive student behaviour was concerned: t(409) = 1.98, 
p > 0.05. The magnitude of the differences in the mean scores were very
small; both eta’s squared are 0.01.

No significant differences were found between the scores of students
of different ages (16–21) in any of the five categories.     

Teachers’ perceptions
The means, standard deviations and internal consistencies of the three
burnout dimensions of the MBI, the CDBS and the PDBS as reported
by the teachers are presented in Table 2. Besides the scores of the total
sample, the separate scores of male and female teachers, eta squared
and the correlations between the variables are presented. The results
show that only Cronbach’s Alpha of the depersonalization subscale 
did not meet Nunnally and Bernstein’s (1994) criterion of 0.70. The
teachers’ mean scores on emotional exhaustion, depersonalization and
personal accomplishment were 12.85 (SD = 6.20), 5.17 (SD = 2.88) and
28.44 (SD = 5.34), respectively. The competence to cope with disruptive
student behaviour was 44.87 (SD = 5.15) and the perceived level of 
disruptive student behaviour was 11.19 (SD = 4.14). Male teachers
scored significantly higher on emotional exhaustion than their female
counterparts, t(18) = 2.42, p < 0.05.

Differences between students and teachers
The teachers’ scores on the MBI, CDBS and PDBS questionnaires
(Table 3), sometimes significantly differed from the students’ per-
ceptions. The results show that there were no differences between
teachers and students concerning the mean scores on emotional
exhaustion, t(55) = 0.49, p > 0.05. On the depersonalization subscale
the students’ mean scores were higher than the teachers’ mean scores,
t(69) = 4.35, p < 0.001. And on the dimension personal accomplishment,
we found that the teachers’ mean scores were higher than the students’
mean scores, t(59) = 7.15, p < 0.001. In comparison with their students,
the teachers’ mean scores were higher on the competence coping 
with disruptive behaviour, t(107) = 10.02, p < 0.001. There were no 
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differences between the mean scores of teachers and students concern-
ing experienced disruptive student behaviour, t(59) = 0.15, p > 0.05.

Regression analyses
The results of a hierarchical regression analysis of the students’ and
teachers’ (in bold) data in order to examine to what extent the variables
‘competence to cope with disruptive student behaviour’ and ‘perceived
student behaviour’ would explain the three dimensions of burnout are
presented in Table 4. In doing so, the variables gender and age were
controlled for statistically. With each burnout dimension as the
dependent variable, these control variables were first added to the
regression equation (step 1), followed by the independent variables, i.e.
the competence to cope with disruptive student behaviour, and per-
ceived disruptive student behaviour (step 2).

The results of the hierarchical regression analyses of the students’
data show that the variable competence to cope with disruptive student
behaviour added in step 2 was a significant predictor of the burnout
dimensions emotional exhaustion (β = –0.75, p < 0.001), depersonaliza-
tion (β = –0.68, p < 0.001) and personal accomplishment (β = 0.62, 
p < 0.001). Perceived disruptive student behaviour was significantly
related to both emotional exhaustion (β = 0.15, p < 0.05) and deperson-
alization (β = 0.16, p < 0.01). The total of the variance explained of the
predicting variables in steps 1 and 2 was 43 percent for emotional
exhaustion, 38 percent for depersonalization and 46 percent for per-
sonal accomplishment.

We also found that emotional exhaustion was significantly related to
student gender, but not to student age. Furthermore, it is an interest-
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Table 3 Difference in perceptions between teachers and students 
concerning the three burnout dimensions, the competence to cope with
disruptive student behaviour and perceived disruptive student 
behaviour

Students Teachers
N = 411 N = 41 

M SD M SD

Emotional exhaustion 13.37 8.39 12.85 6.20        
Depersonalization 7.42* 5.19 5.17 2.88         
Personal accomplishment 21.86 7.90 28.43* 5.33       
Competence to cope with disruptive 

behaviour 34.44 13.38 44.87* 5.15 
Perceived disruptive behaviour 11.08 6.22 11.19 4.14

* p < 0.001
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ing finding that of all the dependent variables depersonalization shows
the most significant relationship with the independent variables. 

The results of the hierarchical regression analyses of the teachers’
data (Table 4) revealed that the independent variable competence to
cope with disruptive student behaviour was significantly related to
depersonalization (β = –0.40, p < 0.05) and to personal accomplishment
(β = 0.41, p < 0.05). We also found that the teachers’ age was a signifi-
cant predictor of the burnout dimension personal accomplishment 
(β = –0.37, p < 0.05). 

Discussion
This study is different from many other studies on burnout, because
the questionnaires used to provide us with information on a specific
group of teachers have been completed by both teachers and their 
students. Moreover, our study is embedded in social cognitive theory,
in particular self-efficacy theory, which claims to elucidate someone’s
domain specific behaviour (Bandura, 1997). In our case, the teachers’
competence to cope with classroom behaviour was measured with the
questionnaire CDBS, which complies with the criteria advised in some
studies (Brouwers and Tomic, 2000; Forsyth and Cary, 1998) in order
to obtain accurate self-efficacy scores.

It was our first aim to examine whether the MBI and the two other
self-report instruments (CDBS and PDBS) could be adapted to stu-
dents to report perceived burnout symptoms among their teachers. The
reliability of the adapted questionnaires was 0.72 and higher, a note-
worthy result. It may be concluded that the questionnaires can be used
in this way by students to report on their teachers’ well-being. 

Second, we also examined the students’ perceptions of the level of
burnout among their grade teachers, the occurrence of perceived dis-
ruptive student behaviour, and the students’ perception of their 
teachers’ competence to cope with this kind of behaviour. In compari-
son with other studies on teacher burnout, our study not only presents
the students’ perceptions of their grade teachers, but it is also distinc-
tive in having a large number of respondents reporting about a specific
group of teachers working in the same social and organizational 
setting. The variables that often influence burnout research findings,
i.e. type of school, number of students taught (Burke and Greenglass,
1989), and grade level taught (Haroun and O’Hanlon, 1997) were
homogeneous in our study, and may have added to the validity of our
results.

The present study was conducted among vocational students in their
late teens and early twenties at a Regional Training Centre, which may
offer an explanation for the students’ and teachers’ reported low level of
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emotional exhaustion in comparison with some other studies that
derived their results from self-report questionnaires (Byrne, 1991;
Evers et al., 2001; Evers  et al., 2002). On the other hand, the students
reported significantly higher levels of depersonalization and lower 
levels of personal accomplishment than their teachers did, which
means that they perceived their teachers to be nearer to burnout than
the teachers themselves did.

Third, we did not find any significant age-related differences in the
students’ scores. In the literature, results sometimes do show differ-
ences between younger (12-year-old) and older (19-year-old) students
in respect of school discipline (Haroun and O’Hanlon, 1997). The older
students in Haroun and O’Hanlon’s study have a more balanced 
judgment on the necessity of school discipline and good student behav-
iour, which is in accordance with the serious and balanced way our
respondents approached the questions raised in this study. However,
the greater age homogeneity of our students in comparison with the
pupils in Haroun and O’Hanlon’s study (1997) may explain the absence
of significant differences between the younger and older respondents.

Fourth, we examined whether the students’ gender played a role in
our results. We found significant differences between the reports of
male and female students in respect of emotional exhaustion and
depersonalization. Male students more frequently reported perceived
symptoms of emotional exhaustion and depersonalization. Interest-
ingly, these results coincide with the results of the teachers’ self-
reports in Burke et al. (1996), indicating that male teachers have
significantly higher scores on these two burnout dimensions. There
was no difference between male and female respondents’ perceptions of
the teachers’ level of personal accomplishment.

According to Jules and Kutnick (1997), female students appear to be
more sensitive to classroom-related problems, which may be due to the
female students’ greater expectations of good interpersonal relation-
ships. Our study, however, showed that female students did not 
report significantly more student disruptive behaviour than their male
counterparts.

Fifth, supplementary to Tatar and Yahav (1999), we incorporated
the variables disruptive student behaviour and the teachers’ compe-
tence to cope with it in this study. These variables are found to be 
related to teacher burnout (Brouwers and Tomic, 1998, 1999; Burke et
al., 1996; Friedman, 1995; Hock, 1988; Lamude et al., 1992). The 
hierarchical regression analyses reveal that the students’ reported 
perceptions on disruptive classroom behaviour are significantly related
to emotional exhaustion and depersonalization, but not to personal
accomplishment. The results also showed that the teachers’ compe-
tence to cope with disruptive student behaviour was significantly 
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related to each dimension of burnout. The teachers’ data showed that
they judge themselves to be sufficiently competent in dealing with 
disruptive student behaviour, which was supported by their high 
level of personal accomplishment. The positive self-perceptions of the
teachers in respect of their competence are in accordance with the find-
ings of a recent study on the dimensions of burnout (Van Dierendonck
et al., 2001), revealing that personal accomplishment, which is signifi-
cantly related to someone’s competence (Brouwers and Tomic, 1998,
1999; Evers et al., 2001), may be a decisive factor in the teachers’
strategies for coping with job stressors. Van Dierendonck et al. (2001)
found that when the level of personal accomplishment had decreased,
emotional exhaustion and depersonalization significantly increased.
Students and teachers diverged in their views on personal accomplish-
ment (students 21.86; teachers 28.44) and the competence to cope 
with disruptive student behaviour (students 34.44; teachers 44.87).
Teachers in our study frequently meet with disruptive student behav-
iour, but because of their perceived competence to cope with it, they
scored relatively high on personal accomplishment, and relatively low
on depersonalization and emotional exhaustion. 

This study is one of the few attempts to have students report on per-
ceived symptoms of burnout among their teachers. It shows that there
is a striking difference in perception between the students and the
teachers with respect to depersonalization, personal accomplishment
and the competence to cope with disruptive student behaviour. 

The teachers’ positive views on their classroom performances was
not supported by the opinions of their students. Perhaps teachers could
use this information to at least consider self-examination about their
relation to the students. 

Finally, like Batten (1988), we embrace the idea that pupils and 
students can help clarify and understand the process of teaching. Edu-
cating young people is not a unilateral, but an interactional process
involving teachers and students. The participants’ views of this
process, their interests and worries should be given equal attention in
study programs and everyday school-life, for education can only thrive
in an environment of mutual respect and interests, in an environment
that is not troubled by conflicts or harassment.

References
Bandura, A. (1997) Self-Efficacy: The Exercise of Control. New York: Freeman.
Batten, M. (1988) ‘Teacher and Pupil Perspectives on the Positive Aspects of

Classroom Experience’, Scottish Educational Review 21: 48–57.
Blase, J. J. (1982) ‘A Social-Psychological Grounded Theory of Teacher Stress

and Burnout’, Educational Administration Quarterly 18(4): 93–113.
Blase, J. J. (1984) ‘School Principals and Teacher Stress: A Qualitative 

Evers et al.: Burnout Among Teachers

145



Analysis’, National Forum of Educational Administration and Supervision
1(2): 35–43.

Brenner, S. O., Sorbom, D. and Wallius, E. (1985) ‘The Stress Chain: A Longi-
tudinal Confirmatory Study of Teacher Stress, Coping and Social Support’,
Journal of Occupational Psychology 58: 1–13.

Brouwers, A. and Tomic, W. (1998) ‘Ordeverstorend gedrag van leerlingen,
waargenomen eigen competentie en burnout onder leraren [Student Dis-
ruptive Behaviour, Perceived Self-Efficacy and Burnout Among Teachers]’,
Nederlands Tijdschrift voor de Psychologie 54: 173–83.

Brouwers, A. and Tomic, W. (1999) ‘Teacher Burnout, Perceived Self-Efficacy
in Classroom Management, and Student Disruptive Behaviour in Second-
ary Education’, Curriculum and Teaching 14(2): 7–26.

Brouwers, A. and Tomic, W. (2000) ‘A Longitudinal Study of Teacher Burnout
and Perceived Self-Efficacy in Classroom Management’, Teaching and
Teacher Education 16(2): 239–54.

Burke, R. J. and Greenglass, E. (1989) ‘The Clients Role in Psychological Burn-
out in Teachers and Administrators’, Psychological Reports 64: 1299–1306.

Burke, R. J., Greenglass, E. R. and Schwarzer, R. (1996) ‘Predicting Teacher
Burnout Over Time: Effects of Work Stress, Social Support, and Self-Doubts
on Burnout and its Consequences’, Anxiety, Stress, and Coping 9(3): 261–75.

Burke, R. J. and Richardsen, A. M. (1996) ‘Stress, Burnout, and Health’, in C.
L. Cooper (ed.) Handbook of Stress, Medicine, and Health, pp. 101–17. Boca
Raton, FL: CRC Press, Inc.

Byrne, B. M. (1991) ‘Burnout: Investigating the Impact of Background Vari-
ables for Elementary, Intermediate, Secondary, and University Educators’,
Teaching & Teacher Education 72: 197–209.

Cherniss, C. (1980) Professional Burnout in Human Service Organizations.
New York: Praeger Publishers.

Dworkin, A. G. (1985) When Teachers Give Up: Teacher Burnout, Teacher
Turnover and Their Impact on Children (78713–7998). Austin, TX: Hogg
Foundation for Mental Health.

Emmer, E. T. and Hickman, J. (1991) ‘Teacher Efficacy in  Classroom Manage-
ment and Discipline’, Educational and Psychological Measurement 51:
755–65.

Eskridge, D. and Coker, D. (1985) ‘Teacher Stress: Symptoms, Causes, and
Management Techniques’, The Clearing House 58: 387–90.

Evers, W., Tomic, W. and Brouwers, A. (2001) ‘Effects of Aggressive Behaviour
and Perceived Self-Efficacy on Burnout Among Staff of Homes for the 
Elderly’, Issues in Mental Health Nursing 22: 439–54.

Evers, W. J. G., Brouwers, A. and Tomic, W. (2002) ‘Burnout and Self-Efficacy:
A Study on Teachers’ Beliefs when Implementing an Innovative Educa-
tional System in the Netherlands’, British Journal of Educational Psychol-
ogy 72(June): 227–45.

Feitler, F. and Tokar, E. (1980) ‘Getting a Handle on Teacher Stress: How Bad
is the Problem?’, Educational Leadership 39: 456–57.

Forsyth, A. D. and Carey, M. P. (1998) ‘Measuring Self-Efficacy in the Context
of HIV Risk Reduction: Research Challenges and Recommendations’,
Health Psychology 17(6): 559–68.

Freudenberger, H. J. (1975) ‘The Staff Burnout Syndrome in Alternative Insti-
tutions’, Psychotherapy: Theory, Research and Practice 12: 72–83.

Friedman, I. A. (1995) ‘Student Behaviour Patterns Contributing to Teacher
Burnout‘, Journal of Educational Research 88(5): 281–89.

School Psychology International (2004), Vol. 25(2)

146



Galloway, D., Pankhurst, F. and Boswell, K. (1986) ‘Sources of Stress for 
Primary School Head Teachers in New Zealand’, British Educational
Research Journal 12(3): 281–88.

Guglielmi, R. S. and Tatrow, K. (1998) ‘Occupational Stress, Burnout, and
Health in Teachers: A Methodological and Theoretical Analysis’, Review of
Educational Research 68(1): 61–99.

Haroun, R. and O’Hanlon, C. (1997) ‘Do Teachers and Students Agree in Their
Perception of What School Discipline Is?’, Educational Review 49(3): 237–
50.

Hock, R. R. (1988) ‘Professional Burnout Among Public School Teachers’, 
Public Personnel Management 17(2): 167–88.

Hofstein, A., Gluzman, R., Ben-Zvi, R. and Samuel, D. (1980) ‘A Comparative
Study of Chemistry Students’ Perceptions of the Learning Environment 
in High Schools and Vocational Schools’, Journal of Research in Science
Teaching 17(6): 547–52.

Huberman, M. (1993) ‘Burnout in Teaching Careers’, European Education
25(3): 47–69.

Hughes, R. E. (2001) ‘Deciding to Leave but Staying: Teacher Burnout, Pre-
cursors and Turnover’, International Journal of Human Resource Manage-
ment 12(2): 288–98.

Jenkins, S. and Calhoun, J. F. (1991) ‘Teacher Stress: Issues and Intervention’,
Psychology in the Schools 28: 60–70.

Jules, V. and Kutnick, P. (1997) ‘Student Perceptions of a Good Teacher: The
Gender Perspective’, British Journal of Educational Psychology 67: 497–511.

Kremer-Hayon, L. and Kurtz, H. (1985) ‘The Relation of Personal and Environ-
mental Variables to Teacher Burnout’, Teaching and Teacher Education
1(3): 243–49.

Lamude, K. G., Scudder, J. and Furno-Lamude, D. (1992) ‘The Relationship of
Student Resistance Strategies in the Classroom to Teacher Burnout and
Teacher Type-A Behaviour’, Journal of Social Behaviour and Personality
7(4): 597–610.

Levine, T., Donitsa-Schmidt, S. and Zellermayer, M. (1996) ‘Student Percep-
tions of Classroom Climate in a Communicative and Computer-Supported
Approach to Writing Instruction’, Research and Development in Education
29(2): 94–103.

Maslach, C. (1976) ‘Burned-Out’, Human Behaviour 5: 16–22.
Maslach, C. and Jackson, S. E. (1981) ‘The Measurement of Experienced Burn-

out’, Journal of Occupational Behaviour 2: 99–113.
Moos, R. H. and Trickett, E. J. (1974) Manual Classroom Environment Scale.

Palo Alto: Consulting Psychologists Press, Inc.
Nunnally, N. C. and Bernstein, I. H. (1994) Psychometric Theory, 3rd edn. New

York: McGraw-Hill.
Oranje, A. H. (2001) Van ouderenbeleid tot lerarentekort [From Policy on 

Elderly Workers to Teacher Shortages]. Nijmegen: Mediagroep KUN.
Raviv, A., Raviv, A. and Reisel, E. (1990) ‘Teachers and Students: Two Differ-

ent Perspectives? Measuring Social Climate in the Classroom’, American
Educational Research Journal 27(1): 141–57.

Sankoh, A. J., Huque, M. F. and Dubey, S. D. (1997) ‘Some Comments on 
Frequently Used Multiple Endpoint Adjustments Methods in Clinical 
Trials’, Statistics in Medicine 16: 2529–42.

Scarlett, P. (1988) ‘Discipline: Pupil and Teacher Perceptions’, Maladjustment
and Therapeutic Education 7(3): 169–77.

Evers et al.: Burnout Among Teachers

147



Schaufeli, W. B., Daamen, J. and Van Mierlo, H. (1994) ‘Burnout Among Dutch
Teachers: An MBI-Validity Study’, Educational and Psychological Measure-
ment 54(3): 803–12.

Schaufeli, W. B., Maslach, C. and Marek, T. (1993) Professional Burnout:
Recent Developments in Theory and Research. Washington, DC: Taylor and
Francis.

Schaufeli, W. B. and Van Horn, J. E. (1995) Maslach Burnout Inventory voor
leraren (MBI-NL-Le). Voorlopige handleiding. [Maslach Burnout Inventory
for Teachers. Preliminary Guide]. University of Utrecht: PAGO.

Selye, H. (1976) The Stress of Life. New York: McGraw-Hill.
Smith, M. and Bourke, S. (1992) ‘Teacher Stress: Examining a Model Based on

Context, Workload, and Satisfaction’, Teaching and Teacher Education 8(1):
31–46.

Tabachnik, B. G. and Fidell, L. S. (1996) Using Multivariate Statistics, 3rd edn.
New York: Harper Collins College Publishers.

Tatar, M. (1998) ‘Teachers as Significant Others: Gender Differences in
Secondary School Pupils’ Perceptions’, British Journal of Educational 
Psychology 68: 217–27.

Tatar, M. and Yahav, V. (1999) ‘Secondary School Pupils’ Perceptions of
Burnout Among Teachers’, British Journal of Educational Psychology 69:
457–68.

Van Dierendonck, D., Schaufeli, W. B. and Buunk, B. P. (1998) ‘The Evaluation
of an Individual Burnout Intervention Program: The Role of Inequity and
Social Support’, Journal of Applied Psychology 83(3): 392–407.

Van Dierendonck, D., Schaufeli, W. B. and Buunk, B. P. (2001) ‘Towards a
Process Model of Burnout: Results from a Secondary Analysis’, European
Journal of Work and Organizational Psychology 10(1): 41–52.

School Psychology International (2004), Vol. 25(2)

148




