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Abstract

In modern society, problems related to a teacher’s personality, mental and physical
health, and emotions and competencies, are becoming more and more relevant.
In Lithuania, compared with other European countries, teachers experience spe-
cific difficulties at work: they have to work in the conditions of constant reforms
and changes, and face growing competition due to the decrease in students and
schools. The majority of the studies on burnout, self-efficacy and perceived stress
attempted to find the relationship between personal or organizational variables
and burnout. Hence, the relationship between teachers’ professional burnout,
self-efficacy and perceived stress in the school environment is an area that needs
to be actively researched in Lithuania. The research aim of this study was to
reveal and characterize teacher burnout, self-efficacy and perceived stress in the
Lithuanian school context. The quantitative research design with questioning
survey was chosen for the study. Sample size consisted of 427 Lithuanian teach-
ers. Research results revealed the highest scores for exhaustion and the lowest for
cynicism; at a time when the teacher experiences professional burnout, cynicism
is observed as the weakest characteristic; no significant differences were found
according to educational level or work experience; significant differences were
identified according to age, for exhaustion and overall burnout level among
teachers; most of the teachers in Lithuanian sample perceive a moderate stress
level in the school environment; overall burnout has a significant correlation
with self-efficacy and stress among Lithuanian teachers.
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1 Introduction

In today’s fast-paced world, the teacher’s problems related to psychological, men-
tal and social health, and the teacher’s personal aspects, become one of the most
acute problems that are inseparable from the teacher’s professionalism. Therefore,
it is natural that scientific research is becoming more and more relevant, aiming
to reveal and identify psychological problems related to one of the main partici-
pants in the educational process — the teacher (Stockus, 2014). Who is a teacher
and what is his or her mission these days? The question is philosophical, but it is
understood that the role of the teacher in the educational process is significant.
So, it is extremely important to study the mental health of the teacher, his or her
professional burnout at work, and the coherence of the teacher’s personality in
general (Zelgiené, 2015).

In Lithuania, compared with other European countries, teachers experience spe-
cific difficulties at work: they have to work in conditions of constant reform and
change, and face growing competition due to the decrease in students and schools.
The social situation leads to the fact that there is an increasing amount of work
with students from social risk families, children left behind by emigrant parents,
and children from families experiencing economic deprivation. These students
need more attention and time. Teachers of preschool educational institutions and
general education schools are faced with the social diversity of pupils. In addi-
tion to objective professional challenges, such as a high workload, the number
of students in classes or kindergarten groups, long working hours, low salaries,
there are emotional difficulties, lack of autonomy at work, difficult relationships
with colleagues, problems with student behavior, and a growing level of student
violence, manifested also through bullying in schools. Continuous intensive com-
munication leads to “oversaturation” of social contacts. All these reasons cause
professional burnout syndrome, and increase teachers’ sense of insecurity and job
dissatisfaction (Abromaitiené, 2014).

Teacher burnout is a multidimensional and multidisciplinary concept, which is
based on emotional exhaustion, referring to the depletion of the teacher’s emo-
tional sources and enthusiasm for teaching; depersonalization, denoting the
teacher’s detachment from and development of negative attitudes towards learn-
ers; reduced sense of personal accomplishment, signaling the teacher’s perceptions
of under-accomplishment and ineffectiveness in teaching (Maslach & Jackson,
1981). Environmental qualities (work overload, types of student behavior, role
conflict, type of student), social support, parent/community relationships, and
characteristics of the institution could lead to a negative/positive classroom cli-
mate, and affect teachers’” exhaustion at school (Grayson & Alvarez, 2008; Rey et
al., 2012). Maslach and Leiter (1999) highlight the simultaneous effect of teach-
er-student interaction, teachers’ personal qualities, school environment, and the
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larger social context on teacher burnout. Teacher burnout may be the result of
an interaction between personal (gender, age, marital status, years in pedagogical
profession, locus of control, self-esteem, self-efficacy) and organizational variables
(access to facilities, social support, working conditions, school structure) (Slee-
gers, 1999). Teachers who cannot build organizational interpersonal relations, and
do not receive professional support within the school, feel professionally exhaust-
ed (Friedman, 2003).

Teacher professional burnout is related to professional self-efficacy. Teacher pro-
fessional self-efficacy is a predictor of their professional burnout (Ventura et al.,
2015). Self-eflicacy is considered a stable personal characteristic related to self-reg-
ulation mechanisms (Judge et al., 1997, 2007, 2012; Bono, 2001). Self-efficacy
implies self-confidence in generating effective action plans, handle difficulties,
managing emotions, stress, and anxiety, and exercising control (Bandura, 2012).
From this point of view, professional self-efficacy is likely to affect enriched per-
ceptions of teacher job characteristics. Self-efficacy affects both workplace and
psycho-social wellbeing of teachers (Bargsted et al., 2019), which includes job
satisfaction, performance and work conditions. Self-efficacy plays a mediating role
in the relationship between work design and work outcomes (Choi, 2016).
Teacher professional burnout is closely related to teacher perceived stress, which
includes: i) emotional exhaustion, meaning being emotionally overextended and
exhausted by one’s work; ii) depersonalization, characterized by exhibiting nega-
tive, cynical attitudes toward others and treating people as objects; iii) experiencing
negative assessment of the performance of teachers; iv) teachers being doubtful
about making a difference in their job, and losing awareness of their personal com-
petence (Draper et al., 2004; Zautra et al., 2002).

The majority of the studies on burnout, self-efficacy and perceived stress attempted
to find the relationship between personal or organizational variables and burnout.
So, the relationship between teachers’ professional burnout, self-efficacy and per-
ceived stress in the school environment seems to be a relatively underresearched
area. In an attempt to contribute to the current literature by filling these gaps
and providing perspectives from Lithuania, we investigated teacher professional
burnout and its relationship with teachers’ self-eflicacy and stress in the context
of Lithuanian schools.

The research aim was to reveal and characterize teacher burnout, self-efficacy and
perceived stress in the Lithuanian school context.
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2 Discourse of studies of teacher burnout in the Lithuanian
context

Today, our society and school are changing a lot. We are looking for the most
effective means to implement the ever-accelerating changes in the education sys-
tem. The education system and society require of a teacher an independent per-
sonality that reveals itself creatively already at school. It is natural that new and
higher demands are placed on teachers. Special attention is paid to the teacher’s
profession and personality (Kalvaitis, 2016). The teacher is distinguished from the
whole; specific expectations, high standards and requirements are placed on him
or her. In this way, society not only expresses respect for the educator, but above
all assigns responsibility. Trakselys and MartiSauskiné (2013) state that in order to
perform the functions assigned by society, teachers must change as the educational
environment itself changes. At the beginning of the 21st century, the very purpose
of education has also changed — it has become not the transfer or acquisition of
knowledge, but the development of competences. The teacher’s work process is
often analyzed, and the results evaluated. The work of a teacher requires many
intellectual and physical resources; society perceives the teacher as the guide to the
future, on whom the quality of the growing generation depends. MartiSauskiené
(2016) states that the most important uniqueness of education work is that the
teacher is an essential instrument who supports the entire educational process with
the power of his or her spirit, and fuels it with spiritual energy. All this is much
more than just the knowledge and skills of a teacher, which are needed by people
of all professions. Many teachers intuitively rely on their spiritual potential, but a
professional teacher should understand the totality of these processes.

As the rhythm of life and work intensifies, the study of the concept of professional
burnout becomes an increasingly relevant problem in our country (Kavaliauskiené
& Bal¢itnaite, 2014). It is generally accepted that the burnout syndrome is one
of the biggest challenges in the modern professional work environment, and the
concept of burnout at work is of increasing interest to the academic community in
Lithuania. Studies (Kavaliauskiené & Bal¢itinaité, 2014; Martinkiené et al., 2016;
Merkys & Bubelien¢, 2013; Stockus, 2014) aimed to identify the signs and causes
of this phenomenon, and to distinguish risk and protective factors. In Lithuania,
research is conducted on the topic of burnout at work, but most of the research in
this field (Kavaliauskiené & Balcitnaité; Pacevicius, 2006; Stockus, 2014) analyz-
ed connections of burnout with the teacher’s age and gender. However, attention
is not paid to the characteristics of the teacher’s personality or personality traits:
such as a person’s tendency to experience negative feelings, openness to new expe-
riences, or impulse control; their perfectionism, as in how much a person makes
adequate demands on him or herself at work, how strongly he or she concentrates
on failures, or how he or she perceives the expectations of colleagues, students and
their parents in relation to him or herself.
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The phenomena of burnout, self-efficacy and stress are not new, but research on
teacher professional burnout, self-eflicacy and stress, and their interrelationships
in Lithuania, is still relatively recent. Professional burnout is a complex pheno-
menon that has received a lot of attention from researchers in various countries
over the last decade. However, this phenomenon is little known in Lithuania, and
only a few can tell what burnout syndrome is. In Lithuania, burnout syndrome is
particularly common among teachers (Rackauskaité, 2010). Professional burnout
can be defined as a complex process consisting of three components: emotional
exhaustion (manifested by overwork, physical and mental exhaustion, inability to
meet the demands); depersonalization (manifested by a formal attitude to the work
performed, duties, indifferent or negative reaction to the service contingent) and
reduced effectiveness (reflecting a feeling of incompetence, lack of work achieve-
ments and efficiency). It is a process that develops over a long period of time,
manifests itself individually, is of varying intensity and is characterized by both
mental and physical symptoms (Bulotaité & Lepeskiené, 2006). Teachers, unlike
representatives of other professions, are more characterized by early-developing
professional burnout syndrome. Being responsible for children’s education and
well-being often gives job satisfaction, but it is not uncommon for educators to feel
physically and emotionally drained. People whose profession requires taking care
of others use up their positive emotional resources over a period of time, and they
become unable to resist stress. If such a state continues for a long time, complete
exhaustion of physical and mental strength is possible, and such a state affects a
person’s motivation, attitude and behavior (Rackauskaité, 2010).

The connections between the teaching profession and higher stress were recog-
nized long before the professional burnout syndrome was described in scientific
studies (Merkys & Bubeliené, 2013). The authors claim that the understand-
ing of the complexity of the teacher’s profession is traditionally reflected in legal
acts regulating the professional activity of the pedagogue, labor relations, and
workload. It is precisely because of the difficulty of this profession that in many
countries there are extended vacations for teachers, early retirement, formally
shortened working hours, and grants from the state or regional administration
aimed at improving the living conditions of teachers. In different countries, these
preferential conditions differ in one way or another, but various attempts to make
the work of a teacher easier are a cross-culturally universal phenomenon. These
benefits aim to increase the attractiveness of the teaching profession in the labor
market, and thus at least compensate the teacher for the difficult and psycho-emo-
tionally exhausting work.

Satisfaction or dissatisfaction with one’s choice of profession indicates a subjective
evaluation of this experience, which can be linked to further professional plans.
Satisfaction with one’s chosen occupation is said to be associated with future ca-
reer decisions (Pociité, 2010). The perception of teachers’ individual compatibility
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with the profession takes place through the expression of personality traits signifi-
cant to teachers, which they use to describe suitability for professional activity.
According to the research, the openness of the teacher to the world is extremely
important — teachers should be inclined to know themselves and to analyze their
personality traits (SedZiuving, 2005).

Teachers’ professional burnout is associated with a significant decrease in efficien-
cy, productivity and detachment from work and profession, and not least with a
sense of loss of control and self-control at work. The hypothesis tested in the study
(male teachers feel more stressed due to work problems than female teachers) was
not confirmed — both male and female teachers feel equally stressed due to work
problems (Gedviliené & Didzuliené, 2020).

In the scientific literature, it is increasingly emphasized that burnout is not caused
by stress in general, but by stress arising from long-term and intense communica-
tion at work (Martinkiené et al., 2016). It also refers to risk groups, which include
people with certain characteristics. First of all, these are people who experience
a constant internal conflict because of their work. In many cases, these internal
conflicts arise for people who experience contradictions between work and family,
or who constantly have to prove their competence and professionalism at work.
The second risk group includes people who have experienced constant fear of job
loss. The third group includes people who enter an unusual, new work environ-
ment where high demands and expectations are placed on them, and people are
expected to show high efficiency and quick results (Pacevicius, 2006).

In this context, we posed the following research questions:

* Q 1. What are the differences in the characteristics of professional burnout
experienced among teachers by educational level, work experience, and age?

* Q2. How does teacher self-efficacy occur, and what are its differences according
to the teacher’s educational level, work experience, age and gender?

* Q 3. What are the characteristics of the perceived stress of a teacher, and what
are the differences between perceived stress according to the teacher’s educatio-
nal level, years of work experience, age and gender?

* Q 4. How are the relationships between teachers’ professional burnout, self-
efficacy and perceived stress characterized?

3 Methodology
Research design

Quantitative research design was used for this study. Quantitative research design
relates to the design of a research project which uses quantitative research methods.
Quantitative research design is aimed at discovering how many people think, act
or feel in a specific way. Quantitative projects involve large sample sizes, concen-
trating on the quantity of responses. The standard format in quantitative research
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design is for each respondent to be asked the same questions, which ensures that
the entire data sample can be analyzed fairly (Apuke, 2017). Quantitative research
design tends to favor closed-ended questions. Providing respondents with a set list
of answers, they will not normally be able to give lengthy open-ended responses.
This design ensures that the process of quantitative research is far more efficient
than it would be if qualitative-style open ended questions were employed. It is
more efficient because it is then not necessary to carry out the time-consuming
process of coding vast quantities of open-ended responses (Verhoef & Casebeer,
1997).

Quantitative research is the process of collecting and analyzing numerical data. It
can be used to find patterns and averages, make predictions, test causal relation-
ships, and generalize results to wider populations (Bhandari, 2023). The purpose
of quantitative research is to attain greater knowledge and understanding of the
social world. Researchers use quantitative methods to observe situations or events
that affect people. Quantitative research produces objective data that can be clearly
communicated through statistics and numbers. We do this in a systematic scien-
tific way so the studies can be replicated by someone else (Burrell & Gross, 2017).

Sample

In the study, the random sampling method was applied. Random sampling is a
part of the sampling technique in which each sample has an equal probability of
being chosen. A sample chosen randomly is meant to be an unbiased representa-
tion of the total teacher population (Nikoloploulou, 2023).

Sample size consisted of 427 Lithuanian teachers. The sample size was calculat-
ed according to the general recommendations of Nqrdi (2003), Neuman (2007)
and Suskie (1996): thirty respondents are the minimum sample size. The rule of
thumb is based on the idea that 30 data points should provide enough informa-
tion to make a statistically sound conclusion about a population. This is known
as the Law of Large Numbers, which states that the results become more accurate
as the sample size increases.

According to the Ministry of Education, Science and Sports of the Republic of
Lithuania in 2021 data, the professional community of Lithuanian teachers con-
sists of about 27,664 teachers. 427 teachers participated in the survey, i.e., the re-
search sample represents 1.54 percent from the size of the professional population
of teachers in Lithuania. This means that the minimum sample size is exceeded by
14.23 times. However, the sample size shows that the obtained results cannot be
generalized to the entire population of Lithuanian teachers, so the answers should
be evaluated as assumptions for existing trends.

The main part of the sample by gender is women (90.2%), and 3.8% research
participants do not indicate their biological sex, marking “other”. There are simi-
lar proportions in the sample of respondents according to the level of education:

doi.org/10.35468/6091-06
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49.6 percent have obtained a university bachelor’s degree; 41.0% of a sample
have obtained a master’s qualification degree. By age, the second part of the sam-
ple consisted of teachers who are 30-44 years old (32.6%) and 45-54 years old
(34.9%). This means that the sample size consists of teachers of active professional
age. The respondents’ work experience ranges widely — from one year to more
than twenty-five years. The majority of respondents were teachers who have more
than twenty-five years of teaching experience (37.5%) (see Table 1).

Table 1: Socio-demographic characteristics of the sample

Number of respondents Percentage
Gender
Male 26 6.1
Female 385 90.2
Other 16 3.8
Educational level
BA (non-university) 22 5.2
BA (university) 212 49.6
Master’s 175 41.0
PhD 6 1.4
Other 12 2.7
Age
21-29 years 31 7.3
30-44 years 139 32.6
45-54 years 149 34.9
55-64 years 90 21.1
65 years and more 11 2.6
Not identified 7 1.6
Work experience
Upto 1year 9 2.1
1-5 years 59 13.8
6-10 years 45 10.5
11-15 years 41 9.6
16—-20 years 56 13.1
21-25 years 57 13.3
More than 25 years 160 37.5
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Data collection and tool

Data were collected from November 2022 to March 2023, through survey by
using questionnaire on teachers® professional wellbeing, which was originally de-
veloped by ©Teaching To Be' project team. The only pre-test data in the whole
sample of teachers were analyzed in this study.

The tool consisted of two dimensions:

I. Organizational dimension with the following indicators — organizational be-
longing, teacher autonomy, recognition/appraisal, collaborative work, cooperat-
ing with colleagues, shared leadership, institutional relationship, conflict resolu-
tion, organizational climate, support from leader, student motivation, instruction,
classroom management, discipline, and possibility to access professional training.

I1. Individual dimension, with the following indicators: self-efficacy, professional
growth, teacher burnout, job satisfaction, meaning of work, professional identi-
ty, job crafting, peer recognition, beliefs and values, self-concept, self-regulation,
autonomy, positive emotion, resilience, self-awareness, frequency of negative and
positive experiences, satisfaction with life, social competencies, quality of rela-
tionships, work-family conflict, critical thinking, self-assessment, responsible de-
cision-making, and growth mindset.

In this manuscript, the results from researching three indicators: teacher profes-
sional burnout (job burnout); self-efficacy (a teacher’s professional self-efficacy);
and perceived stress (teacher stress) are presented:

Teacher professional burnout. Job burnout is a prolonged response to chronic emo-
tional and interpersonal stressors on the job (Maslach, 2003) and is the result
of prolonged distress involving physical, emotional and mental fatigue. Teachers’
professional burnout means dissatisfaction with certain needs — increasing frustra-
tion with mental and physical symptoms that reduce self-esteem (Vollmer, 1998)
and long-term human response to constant emotional and interpersonal stress at
work (Maslach, 2003). Burnout develops over a long period of time through the
periodic accumulation of negative emotions, and it is important to recognize it
in time. The Bergen Burnout Inventory (BBI) (Salmela-Aro et al., 2011; Salmela-
Aro et al,, 2011; Feld et al., 2014) was a part of the research tool in the study
and it comprised three core dimensions: exhaustion at work; cynicism toward the
meaning of work; and sense of inadequacy at work. Exhaustion refers to the drain-
ing of emotional energy and feelings of chronic fatigue; cynicism describes having
a distant and negative attitude toward one’s job, and reduced professional efficacy
refers to the belief that one is no longer effective in fulfilling one’s job responsibili-
ties (Maslach et al., 1996; Maslach & Leiter, 1997). For every dimension was used
6-point rating scale ranging from szrongly disagree (1) to strongly agree (6).

1 Erasmus+ Project “Teaching To Be: supporting teachers’ professional growth and well-being in the

field of social and emotional learning”, No. 626155-EPP-1-2020-2-LT-EPPKA3-PI-POLICY
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Self-efficacy. Teachers professional self-efficacy is defined as a judgment of one’s
own capabilities to bring about desired outcomes of student engagement and
learning, even when students are difficult or unmotivated (Tschannen-Moran &
Woolfolk Hoy, 2001). The tool for teachers’ self-efficacy measurement was based
on Skaalvik & Skaalvik (2007) Norwegian Teacher Self-Efficacy Scale (NTSES)
which includes the following sub-scales: instruction/teaching, adapting instruc-
tion/teaching to individual needs, motivating students, maintaining discipline,
and cooperating with colleagues and parents. Responses were given on a 7-point
scale from not certain at all (1) to absolutely certain (7).

Perceived stress. Teacher stress can be defined as the physical, emotional, and men-
tal strain experienced due to the demands and challenges associated with their
profession. It is the result of various factors that teachers encounter in their roles,
both inside and outside the classroom. Teacher stress can manifest in different
ways and may vary in intensity among individuals. 7he Perceived Stress Scale (PSS)
originally developed in 1983 (Cohen et al., 1983, 1988), remains a possibility to
identify how different situations affect feelings and perceived stress. The questions
in this scale ask about one’s feelings and thoughts during the last month. For each
question, here are provided the following alternatives to choose: 0 — never, 1 — al-
most never, 2 — sometimes, 3 — fairly often, 4 —very often. There were provided two
sub-scales within the PSS: i) Perceived helplessness (items 1, 2, 3, 6, 9, 10) — meas-
uring an individuals feelings of a lack of control over their circumstances or their
own emotions or reactions; ii) Lack of self-efficacy (items 4, 5, 7, 8) — measuring
an individual’s perceived inability to handle problems. Scores on the PSS range
from 0 to 40, with higher scores indicating higher perceived stress. Scores ranging
from 0—13 would be considered low stress. Scores ranging from 14-26 would be
considered moderate stress. Scores ranging from 27-40 would be considered high
perceived stress.

The internal consistency of every dimension with particular scales and sub-scales
were calculated via Cronbach’s alpha. > 0.7 was used as a benchmark value for
Cronbach’s alpha. At this level and higher, the items are sufficiently consistent to
indicate the measure is reliable (Frost, 2023). Typically, values near 0.7 are mini-
mally acceptable but not ideal. Internal consistency calculations of the tool’s three
dimensions (scales) from the Lithuanian sample demonstrated acceptable internal
consistency (> 0.7 for burnout, > 0.8 for self-efficacy and > 0.7 for stress).
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Professional Burnout and its Relation to Self-Efficacy and Perceived Stress

Table 2: Reliability of the tool scales

Scale/sub-scale Original Lithuanian case
TEACHER BURNOUT

Exhaustion 0.70 0.766

Cynicism 0.82 0.774

Inadequacy 0.71 0.780

Overall burnout 0.85 0.878

TEACHER SELF-EFFICACY

Instructing 0.81 0.873
Adapting instructions to individual needs 0.87 0.898
Motivating students 0.91 0.893
Maintaining discipline 0.90 0.908
Cooperating with colleagues and parents 0.74 0.849

TEACHER STRESS

Perceived helplessness 0.87 0.898
Lack of self-efficacy 0.74 0.795
Overall perceived stress 0.83 0.814

Researchers were aware that Cronbach’s alpha is a measure of reliability but not
validity. It can indicate whether responses are consistent between items (reliability),
but it cannot determine whether the items measure the correct concept (validity).
In this light, researchers saw obtaining a satisfying and acceptable Cronbach’s alpha
(at least) as a necessary step for establishing reliability of the tool (Frost, 2023).
Questionnaires were distributed online, using the platform www.apklausa.lt., ta-
king into consideration that all Lithuanian teachers use internet tools and were
able to access the questionnaire.

Data analysis

Descriptive statistics were applied for sample presentation: frequency, percentage,
and graphs. ANOVA was applied in order to compare variables according to de-
mographics. Correlation and linear analysis was applied to define relationships
between variables. In all cases significance level was identified as 0.05.

Research ethics

The studies involving human participants were reviewed and approved by Com-
mittee for Educational Research Ethics, Educational Research Institute, Vytautas

doi.org/10.35468/6091-06
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Magnus University (February 17, 2022, Protocol No. 5), and from the Research
Board of Vytautas Magnus University (March 1, 2022, Protocol No. 17). The
participants provided their written informed consent to participate in this study.

4 Results

Teacher (professional) burnout

Teachers’ burnout calculations had different methodology, and the results were
calculated as averages overall and for sub-scales (minimum 1, maximum 6). The
highest scores are for exhaustion and the lowest — for cynicism (see Figure 1).

4,63
3,70
2,78
1,85
0,93
0,00

Exhaustion Cynicism Inadequacy Overall burnout

Figure 1: Overall teachers (professional) burnout (averages)

No significant differences were found according to educational level or work ex-
perience; however significant differences were identified according to age for the
exhaustion sub-scale (see Figure 1).

3,08
3,10
Overall 3,04
3,10
2,29
2,69
2,78
Inadequacy 281
3,01
1,94
2,81
2,67
Cynicism 2,60
2,84
221

Exhaustion*

0,00 1,00 2,00 3,00 4,00 5,00
W 21-29 years W 30-44 years W 45-54 years W 55-64 years W65 years and more

Figure 2: Teacher burnout according to age (*p<0,05)
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Professional Burnout and its Relation to Self-Efficacy and Perceived Stress

Teachers aged over 65 years demonstrated significantly lower exhaustion level
(ANOVA F (5, 421) = 3.750, p = 0.002) than other age groups’ teachers. No
significant differences were calculated for other sub-scales or overall burnout level
according to the age.

Teacher self-efficacy

Teachers’ self-efficacy results are presented in Figure 3. Each sub-scale consisted of
4 items. The sum of each sub-scale was calculated (possible minimum was equal
to 4, possible maximum was equal to 28). The highest sums are for Instruction/
teaching and Cooperating with colleagues and parents. The lowest sum was for Mo-
tivating students.

30,00
23,63 3
24,00 2348
21,21
20,55
19.44
18,00
12,00
6,00
0,00
Instruction / teaching Adapting to learning needs Motivating students Maintaining discipline Cooperating with colleagues
individual needs parents

Figure 3: Teacher’s self-efficacy

No significant differences were identified according to teachers” educational level.
As the male group is significantly smaller than the female, no comparisons were
made according to gender.
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Cooperating with colleagues and parents*

Maintaining discipline

Motivating students

Adapting instruction to individual needs

2282

23,61
23,71
2381

2334
23,55

Instructing / teaching

0,00 6,25 12,50 18,75 25,00 31,25
W 21-29 years old W 30-44 years old W 45-54 years old W 55-64 years old M 65 years old >

Figure 4: Teachers’ self-efficacy according to age (*p<0,05)

The significant differences according to age were identified for sub-scale Cooperat-
ing with colleagues and parents (calculated ANOVA F (5, 421) = 2.292, p = 0.045).
Older teachers report that they cooperate more effectively with colleagues and
students than younger colleagues. No significant differences were identified for
other teachers’ self-efficacy sub-scales according to the teachers age.

Figure 5
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Figure 5: Teachers self-efficacy according to work experience (*p<0,05)

The significant differences according to work experience were identified for two
following sub-scales: Maintaining discipline (calculated ANOVA F (6, 420) =
3.761, p = 0.001) and Cooperating with colleagues and parents (calculated ANOVA
F (6, 420) = 2.781, p = 0.012). No significant differences were identified for other
self-efficacy sub-scales according to the years of work experience.

Teachers’ stress

Perceived overall stress was calculated as sum (range 0-40), and the average is
18.19 (8D 6.07), so the overall stress level was evaluated as moderate. The sum of
perceived helplessness items might be from 0 to 24, and sum of lack of self-effi-
cacy from 0 to 16. Averages of calculated sums were 11.93 and 6.26 respectively.
19.4% (83 teachers) of teachers perceived low level of overall stress, 73.1% (312
teachers) — perceived moderate level of stress, and the rest of teachers 7.5% (32
individuals) perceived high level of stress.
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7,03
Lack of self-efficacy* 6,20
6,71
B -
14,23
Perceived helplessness* 11,60
11,48
N 7=
21,26
18,65
Overall* 17,80
18,19
[t
0,00 5,50 11,00 16,50 22,00 27,50
W 21-29 years W 30-44 years 45-54 years 55-64 years W65 years and more

Figure 6: Teachers perceived stress according to age (*p<0,05)

Opverall perceived stress level, as well as both sub-scales stress level, were signifi-
cantly different according to age: young teachers’ (21-29 years old) stress levels
were significantly higher level and older teachers (65 and over years old) perceived
lower level of stress (see Figure 6). ANOVA for overall perceived stress was F (5,
421) =5.301, p = 0.000; for perceived helplessness F (5, 421) = 3.963, p = 0.002;
for lack of self-efficacy F (5, 421) = 3.552, p = 0.004).

This is confirmed by stress groups” analysis (see Table 2): most teachers over 65
years old experienced lower level of stress. All other groups according to the age
experienced mostly moderate stress level (c?=25.186, df=8, p=0.001).
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Table 3: Teachers’ perceived stress according to age groups

Stress level groups
Low stress Moderate  High stress
level stress level level Total

21-29 Frequency 2 22 7 31
vearsold 1 6.5% 71.0% 22.6% 100.0%
3044 Frequency 27 99 13 139
yearsold 1o 19.4% 71.2% 9.4% 100.0%
45-54 Frequency 31 110 8 149
vearsold 1o 20.8% 73.8% 5.4% 100.0%
55-64 Frequency 14 72 4 90
vearsold 1 15.6% 80.0% 4.4% 100.0%
65 years old | Frequency 6 5 0 11
andmore | o, 54.5% 45.5% 0.0% 100.0%
Total Frequency 80 308 32 420

% 19.0% 73.3% 7.6% 100.0%

Perceived stress level is not significantly related to educational level or work expe-
rience of teachers.

Relationship between teacher burnout, self-efficacy and perceived stress

The correlations between teacher self-efficacy and teacher burnout are weak; the
essential trends are worth discussing (see Table 4):

Teacher self-efficacy during teaching and teacher professional burnout are nega-
tive and very low, but there is only one insignificant negative — between teaching
and exhaustion. When correlating teaching relationships with cynicism, inade-
quacy; and overall burnout, the relatively strongest relationship is between teacher
self-efficacy during instruction/teaching and teacher cynicism (the more effective
the teaching, the less cynicism the teacher displays, and the more teacher cyni-
cism, the less efficacious teaching).

Teacher adaptation of instruction/teaching to individual student needs is weak-
ly correlated with the burnout variables, but all correlations are significant. The
strongest correlation is between the teachers” adaptation of teaching to individual
students’ needs and the teacher’s cynicism: the more effective the adaptation of
teaching, the less cynical the teacher is. The same trend is observed with other
correlations: the more effective the adapration of the teacher’s teaching to the
individual needs of the students is, the less the teacher experiences exhaustion and
inadequacy.
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Correlations between the teacher’s effectiveness in motivating students and the
variables of professional burnout are low positive, but significant. The strongest
correlation is between teacher effectiveness in motivating students to learn and
teacher cynicism: the more effective the motivation, the less cynicism the teacher
expresses. Similar trends are observed in other correlations: the more effective stu-
dent motivation is, the less the teacher feels exhausted or inadequate.
Correlations between teacher-maintained positive discipline and professional
burnout variables are very low positive (very weak), but significant. The weakest
correlation is between positive discipline maintained by the teacher and burnout
experienced by the teacher: the stronger the positive discipline maintained in the
classroom, the less burnout the teacher feels. The strongest correlation between
positive discipline and teacher cynicism: the more positive discipline, the lower
the teacher’s cynicism.

The correlation between the teacher’s cooperation with colleagues and parents
and the variables of professional burnout is very low and negative, although it is
significant: the stronger the cooperation with teacher colleagues and parents, the
less expressed cynicism (stronger correlation) and inadequacy. A non-significant
negative correlation prevails between a teacher’s effective cooperation with fellow
teachers and parents and burnout.

Correlation between all variables of a teacher’s perceived stress with all variables
of professional burnout are moderate positive. The correlations between perceived
hopelessness and general burnout (the more hopelessness is experienced, the
stronger the general professional burnout of the teacher) and between perceived
powerlessness and burnout (the more consciously perceived and experienced pow-
erlessness, the stronger the burnout is experienced) are stronger than the corre-
lations between the teacher’s perceived hopelessness and the teacher’s cynicism
(the stronger the teacher experiences helplessness, the stronger the cynicism is
expressed) and between the teacher’s perceived helplessness and the teacher’s in-
adequacy (the stronger the teacher’s experience of helplessness, the stronger the
experienced feeling of inadequacy).

The correlations between the teacher’s lack of self-efficacy (as a perceived stress
variable) and the teacher’s professional burnout variables are positive, very low,
but significant. The weakest/lowest correlation is between lack of self-efficacy and
burnout, and the strongest/highest is between lack of teacher self-efficacy and
inadequacy (the stronger the sense of teacher self-eficacy, the stronger the experi-
ence of inadequacy). The trends of the other two positive, very weak correlations
are similar - the stronger the teacher experiences the feeling of lack of self-efficacy,
the stronger the teacher’s cynicism and general professional burnout.

The correlation between teacher-perceived general stress and teacher burnout var-
iables is positive and moderate. The strongest significant correlation is between
the teacher’s perceived general stress and experienced general professional burnout
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— the stronger the perceived general stress, the stronger the experienced general
professional burnout. The other three moderately strong correlations show the
following tendencies: the stronger the perceived general stress experienced by the
teacher, the stronger the teacher’s cynicism and inadequacy.

Table 4: Correlations between teacher professional burnout, self-efficacy and
perceived stress

Teacher Teacher Teacher Overall
burnout: burnout: burnout: burnout of
Exhaustion | Cynicism Inadequacy | teachers
Teacher Pearson . - -
self-efficacy: | Correlation ~040 ~181 ~159 ~142
rstruction/ | sig 411 000 001 003
teaching (2-tailed) |- : : :
N 427 427 427 427
Teacher Pearson o - - .
self-efficacy: | Correlation - 164 ~276 ~247 ~259
Adapting si
ig.
instruction/ (zg_ta“e g |00 000 000 000
teaching to
individual
needs of N 427 427 427 427
students
Teacher Pearson - . - -
self-efficacy: | Correlation -201 ~340 ~299 -316
Motivating .
Sig.
students (2-tai|ed) .000 .000 .000 .000
N 427 427 427 427
Teacher Pearson o - - .
self-efficacy: | Correlation ~169 275 -210 ~246
M.ai.nt(.zining Sig.
discipline (2-tailed) .000 .000 .000 .000
N 427 427 427 427
Teacher’s Pearson - o o
self-efficacy: | Correlation -082 ~214 172 175
quperat'mg Sig.
with colle- (2—tai|ed) .091 .000 .000 .000
agues and
pgrents N 427 427 427 427
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Teacher’s Pearson | g14 559" 5107 641
perceived Correlation
stress: Percei- Sig.
ved helpless- (2-ta||ed) .000 .000 .000 .000
ness

N 427 427 427 427
Teacher’s Pearson | ;g 240 258" 249"
perceived Correlation
stress: Lack Sig.
of self-effi- (2-tailed) .001 .000 .000 .000
cacy

N 427 427 427 427
Teacher’s Pearson | g7 567" 535" 639"
perceived Correlation
stress: Sig.
Overal/ per- (2-ta||ed) .000 .000 .000 .000
ceived stress
by teachers | N 427 427 427 427

Opverall burnout has a significant correlation with self-efficacy and stress. Howev-
er, correlations between burnout and self-efficacy are very weak and positive, and
significant. Correlations between perceived helplessness and all burnout dimen-
sions as well overall stress and all burnout dimensions are moderate positive (r >
0.5) and significant.

Linear regression results confirmed that overall burnout might be significantly af-
fected by only one variable of self-efficacy (ability to motivate students) and both
variables of perceived stress such as perceived helplessness and lack of self-efficacy

(R*=0.446, F (3, 423) = 113.737, p = 0.000) (see Table 5).

Table 5: Coeflicient matrix of linear regression: teacher self-efficacy and perceived

stress
Unstandardized Standardized
Coefficients Coefficients t Sig.
B Std. Error Beta
(Constant) 1.872 246 7.600 .000
Teacher perceived stress: 121 008 581 15215 000
Perceived helplessness
Teacher perce|_ved stress: 052 014 137 3714 000
Lack of self-efficacy
Teacher self-efficacy:
Motivating students -.031 .009 -.127 -3.330 .001
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The main factor which impacts burnout is perceived helplessness (8=0,581). Ex-
haustion significantly affects only perceived helplessness (R?= 0.377, F (1, 425) =
257.726, p = 0.000, B = 0.614).

5 Discussion

Differences in the characteristics of professional burnout experienced by
teachers according to their educational level, work experience, and age

The research results revealed the highest scores for exhaustion and the lowest for
cynicism. This may mean that when a teacher experiences professional burnout,
exhaustion is the strongest. Exhaustion at both physical and psychological levels
constitutes the core dimension of professional burnout. It is characterized as a
state of physical and emotional exhaustion due to prolonged exposure to work-re-
lated problems (Mijakoski et al., 2022).

From our research results it is evident that at a time when the teacher experiences
professional burnout, cynicism is observed as the weakest characteristic. Cynicism
is described as resistance to change, the result of negative experience with earlier
reforms, or no faith in change for the better. Cynicism is expressed by tendency
to mistrust others, undermine positive motives of their actions, have a pessimistic
outlook on the world (Chudzicka-Czupata et al., 2014).

In our study, teachers over 65 years old demonstrated significantly lower exhaus-
tion levels than other age groups’ teachers. Conversely, in previous studies young-
er teachers reported significantly higher emotional exhaustion than older teach-
ers (Anderson & Iwanicki, 1984; Byrne, 1991; Russell et al., 1987). Noor and
Zainuddin (2011), on the other hand, in their sample of female teachers found
that older female teachers experienced more emotional exhaustion than younger
teachers did. However, our study did not test the difference between teacher gen-
ders in the professional burnout variable, because actually more than three-fifths
of the sample is female. These findings show that the demographic variable of
age is not constant and cannot be a key argument in the assessment of teacher
exhaustion.

In our study, no significant differences were found according to teachers’ educa-
tional level or work experience, however significant differences were identified
according to age for exhaustion and overall burnout level among teachers. In the
study, age was the strongest predictor for emotional exhaustion and depersonaliza-
tion, while teachers’ rank is the best predictor for personal accomplishment. Mota
and Rad (2023) found significant differences for sex, with men reporting higher
exhaustion than women. Researchers found significant differences between other
sociodemographic characteristics and burnout among Iranian teachers. However,
the effect of demographic characteristics of teachers on exhaustion is not that
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silent. The variety of exhaustion (in)dependencies on age in different countries
allows us to assume that the relationship between exhaustion and the age of the
teacher is contextual, i.e., is related to the specifics of the educational system of a
particular country.

The correlates of exhaustion were identified according to socio-demographic fac-
tors such as sex, age, marital status, and school (organizational) and work-related
factors among teachers, including the years of teaching, class size, job satisfaction,

and the subject taught among Hong Kong teachers (Agyapong et al., 2022).

Occurrence of teacher self-efficacy and its differences according to the
teacher’s education, work experience, age and gender

Our research highlighted that the highest sums are for Instruction/teaching and
Cooperating with colleagues and parents among Lithuanian teachers. De Jong et
al. (2019) provide arguments that teacher collaboration in secondary schools can
form a fruitful context for teacher professional learning. Short-term collaboration
initiatives depend on the prior existence of collaborative cultures.

In our study, the lowest sum was found for Motivating students, and no signifi-
cant differences were identified according to educational level in the sample of
Lithuanian teachers. However, Can (2015) found that factor level is high, and
age, educational level and status have significant effects on motivational factors,
yet, gender, marital status and income are not influential on motivational fac-
tors among teachers in Turkey. Researchers highlighted that younger teachers and
those holding a master’s degree are more affected by motivational factors than the
others. Such contrasting results between teachers of different schools show that
demographic factors are important in assessing teacher self-efficacy.

Our research showed the significant differences according to age were identified
for sub-scale Cooperating with colleagues and parents. Older teachers cooperate
more effectively with colleagues and students than their younger colleagues in
Lithuania. Collaborating with other relevant stakeholders such as parents, col-
leagues, and a school’s leadership team is critical for creating a positive work envi-
ronment. A positive workplace has the potential to contribute to teachers’ profes-
sional wellbeing (Nwoko et al., 2023).

The significant differences according to work experience were identified for two
following sub-scales: Maintaining discipline and Cooperating with colleagues and
parents. Teachers who have worked in a school for 11-15 years and longer than 25
years are more effective in maintaining positive discipline in a classroom and co-
operating with colleagues and parents than those who have 1-10 years and 16-25
years of work experience in a school in Lithuanian context.

Such results allow us to say that the teacher’s practical experience in working with
students at school is a strong factor that will be related to professionalism, com-
petence, reliability and authority for the school community, and especially for
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fellow teachers, student parents and students (Graham et al., 2020). However, it
is difficult to find objective arguments why exactly such a distribution is based on
the teacher’s practical work experience in Lithuanian sample, because groups with
16-25 years of schoolteacher’s experience cannot be called inexperienced. Thus,
another assumption would be that the teacher’s work experience in the school is
not a key argument for self-efficacy in terms of maintaining positive discipline and
cooperating with colleagues and parents. Such an assumption is justified by the
result from our research that no significant differences were identified for other
self-efficacy sub-scales according to the years of work experience.

Characteristics of the perceived stress of teacher and differences between
perceived stress according to the teacher’s educational level, years of work
experience, age and gender

Our study revealed that the most teachers in the Lithuanian sample perceive a
moderate stress level in the school environment. Young teachers’ stress levels were
significantly higher in comparison to teachers over 65 years old who perceived
lower levels of stress. Kavita & Hassan (2018), in their study, highlighted that
teachers who have teaching experience between 11-15 years experienced more
stress, and teachers aged between 31-50 years experienced more stress compared
to the younger age group (20-30 years) and older age group (51-60 years). Thus,
the teacher’s age, as one factor, is not an argument in assessing the teacher’s per-
ceived stress level. However, by linking age and work experience as one, such a
complex factor could be evaluated as having an impact on the level of stress ex-
perienced by the teacher at school. This assumption is confirmed by the result of
our research, that perceived stress level is not significantly related to teacher work
experience.

Research findings in our study showed that perceived stress level is not signifi-
cantly related to the educational level of a teacher. Malik et al. (1991) provide
arguments that grade level taught, not the educational level of a teacher, has a
negative effect on teacher stress, whereas teaching experience did not account for a
significant portion of the variance in the dependent variable. These results suggest
that it might be beneficial to school administrators and others to focus more on
possibly strong effects of grade level taught on teacher stress, rather than concern-
ing themselves with alleviating the stress experienced by novice teachers. Teachers
with more experience (more than 30 years) had the lowest scores in emotional
exhaustion, which is related to perceived stress (Teles et al., 2020). The evidence
based on these studies allows us to say that the level of education of the teacher is
not an influencing factor on the experience of stress.
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Relationships between teachers’ professional burnout, self-efficacy and
perceived stress

Our study revealed that overall burnout has a significant correlation with self-effi-
cacy and stress among Lithuanian teachers. The crucial factor influencing burnout
is a lack of professional skills, resulting in teachers facing stressful situations more
often than teachers whose competencies are higher. Thus, it may be assumed that
it is not only competency itself but also “simply” the belief about competency
(self-efficacy) is helpful (Smetackova, 2017).

However, correlations between burnout and self-efficacy are positive, however
weak, in Lithuanian sample. This may reflect the tendency that the more effective
teachers are in teaching, cooperating, motivating students, and maintaining pos-
itive discipline, the more cynical they are; inadequate, but at the same time more
exhausted. Meanwhile Savas et al. (2015) found an inversely proportional result:
the correlation test between teacher self-efficacy scores and burnout scores of the
participants put forward a medium, negative and significant correlation between
these variables. This result indicates that the increase of participants’ scores in self
efficacy was accompanied with a significant decrease in burnout.

Our study revealed that overall burnout might be significantly related to perceived
helplessness and insufficiency of self-efficacy. It shows that teachers’ emotions and
the burnout, stress and self-efficacy are interrelated (Buri¢ et al., 2020).

6 Conclusions

This study adds to our understanding of socio-emotional professional being of
teachers in Lithuania in regard to professional burnout, self-efficacy and perceived
stress in the teaching profession.

The results showed the following tendencies regarding Lithuanian teachers’ pro-
fessional burnout, self-efficacy and perceived stress:

Lithuanian teachers’ age as an independent variable does not have a significant ef-
fect on the level of teacher experienced exhaustion. Yet, when the teacher’s age and
work experience are integrated and treated as one complex variable, it becomes
meaningful in explaining teacher exhaustion and professional burnout. This shows
that it is important to contextualize the quantitative variables in specific context,
and to interpret the correlations without breaking away from the particular con-
text by seeing it through specific educational system and educational institutions.
Lithuanian teachers’ self-efficacy is not related significantly to educational level
and age. However, work experience makes the difference in teacher’s self-eflicacy:
teachers who have more work experience tend to feel more effective in maintain-
ing positive discipline in the classroom when working with students, and collabo-
rate more effectively with fellow teachers and parents.
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Opverall, Lithuanian teachers perceive moderate level of stress. Stress level is related
to the teacher’s age: younger teachers perceive higher level stress than older teach-
ers. However, this relationship can be objectively explained only by connecting
the teacher’s age with their professional practical experience. Age itself, without
pedagogical experience, has no significance in explaining the perceived stress ex-
perienced by the teacher in the school environment.

Teacher powerlessness and perceived stress have significant positive relationships
with the components of professional burnout, cynicism, inadequacy and general
burnout. This shows the need in the education system and the school environment
to realize the importance of the socio-emotional health of the teacher. Therefore,
it is necessary to develop teachers’ socio-emotional competences, helping them to
strengthen their resistance to stress (resilience) and to develop social and profes-
sional flexibility, adaptability and other general/generic/core competences, which
create prerequisites for teachers to successfully navigate in the professional field
and effectively perform professional duties and obligations. It also prevents teach-
ers from leaving the profession early, or retiring early.

This study has empirical and practical implications: it is relevant to study the
problems of teachers’ professional burnoug, stress, self-efficacy in connection with
contextual qualitative variables and specifying the interrelationships between vari-
ables in order to identify specific problems and provide empirical evidence to solve
them. From a practical point of view, the results show that the socio-emotional
state of teachers should not be dismissed as an insignificant aspect. Therefore,
the school administration must make efforts to develop a positive school climate
which supports the socio-emotional state of the teacher. At the same time, the
school administration must pay greater attention to the development of teachers’
socio-emotional competences, without ignoring their importance in the teacher’s

professional life.

References

Abromaitiené, L. (2014). Pedagogy perdegimas: kq gali padaryti mokytojai ir mokyklos, neprasydami
valstybés paramos. Kaunas: Kauno technologijos universitetas. https://sc.bns.lt/view/item/173209
Agyapong, B, Obuobi-Donkor, G, Burback, L, & Wei, Y. (2022). Stress, Burnout, Anxiety and Depres-
sion among Teachers: A Scoping Review. International Journal of Environmental Research and Public

Health, 19(17), 10706. https://doi.org/10.3390/ijerph191710706.

Anderson, M. B. G., & Iwanicki, E. E (1984). Teacher Motivation and its Relationship to Burn-
out. Educational Administration Quarterly, 20(2), 109-132. DOI: https://doi.org/10.1177/00131
61X84020002007

Apuke, O. D. (2017). Quantitative research methods: a synopsis approach. Arabian Journal of Business
and Management Review (Kuwair Chapter), 6(10), 40-47. DOI:10.12816/0040336

Bandura, A. (2012). On the functional properties of perceived self-efficacy revisited. Journal of Manage-
ment, 38, 9-44. https://doi.org/10.1177/0149206311410606

doi.org/10.35468/6091-06

151



152

Vilma Zydzianaité and Ausra Rutkiené

Bargsted, M., Ramirez-Vielma, R., & Yeves, J. (2019). Professional self-efficacy and job satisfaction:
The mediator role of work design. Revista De Psicologia Del Trabajo y De Las Organizaciones, 35(3),
157-163. https://doi.org/10.5093/jwop2019a18

Bhandari, 2. (2023). What Is Quantitative Research? Definition, Uses & Methods. https:/[www.scribbr.
com/methodology/quantitative-research/

Byrne, B. M. (1991). Burnout: Investigating the impact of background variables for elementary, in-
termediate, secondary, and university educators. Zeaching and Teacher Education, 7(2), 197-209.
DOI: https://doi.org/10.1016/0742-051X(91)90027-M

Bulotaité, L., & Lepeskien¢, V. (2006). Mokytojy stresas ir jo jveikos strategijos. Pedagogika, 84,
48-52.  https://etalpykla.lituanistika.lt/object/LT-LDB-0001:].04-2006-1367165564315/].04~
2006-1367165564315.pdf

Burrell, N., & Gross, C. (2017). Quantitative research, purpose of. In 7he SAGE Encyclopedia of Com-
munication Research Methods, 4, 1378-1380. https://doi.org/10.4135/9781483381411

Buri¢, 1., Sliskovi¢, A., & Sori¢ I. (2020). Teachers’ Emotions and Self-Efficacy: A Test of Reciprocal
Relations. Frontiers in Psychology, 11, 1650. https://doi.org/10.3389/fpsyg.2020.01650

Can, S. (2015). Factors motivating teachers working at elementary and secondary schools. Pro-
cedia — Social and Bebavioral Sciences, 174(2015), 3087-3093. https://doi.org/10.1016/j.
sbspro.2015.01.1045

Choi, S. (2016). A study on the effects of social workers’ job characteristics on professional self-effi-
cacy. International Information Institute (Tokyo). Information, 19(12), 5787-5792. https://www.
proquest.com/scholarly-journals/study-on-effects-social-workers-job/docview/1898621446/se-2

Chudzicka-Czupata, A., Chrupata-Pniak, M., & Grabowski, D. (2014). Why may teachers become
cynical at work? Antecedents of organizational cynicism of Polish teachers-research report. 7he New
Educational Review, 38(4), 262-272. https://rebus.us.edu.pl/bitstream/20.500.12128/18312/1/
Chudzicka-Czupala_Why_may_teachers_become_cynical_at_work.pdf

Cohen, S., & Williamson, G. (1988). Perceived stress in a probability sample of the United States.
In S.Spacapan & S. Oskamp (Eds.). The Social Psychology of Health: Claremont Symposium on
Applied Social Psychology. Sage.

Cohen, S., Kamarck, T., & Mermelstein, R. (1983). A global measure of perceived stress. Journal of
Health and Social Behavior, 24, 386-396. https://doi.org/10.2307/2136404

de Jong, L., Meirink, J., & Admiraal, W. (2019). School-based teacher collaboration: Different
learning opportunities across various contexts. Teaching and Teacher Education, 86. https://doi.
org/10.1016/j.tate.2019.102925

Draper, J., Halliday, D., Jowett, S., Norman, I., Watson, R., Wilson- Barnett, J., Normand, Ch., &
O’Brien, K. (2004). NHS cadet schemes: student experience, commitment, job satisfaction and job
stress. Nurse Education Today, 24(3), 219-28. https://doi.org/10.1016/j.nedt.2003.12.008

Feldt, T., Rantanen, J., Hyvénen, K., Mikikangas, A., Huhtala, M., Pihlajasaari, P, & Kinnunen,
U. (2014). The 9-item Bergen Burnout Inventory: factorial validity across organizations and
measurements of longitudinal data. /ndian Health, 52(2), 102—112. https://doi.org/10.2486/in-
dhealth.2013-0059

Friedman, I. A. (2003). Self-efficacy and burnout in teaching: The importance of interpersonal-relations
efficacy. Social Psychology of Education, 6, 191-215. https://doi.org/10.1023/A:1024723124467

Frost, J. (2023). Cronbach’s Alpha: Definition, Calculations & Example. https://statisticsbyjim.com/
basics

Gedviliené, G., & Didziuliené, R. (2020). Mokytojy profesinio perdegimo ir profesinio pasitenkinimo
saveika. Pedagogika, 137(1), 66-82. https://doi.org/10.15823/p.2020.137.4

Graham, L. J., White, S. L. J., Cologon, K., & Pianta, R. C. (2020). Do teachers’ years of experience
make a difference in the quality of teaching? Teaching and Teacher Education, 96, 1-10. https://doi.
org/10.1016/j.tate.2020.103190

Grayson, J. L., & Alvarez, H. K. (2008). School climate factors relating to teacher burnout: A me-
diator model. Zeaching and Teacher Education, 24(5),1349-1363. https://doi.org/10.1016/j.
tate.2007.06.005

doi.org/10.35468/6091-06



Professional Burnout and its Relation to Self-Efficacy and Perceived Stress

Judge, T. A., Hulin, C. L., & Dalal, R. S. (2012). Job satisfaction and job affect. In S. W. J. Kozlowski
(Ed.). The Oxford Handbook of Organizational Psychology, 1, 496-525. Oxford University Press.
hteps://doi.org/10.1093/0xfordhb/9780199928309.013.0015

Judge, T. A., Jackson, C. L., Shaw, J. C., Scott, B. A., & Rich, B. L. (2007). Self-efficacy and work-
related performance: The integral role of individual differences. Journal of Applied Psychology, 92,
107-127. https://doi.org/ 10.1037/0021-9010.92.1.107

Judge, T. A., Locke, E. A., & Durham, C. C. (1997). The dispositional causes of job satisfaction:
A core evaluations approach. Research in Organizational Behavior, 19, 151-188. https://doi.
org/10.1037/0021-9010.83.1.17

Kalvaitis, A. (2016). Ar Lietuvos mokytojams vis dar reikia tobulinti kvalifikacija? Acta Pedagogica
Vilnensia, 37, 35-44. 10.15388/ActPaed.2016.37.10464

Kavaliauskiené V., & Bal¢itinaité R. (2014). Profesinis perdegimas ir jo raiSka socialinio darbo perfesi-
onalizacijos kontekste, 77ltai, 4, 17-35. http://dx.doi.org/10.15181/tbb.v68i4.947

Kavita, K., & Hassan, N. C. (2018). Work Stress among Teachers: A Comparison between Primary
and Secondary School Teachers. International Journal of Academic Research in Progressive Education
and Development, 7(4), 60-66. https://doi.org/10.6007/IJARPED/v7-i4/4802

Lau, P.S.Y, Yuen, M. T., & Chan, R. M. C. (2005). Do demographic characteristics make a difference
to burnout among Hong Kong secondary school teachers? Social Indicators Research, 71, 491-516.
hteps://doi.org/10.1007/s11205-004-8033-2

Malik, J. E, Mueller, R. O., & Meinke, D. L. (1991). The effects of teaching experience and grade level
taught on teacher stress: A LISREL analysis. Teaching and Teacher Education, 7(1), 57—62. https://
doi.org/10.1016/0742-051X(91)90057-V

Martinkiené, J., Giedraitis, A., & Vaik$noras, M. (2016). The possibilities for elimination of the de-
terminants of employee turnover in the business company. Journal of Management, 28(1), 53-60.
heeps://www.lituanistika.lt/content/67639

Martisauskiené, E. (2016). Mokytojas kaip esminis mokymosi kokybés veiksnys: asmeniniy priemoniy
plotmé. Acta Pedagogica Vilnensia, 36, 87-98. https://doi.org/10.15388/ActPaed.2016.36.10074

Maslach, C., Jackson, S., & Leiter, M. (1996) MBI: Maslach Burnout Inventory manual. Consulting
Psychologist Press.

Maslach, C., & Leiter, M. P. (1997). The Truth About Burnout. How Organizations Cause Personal Stress
and What To Do About It. Jossey-Bass.

Maslach, C., & Leiter, M. (1999). Teacher Burnout: A Research Agenda. In R. Vandenberghe, & A.
M. Huberman (Eds.). Understanding and Preventing Teacher Burnout: A Source Book of International
Research and Practice. (pp. 295-303). Cambridge University Press.

Maslach, C. (2003). Job Burnout: New Directions in Research and Intervention. Current Directions in
Psychological Science, 12(5), 189-192. https://doi.org/10.1111/1467-8721.01258

Maslach, C., & Jackson, S. E. (1981). The measurement of experienced burnout. Journal of Occupati-
onal Behavior, 22, 99-114. http://dx.doi.org/10.1002/job.4030020205

Merkys, G., & Bubeliené, D. (2013). Profesionio perdegimo jveika ir hobis, Acta Pedagogica Vilnensia,
31, 110-125. 10.15388/ActPaed.2013.31.2511

Mijakoski, D., Cheptea, D., Marca, S. C., Shoman, Y., Caglayan, C., Bugge, M. D., Gnesi, M., God-
deris, L., Kiran, S., McElvenny, D. M., Mediouni, Z., Mesot, O., Minov, J., Nena, E., Otelea, M.,
Pranjic, N., Mehlum, L. S., van der Molen, H. E, & Canu, I. G. (2022). Determinants of Burnout
among Teachers: A Systematic Review of Longitudinal Studies. International Journal Environmental
Research and Public Health, 19(9):5776. https://doi.org/10.3390/ijerph19095776

Mota, A. I., & Rad, J. A. (2023). Burnout experience among Iranian teachers during the COVID-19
pandemic. Higher Education Studies, 13(1), 50-59. https://doi.org/10.5539/hes.v13n1p50

Noor, N. M., & Zainuddin, M. (2011). Emotional labor and burnout among female teachers:
Work—family conflict as mediator. Asian Journal of Social Psychology, 14(4), 283-293. https://doi.
org/10.1111/j.1467-839X.2011.01349.x

doi.org/10.35468/6091-06

153



154

Vilma Zydzianaité and Ausra Rutkiené

Nwoko, J. C., Emeto, T. L., Malau-Aduli, A. E. O., & Malau-Aduli, B. S. A (2023). Systematic
Review of the Factors That Influence Teachers’ Occupational Wellbeing. Inzernational Journal of
Environmental Research on Public Health, 20(12), 6070. https://doi.org/10.3390/ijerph20126070.

Pociaté B. (2010). Leono Jovaisos indélis j profesinio orientavimo tyrimus ir praktika. Acta Pedagogica
Vilensia, 25, 43-56. https://www.zurnalai.vu.lt/acta-paedagogica-vilnensia

Rackauskaité, R. (2010). Pedagogy, dirbanciy su sutrikusio intelekto vaikais, profesinio perdegimo raiska.
Bakalauro baigiamasis darbas. Siauliy universitetas.

Rey, L., Extremera, N. & Pena, M. (2012). Burnout and work engagement in teachers: Are sex and
level taught important? Ansiedad y Estrés, 18(2-3), 119-129.

Russel, D. W., Altmaier, E., & van Velzen, D. (1987). Job-Related Stress, Social Support, and Burn-
out Among Classroom Teachers. Journal of Applied Psychology, 72(2), 269-274. https://doi.
org/10.1037/0021-9010.72.2.269

Salmela-Aro, K., Rantanen, J., Hyvénen, K., Tilleman, K., & Feldt, T. (2011). Bergen Burnout Inven-
tory: reliability and validity among Finnish and Estonian managers. International Archives of Occu-
pational and Environmental Health, 84(6), 635-645. https://doi.org/10.1007/s00420-010-0594-3

Savag, A. C., Bozgeyik, Y., & Eser, I. (2014). A study on the relationship between teacher self efficacy
and burnout. European Journal of Educational Research, 3(4), 159-166. https://files.eric.ed.gov/
fulltext/EJ 1085997 .pdf

Smetackova, I. (2017). Self-efficacy and burnout syndrome among teachers. 7he European Journal of
Social and Behavioural Sciences, 20, 2476-2488. http://dx.doi.org/10.15405/ejsbs.219

Stockus, A. (2014). Kano kultiros mokytojy profesinio perdegimo prevencija ir redukavimas: ugdo-
mojo projekto rezultatai, 77ltai, 66(1), 151-168. https://doi.org/10.15181/tbb.v66i1.784

Skaalvik, E. M., & 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

Sleegers, P. (1999). Professional identity, school reform, and burnout: Some reflections on teacher
burnout. In R. Vandenberghe & A. M. Huberman (Eds.) Understanding and Preventing Teacher
Burnout: A Source Book of International Research and Practice. (pp. 227-255). Cambridge University
Press.

Sedziuviené, N. (2005). Kolegijy pedagogy individualaus profesinio tapsmo edukaciniai pagrindai. Dak-
taro disertacija, Socialiniai mokslai, edukologija. Siauliy universitetas.

Teles, R., Valle, A., Rodriguez, S., Pifeiro, L., & Regueiro, B. (2020). Perceived Stress and Indicators
of Burnout in Teachers at Portuguese Higher Education Institutions (HEI). International Journal
of Environmental Research in Public Health, 17(9), 3248. https://doi.org/10.3390/ijerph17093248

Trakselys, K., & Martifauskiné, D. (2013). Pedagogo profesionalizacijos aspektai modernioje
visuomenéje, 7Tiltai 2, 145-161. https://core.ac.uk/download/pdf/233178793.pdf

Tschannen-Moran, M., & Woolfolk Hoy, A. (2001). Teacher Efficacy: Capturing an Elusive
Construct. Teaching and Teacher Education, 17, 783-805. http://dx.doi.org/10.1016/S0742-
051X(01)00036-1

Ventura, M., Salanova, M., & Llorens, S. (2015). Professional self-efficacy as a predictor of burnout
and engagement: the role of challenge and hindrance demands. 7he Journal of Psychology, 149(3),
277-302. https://doi.org/10.1080/00223980.2013.876380

Verhoef, M. J., & Casebeer, A. L. (1997). Broadening horizons: Integrating quantitative and qualitative
research. Canadian Journal of Infectious Diseases, 8(2), 65-66. https://doi.org/10.1155/1997/349145.

Vollmer, H. (1998). I am feeling exhausted. Burnout syndrome. (pp. 10-21). Wien: Ueberreuter.

Zelgiené, J. (2015). Kauno miesto vidurinio ugdymo mokykly mokytojy profesinis perdegimas ir sqsajos su
psichosocialiniais veiksniais darbe. Magistro darbas. Lietuvos sveikatos moksly, universitetas. hteps://
hdl.handle.net/20.500.12512/103011

doi.org/10.35468/6091-06



Professional Burnout and its Relation to Self-Efficacy and Perceived Stress

Authors

Zydziunaite, Vilma is the Director of the Educational Research Institute and
Senior Researcher at this Institute, and Professor of the Department of Education
Management and Policy at the Education Academy, Vytautas Magnus University.
She has a PhD in Social Sciences, Education (Kaunas University of Technology,
Lithuania) and in Health sciences, Nursing (Tampere University, Finland). She is
a Habilitated Doctor of Social sciences, Education. The essential field of research
is focused on the phenomena of leadership, professional identity and working in a
team, and on the methodology of social and health research, giving preference to
qualitative research. ORCID-ID 0000-0002-4455-9653.

Contact: vilma.zydziunaite@vdu.lt

Rutkiene, Ausra is a social scientist, Professor of education, Head of the Depart-
ment of Education Management and Politics at the Education Academy, Vytautas
Magnus University. She is an expert teacher of mathematics in Jonas Jablonskis’
gymnasium in Kaunas, Lithuania. Her main field of scientific research is related
to statistical decisions in social research. She works in many projects where she
performs the roles of quantitative research consultant and researcher.
ORCID-ID 0000-0002-4455-9653.

Contact: ausra.rutkiene@vdu.lt

doi.org/10.35468/6091-06

155



	Vilma Žydžiūnaitė and Aušra Rutkienė: Professional Burnout and its Relation to Self-Efficacy and Perceived Stress: The Case of Lithuanian Teachers

