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Abstract
The present study investigated the role of key classroom management factors (i.e., teachers’
emotions and discipline styles) in the relationship between teachers’ social-emotional skills and
three outcomes: teacher burnout, student-teacher relationships, and student behaviour.
Participants consisted of 123 Canadian elementary school teachers (Mage = 38, 81% female) who
completed an online self-report survey. A mediational path analysis revealed that higher levels of
social-emotional competence were significantly related to more positive emotions (8 = .677, p <
.001) and more authoritative discipline styles (8 = .645, p <.001) among teachers. Furthermore,
teachers’ emotions fully mediated the relationships between social-emotional competence and
burnout (5 =-.330, p <.001), and partially mediated between social-emotional competence and
student-teacher relationships (8 = .174, p =.005). Teachers’ discipline styles fully mediated the
relationship between social-emotional competence and student behaviour (5 =.294, p =.001).
These results indicate that classroom management may play an important role in facilitating the
effects of teachers’ social-emotional competence. Implications for social-emotional learning
related trainings and programs for teachers are discussed.
Keywords: social-emotional learning, teachers, classroom management, burnout, student-teacher

relationships, student behaviour.
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Résume
La présente étude a examing le rdle des principaux facteurs de gestion de la classe (c'est-a-dire
les émotions des enseignants et les styles de discipline) dans la relation entre les compétences
socio-émotionnelles des enseignants et trois résultats : L'épuisement professionnel des
enseignants, les relations éléeves-enseignants et le comportement des éléves. Les participants
étaient 123 enseignants canadiens d'école primaire (moyenne = 38, 81 % de femmes) qui ont
répondu a une enquéte d'auto-évaluation en ligne. Une analyse des voies de médiation a révélé
que des niveaux plus élevés de compétences socio-émotionnelles étaient significativement liés a
des émotions plus positives (B =.566, p <.001) et a des styles de discipline plus autoritaires (f =
424, p <.001) chez les enseignants. En outre, les émotions des enseignants ont entiérement
médiatisé la relation entre la compétences socio-émotionnelles et I'épuisement professionnel (3
=-.318, p <.001), et partiellement médiatisé la compétences socio-émotionnelles et les relations
éleves-enseignants (5 =.195, p =.005). Les styles de discipline des enseignants ont entiérement
médiatisé la relation entre la compétences socio-émotionnelles et le comportement des éléves (5
=.196, p =.001). Les résultats indiquent que la gestion de la classe peut jouer un réle important
dans I'impact des compétences socio-émotionnelles des enseignants. Les implications pour les
formations et les programmes liés & la compétence socio-émotionnelle des enseignants sont
discutées.
Mots-clés: apprentissage socio-émotionnel, enseignants, gestion de classe, épuisement

professionnel, relations éléves-enseignants, comportement des éléves.
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Introduction

Both researchers and professionals within the fields of education and psychology have
been working to promote social and emotional learning (SEL) for students and youth for a
number of years. This effort is prompted by various research that demonstrates how SEL can
lead to positive benefits for students, including higher academic performance, better social
outcomes, and better mental well-being (Durlak et al., 2011). While the majority of literature on
SEL has focused on outcomes related to students’ social-emotional skills, a few studies have
begun to explore SEL outcomes in relation to teachers as well (e.g., Fitzgerald et al., 2022; Kim
et al., 2021; Oliveira et al., 2021). However, this area is still underdeveloped and there is much
left to be understood. In particular, there has yet to be an investigation into potential mechanisms
through which teachers’ social-emotional competence (SEC) may have an impact on student and
teacher outcomes. The present study seeks to examine the potential roles of classroom
management factors in the relationship between teachers’ SEC and important outcomes for
teachers, students, and the classroom. First, this paper will present an overview of SEL and how
important classroom outcomes are related to social-emotional competencies (SECs) of teachers.
Then, classroom management will be discussed as well as why key factors of classroom
management may mediate between teachers” SEC and classroom outcomes.

Literature Review

Social and Emotional Learning

Beyond the academic skills and knowledge that are emphasized in schools, there are
various ‘life skills’ which are crucial for navigating different day-to-day situations. Social and
emotional learning (SEL) is a framework that outlines the development of various social and

emotional skills (Collaborative for Academic, Social, and Emotional Learning; CASEL, 2020),
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which are crucial in leading a healthy and functional life (Greenberg et al., 2017). There are five
core social and emotional competencies within the SEL framework: self-awareness, self-
management, social awareness, relationship skills, and responsible decision-making (CASEL,
2020). Further descriptions of each competency within the CASEL framework (2020) are as
follows:

Self-awareness describes how an individual understands and identifies their emotions,
thoughts, and values, as well as how they are connected to each other and to their behaviours.
Self-management describes skills that contribute to self-discipline and to the ability to manage
emotions, thoughts, and behaviors. Social awareness involves competency in perspective-taking,
empathy, and identifying social norms. Relationship skills cover competencies in effective
communication, conflict resolution, and developing and maintaining positive relationships. And
lastly, responsible decision making involves anticipating consequences of actions and using
contextual information to make reasonable and caring choices.

The level of one’s development in these skills makes up their overall SEC, and research
has consistently demonstrated positive outcomes for students associated with their SEC. For
example, a meta-analysis of 213 SEL programs found that the implementation of these programs
in schools resulted in significant improvements in academic achievement, social relationships,
behaviours, and mental well-being (Durlak et al., 2011). However, literature examining the SEC
of teachers and associated outcomes has been less thoroughly researched. As teachers are
integral to the school environment and to the development of students” SEC (Jennings &
Greenberg, 2009; Konishi et al., 2022; Poulou & Denham, 2022), it is important to include them
in research and in efforts to promote SEL. Furthermore, based on the strong evidence of benefits

for students, it is important to examine how SEL may benefit teachers themselves.



SOCIAL-EMOTIONAL COMPETENCE AND CLASSROOM MANAGEMENT

SEL and Teachers

As SEL encompasses skills that are crucial at every stage of life, it is important not to
overlook the value of promoting SEL for adults, not just children and youth. Teachers are a
population that might especially benefit from SEL as their jobs are highly social in nature and
require substantial emotional labour (Néaring et al., 2012). However, even among the SEL
research that includes teachers, much of it is still centered around the social-emotional
development of students. For instance, while some studies have examined teachers’ abilities and
attitudes towards facilitating SEL (e.g., Brackett et al., 2011, Collie et al., 2015, Ee & Cheng,
2013), the aim of this research was to further the understanding of how to improve SEL
implementation for students, not for teachers.

However, there has been some recent examination of the outcomes of teachers’ own
social-emotional competence. For example, a meta-analysis of 13 studies examining the impact
of SEL on teachers’ burnout levels found that SEL interventions for teachers significantly
reduced two of the main burnout symptoms: emotional exhaustion and depersonalization
(Oliveira et al., 2021). Similarly, a recent mixed method study found that the implementation of
an SEL program for teachers led to significantly less emotional exhaustion (Kim et al., 2021).
These findings are important as burnout is highly prevalent among teachers (Agyapong et al.,
2022) and can lead to various negative outcomes, such as poorer mental and physical health
(Hakanen et al., 2006), and increased intention to leave the profession (Leung & Lee, 2006).
These findings are also in line with the SEL framework, as SEC involves the development of
skills that support individuals in the management of negative emotions and stressors (CASEL,
2020), which are thought to be major contributors to experiences of burnout (Maslach & Leiter,

2016).
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While less studied, researchers have also suggested that teachers” SEC may influence
student-teacher relationships. Jennings and Greenberg (2009) outline a theoretical model of a
prosocial classroom and discuss various factors that may be influential for maintaining a positive
learning environment for students and teachers. In this model, teachers’ SEC is highlighted as an
important factor for student-teacher relationships as teachers with further developed social-
emotional skills may be better equipped to navigate the emotions and social needs of various
students. Although limited, there is some empirical evidence that supports this. For instance, a
recent study found that the implementation of an SEL-based program resulted in higher levels of
teachers’ SEC as well as in significantly less student-teacher conflict (Fitzgerald et al., 2022).
Furthermore, based on the findings of their study, Sandilos et al. (2023) suggest that an SEL
intervention program for teachers may help maintain positive interactions between students and
teachers. There is also evidence that childcare workers who have higher emotional competence
also have closer relationships with the children under their care (Garner et al., 2019). As SEL
encompasses skills in social awareness, relationship skills, and emotion management (CASEL,
2020), the notion that greater levels of SEC among teachers would result in more positive
student-teacher relationships is in line with the SEL framework. Student-teacher relationships are
an important part of school climate (Konishi et al., 2022) and have many implications including
students’ self-expectations and academic trajectories, and the mental wellbeing of both students
and teachers (Jussim & Harber, 2005; McHugh et al., 2013; Rucinski et al., 2018; Split et al.,
2011), thus this area of research is crucial to examine further.

Another important classroom outcome that may be implicated by teachers’ SEC is the
behaviour of students. In their model of the prosocial classroom, Jennings & Greenberg (2009)

describe how teachers who have developed social and emotional skills can more effectively
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establish a positive classroom environment. Part of this includes setting and maintaining
behavioural expectations, and encouraging respect, cooperation, and other prosocial behaviours
and classroom interactions (Jennings et al., 2017). While there may be a strong theoretical
argument for the relationship between teachers’ SEC and student behaviour, there is an
unfortunate lack of empirical evidence to directly support it. However, there is evidence that
teachers’ emotional intelligence is related to less behavioural difficulties in students (Nizielski et
al., 2012; Poulou, 2017). Emotional intelligence, while different, can be considered adjacent to
SEL, as it includes some similar components such as the recognition, understanding, and
management of emotions (Brackett & Katulak, 2006). Therefore, in the absence of literature
specifically examining SEL and student behaviour, these findings do point in a positive
direction. Furthermore, due to key SEL competencies including relationship skills, social
awareness, and decision-making skills (CASEL, 2020), it would be consistent with the SEL
framework that social-emotional competencies of teachers would influence the behaviour of
students.

The aforementioned evidence demonstrates an optimistic direction with regard to positive
outcomes of SEL for teachers. However, there is still much left to explore and understand
regarding how teachers” SEC may impact themselves, their students, and their classrooms. In
particular, there is a gap in investigating the mechanisms through which teachers’ SEL skills lead
to positive benefits. One area that should explored with regard to this topic is the role of specific
teaching skills. For instance, while some have speculated that SEL may enhance teachers'
classroom management abilities (Jennings & Greenberg, 2009; Oliveira et al., 2021), there has
yet to be a study that specifically examines this. In turn, classroom management, as an integral

part of teaching and important factor of various classroom outcomes (Djigic & Stojiljkovic,
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2011; Jennings & Greenberg, 2009), has the potential to facilitate various positive effects of SEL

for students, teachers, and the classroom climate.

Classroom Management

Practices that teachers engage in to ensure that their classrooms are suitable learning
environments for their students are what define classroom management (Brophy, 2006; Evertson
& Weinstein, 2006). In other words, teachers are responsible for maintaining the discipline,
order, safety, and social environment of the classroom, on top of teaching academic lessons.

Classroom management can be further operationalized into two facets: preventative
management and reactive management (Froyen & lverson, 1999; Lane et al., 2011). Preventative
management includes covenant management, which encompasses the management of social
dynamics and relationships in the classroom. The social-emotional development of teachers may
be particularly important for covenant management as it involves having the social awareness
and relationship skills to manage the social aspects of a classroom. Reactive management, on the
other hand, consists mainly of disciplinary actions (i.e., conduct management), in reaction to
unwanted student behaviour. This includes the constant evaluation of student behaviour as well
as redirecting students’ actions and attention to a more appropriate focus. Both preventative and
reactive management are instrumental to maintaining an appropriate learning environment for
students.
Preventative Management and Teachers’ Emotions

While discipline may be the first thing that many people think of with regard to
classroom management, it is critical not to discount the importance of creating a suitable social
classroom environment. The goal of preventative management is to maintain the environment of

the classroom in a way that prevents any issues that may interfere with successful learning for
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students. Covenant management is an important component of preventative management as it
describes the creation and maintenance of the social environment in classrooms (Froyen &
Iverson, 1999). The social climate of a classroom is important for both students and teachers as it
is related with student academic achievement and mental wellbeing (Wang et al., 2020), as well
as the wellbeing and job satisfaction of teachers (Virtanen et al., 2019). Clearly, a key part of
creating a positive and suitable learning environment includes maintaining the social climate.

In consideration of covenant management, it is important for teachers to be aware of the
manner in which they interact with their students. One factor that may be very influential for the
social environment of classrooms are teachers’ emotions. Indeed, it has been suggested that
teachers’ emotions are a critical factor in classroom management due to transmission effects and
how emotions can influence behaviour (Frenzel et al., 2021; Frenzel et al., 2023). Emotions are
highly important at an interpersonal level, as research on emotional contagion and emotion
transmission demonstrates that the emotions of one person can influence how another person
feels (Elfenbein, 2014, Parkinson, 2011). For instance, a teacher who expresses anger frequently
may find that their students become angry in return, whereas showing more positive emotions
may result in students displaying positive emotions as well. This is key as emotions are an
integral part of social climates (Allodi, 2010; Derakhshan et al., 2022; Erdil & Ertosun, 2011).
Even among online classrooms, teachers report that promoting positive emotions is important in
creating a suitable learning environment (Wang et al., 2021).

Therefore, the emotions that teachers experience while teaching may be quite influential
in creating and maintaining the social climate of the classroom. Due to the aforementioned
evidence supporting the influential power of teachers’ classroom-related emotions, the current

study examined teachers’ emotions as a key factor of classroom management.
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Reactive Management and Discipline Styles

Alongside managing the social environment of the classroom, it is also important to
manage students’ behaviours and actions. The goal of reactive management is to respond
appropriately to various situations in the classroom to maintain order (Froyen & lverson, 1999).
As disciplinary practices are the main component of reactive classroom management, the way in
which teachers discipline their students is a crucial component in how they manage their
classrooms.

In a study of elementary students’ perspectives on teachers’ discipline styles, Lewis
(2001) discovered that students generally report that teachers either use coercive- or relationship-
oriented discipline strategies. Teachers who were deemed coercive-oriented depended mainly on
punishment and yelling to discipline their students whereas teachers who were relationship-
oriented engaged in discussions with their students, recognized appropriate behaviour, used
hinting to redirect misbehaviour, and only used appropriate punishment when necessary.
Relationship-oriented discipline styles were associated with higher levels of responsibility
among students and lower levels of distractibility. Furthermore, Roache and Lewis (2011) found
that discussion and hinting (i.e., strategies aligning with relationship-oriented discipline) were
positively associated with students’ sense of school connectedness, whereas aggression was
negatively associated with school connectedness. Overall, research appears to suggest that
discipline styles that are more authoritative, (i.e., relationship-oriented) rather than authoritarian
(i.e., aggressive and strict), are associated with more positive outcomes for students including
better academic engagement and social competency (Uibu & Kikas, 2014; Walker, 2009). This
research demonstrates that it is not simply the presence of discipline in a classroom that is

important, but the method and style of discipline which is critical. In light of the importance of
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discipline strategies in managing a classroom, the current research examined discipline style as a

key factor of classroom management.

Classroom Management and Social-Emotional Competence

Teaching involves many tasks that are highly social and emotional in nature, and
classroom management is no exception. Classroom management is argued to be strongly
connected with the social-emotional development of teachers, as it involves skills such as
understanding social contexts, making responsible decisions, and managing behaviors and
emotions (Jennings & Greenberg, 2009). While not directly studied, there is some empirical
evidence that supports this notion. For instance, one study found that teachers with more
developed emotional skills were more likely to be effective in classroom management (Valente
et al., 2019). This research is supported by other findings that emotional intelligence is related to
classroom management skills (Kanbur & Kirikkaleli, 2023; Valente et al., 2020). More
specifically, this paper considers teachers’ emotions and discipline styles as key factors of
classroom management, both of which appear to be related to social-emotional development.

Emotions, in particular, are central to the SEL framework as emotional development
involves understanding, recognizing, and managing one’s own emotions as well as being aware
and considerate of the emotions of others (CASEL, 2020). Therefore, it is likely that teachers
with higher SEC are better able to manage their emotions, which may manifest as feeling more
positive emotions with regards to teaching. Empirical evidence supports this assumption as
Maior and colleagues (2020) found that higher levels of social and emotional competencies in
teachers predicted less emotional exhaustion, which is caused primarily by persistent negative
emotions (Seidler et al., 2014). Unfortunately, literature on the impacts of SEL on teachers’

emotions is somewhat limited. However, research does demonstrate that SEL broadly impacts
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emotional experiences in a positive way. Specifically, research consistently finds that SEL
programs and facilitation result in a decrease of emotional distress, and an increase in positive
attitudes and emotions among students and youth (Greenberg et al., 2017; Mahoney, et al., 2018;
Merrell et al., 2008; Payton et al., 2008). Therefore, while there has yet to be a study that
specifically examines how social-emotional competence may influence teachers’ classroom
emotions, there is strong evidence that SEL generally promotes positive affectivity.

Teachers’ discipline styles are also likely to be influenced by their social-emotional
competence. As previously discussed, authoritative discipline styles, characterized by using
strategies that are firm, fair and relationship-oriented, have been associated with more desirable
outcomes for students (Bassett & Synder, 2013; Walker, 2009). SEL competencies such as social
awareness and relationship skills may be foundational in this discipline style, as they involve
important skills including effective communication, problem solving and constructive conflict
resolution (CASEL, 2020). These skills are also involved in authoritative discipline strategies
(Uibu & Kikas, 2014); thus, it is possible that teachers with higher SEC would be more likely to
use this manner of discipline. There is a lack of empirical studies that specifically investigate the
association between teachers’ SEC and discipline styles, but there is related evidence that
supports the connection between them. For instance, one study found that teachers with higher
emotional intelligence use more constructive discipline strategies to manage conflict with
students (Jeloudar et al., 2011). This may indicate that teachers who are better able to manage
their own emotions, as well as understand their students’ emotions, are more likely to choose
more authoritative discipline strategies. Furthermore, it has been suggested that SEL is
instrumental in effective conflict resolution (Jones, 2004), which is an important component of

classroom discipline (Morris-Rothschild & Brassard 2006). Therefore, while it has not yet been
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investigated empirically, it is likely that teachers’ discipline practices are related to their SEL
competencies.

The previous literature outlines compelling evidence that the social-emotional
competence of teachers may be influential for teachers’ emotions and discipline styles, both of
which are key components to classroom management (Lewis, 2001; Sutton et al., 2009). This is
important to further explore as classroom management is a critical part of building and
maintaining a positive and appropriate learning environment (Djigic & Stojiljkovic, 2011;
Jennings & Greenberg, 2009) and may impact various classroom outcomes (Korpershoek et al.,
2016; Oliver et al., 2011; Ozdemir, 2007).

Shared Outcomes of Classroom Management Factors and Teachers’ SEC

The aforementioned connection between teachers” SEC and their emotions and discipline
styles is especially interesting when considering that they appear to share multiple outcomes. In
particular, the existing literature on teachers’ SEC points to a few key outcomes including less
teacher burnout (Kim et al., 2021; Oliveira et al., 2021), more positive student-teacher
relationships (Fitgerald et al., 2022; Sandilos et al., 2023), and more positive student behaviour
(Nizielski et al., 2012; Poulou, 2017), as previously discussed. Importantly, there is also
evidence that these outcomes are related to factors of classroom management.

For instance, research indicates that higher classroom management efficacy is related to
lower levels of burnout (Aloe et al., 2014). This suggests that teachers may be able to prevent or
lessen their experiences of burnout through effective classroom management. Teachers’
classroom emotions may be an especially important factor of classroom management in reducing
or preventing burnout, due to emotional exhaustion being a core component of burnout (Seidler

et al., 2014). Research indicates that negative emotions, such as anger, can lead to emotional
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exhaustion (Keller et al., 2014; Carson, 2006), thus, feeling positive emotions in association with
teaching may help protect teachers against burnout. Indeed, one study found that enthusiasm
among teachers was negatively associated with burnout (Kunter et al., 2011). Further support for
the connection between teachers’ classroom emotions and burnout comes from literature on
workplace emotions in general, which consistently demonstrates that feeling positive emotions
(e.g., enjoyment) while at work is connected with reduced experiences of burnout (Correa et al.,
2019; Lee et al., 2021; Plester & Hutchison, 2016). Therefore, while it has not been specifically
examined among teachers, there is evidence that points to emotions being a critical factor of
burnout.

As emotions are key in social interactions (Elfenbein, 2014; Parkinson, 2011), it is also
likely that teachers’ classroom emotions are important in establishing and maintaining positive
student-teacher relationships. Research examining the relationship between teacher emotions
and student-teacher relationships has found that higher levels of positive emotions and lower
levels of negative emotions were related to stronger relationships between students and their
teachers (Goetz et al., 2021). As previously mentioned, it is likely that teachers’ emotions
influence those of students through emotional contagion (Parkinson, 2011), which may impact
the quality of student-teacher relationships. For instance, Karabay (2017) found that teachers’
positive emotions were associated with more positive relationships between students and
teachers. The power of emotions seems to be something that teachers are aware of themselves, as
many report trying to manage negative emotions and enhance positive emotions as they believe it
helps them maintain interpersonal relationships (Sutton & Harper, 2009; Sutton & Knight,
2006b). Teachers’ discipline styles have also been found to be associated with how positive

student teacher relationships are. Specifically, more positive or authoritative styles of discipline
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are related to more positive student perceptions of their teachers (De Jong et al., 2014). Since
authoritative discipline styles are characterized by high levels of warmth and place value of
student-teacher interactions (Uibu & Kikas, 2014; Walker, 2008), it is perhaps unsurprising that
such style of discipline would promote more positive student-teacher relationships. Taken
together, the evidence in the literature suggests that both teachers’ discipline style and classroom
emotions are important factors in building quality student-teacher relationships.

One of the most common challenges for teachers is dealing with unwanted student
behaviour (Demir, 2009; Pane, 2010). Behaviour that may be unwelcome includes disruptive
behavior in the classroom such as speaking out of turn and wandering around the classroom at
inappropriate times (Briesch et al., 2015; Postholm, 2013; Sun & Shek, 2012). Not only is
disruptive behavior a burden for teachers, but it has negative effects for other students as it
disrupts the learning environment (Sun & Shek, 2012). Classroom management is thought to be a
crucial component in understanding the behavior of students (Oliver et al., 2011; Wills et al.,
2019;). Further, as conduct management is a main component of overall classroom management
(Froyen & Everson, 1999), it can be assumed that one of the main goals in managing a classroom
is to quelle challenging behavior and encourage more appropriate behaviors among students.
Empirical evidence supports the importance of classroom management as studies show that
higher perceived self-efficacy in classroom management is related to less disruptive student
behavior (Lopes et al., 2017). Furthermore, the style of discipline that teachers engage in may
impact student behavior differentially. For instance, Lewis (2001) found that authoritative
discipline styles were associated with less challenging student behavior. Furthermore, aggressive

discipline styles are associated with more disruptive student behavior (Lewis et al., 2005). Taken
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together, this suggests that discipline styles that are more relationship-oriented and less
aggressive may be more beneficial in reducing incidents of unwanted student behavior.

The previous evidence suggests that classroom management and teachers” SEC may be
directly related as well as share multiple common outcomes. However, there has yet to be an
exploration as to how all of these variables fit together. It is important to further investigate these
relationships to better understand the roles that teachers’ SEC and classroom management play
for these important student and teacher outcomes.

Teachers’ Emotions and Discipline Styles as Mediators

The previous evidence that burnout, student-teacher relationships, and student behaviour
are influenced by teachers’ emotions and discipline styles alongside teachers’ SEC indicates
further need to investigate the relationships between all of these variables. The importance of
considering these relationships amplifies when also considering the evidence that teacher’s
emotions and discipline styles are also influenced by teachers’ SEC. Together, this points to the
potential for emotions and discipline styles of teachers to mediate the relationships between
teachers’ SEC and the aforementioned classroom outcomes. In other words, it is possible that
teachers’ social-emotional skills have indirect impacts on burnout, student-teacher relationships,
and student-behaviour through the impact it has on teachers’ emotions and discipline styles. This
has not yet been investigated empirically; however, Jennings and Greenberg (2009) posit a
model that is similar in that classroom management acts as a conduit for the effects of SEL onto
the classroom environment. It is important to examine the potential roles of teachers’ emotions
and discipline styles as mediators between their social-emotional skills and classroom outcomes

as this will further the understanding of how and why teachers’ SEC may impact the classroom.
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The Present Study

Existing literature on the potential benefits of teachers’ social-emotional competence
(SEC) is optimistic yet understudied. As previously discussed, there is some evidence that
teachers’ SEC may be important in reducing burnout, building positive student-teacher
relationships, and encouraging more positive student behaviour. Key classroom management
factors of emotions and discipline styles have the potential to mediate these relationships as they
share these outcomes and may also be influenced by teachers’ SEC. However, there has yet to be
an examination of how these classroom management factors may act as mediators between
teachers’ social-emotional competence and student and teacher outcomes. It is important to
investigate this to better understand how teachers’ SEC may impact themselves, their students,
and their classrooms.

Therefore, the present study aims to fill this gap in knowledge by assessing a few key
research questions (RQs):

(RQ1) Does teachers’ social-emotional competence predict teachers’ emotions and
discipline styles? (RQ2) Is the social-emotional competence of teachers related to burnout,
student-teacher relationships, and student behaviour? (RQ3) Are teachers’ emotions and
discipline styles related to burnout, student-teacher relationships, and student behaviour? (RQ4)
Do teachers’ emotions and discipline styles mediate the relationship between teachers’ SEC and
the outcomes of interest?

Subsequently, the hypotheses (Hs) for this research were as follows: (H1) Higher social-
emotional competence among teachers would predict more positive emotions and more
authoritative discipline styles. (H2) Higher levels of teachers’ social-emotional competence

would predict less burnout, more positive student-teacher relationships, and more positive
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student behaviour. (H3) More positive emotions would predict less burnout and more positive
student-teacher relationships, and more authoritative discipline styles would predict more
positive student-teacher relationships and more positive student behaviour. (H4) Teachers’
emotions would partially mediate the effects of teachers” SEC on burnout and student-teacher
relationships, and teachers’ discipline style would partially mediate the effects of teachers” SEC
on student behaviour and student-teacher relationships.
Method

Participants

The participants for this research included 123 elementary school teachers in Canada,
aged 24 to 61 years old (M = 38.47, SD = 9.38). Participants had an average of 11 years of
teaching experience (SD = 8.28), and the majority of the sample identified as female (81%),
heterosexual (88.6%), and white (61.8%). A full summary of the demographic information is
reported in Table 1.
Table 1

The Demographic Information of Participants

Demographic Category Range (Years) Mean (Years) Standard Deviation
Age 24-61 38.47 9.38
Years of Teaching 0-36 11.74 8.28
Number of Percentage of Sample
Cases (%)
Gender
Female 100 81.3

Male 16 13
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Sexuality

Ethnic/Cultural Identity

Non-Binary 0
Other 0
Prefer not to answer 3
Missing 4
Heterosexual 109
Homosexual 5
Bisexual 3
Other 0
Prefer not to answer 2
Missing 4
White or Caucasian 76
Canadian 7
Jewish 3
Mixed Race 3
Indigenous 1
African American 1
Latin-American 1
Asian 2
Middle Eastern 1

Unknown/no response 28

2.5

3.3

88.6

4.1

2.4

1.6

3.3

61.8

o.7

2.4

2.4

0.8

0.8

0.8

1.6

0.8

22.8

17
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Note. The question on ethnic and cultural identity used open-text responses, thus there were
various different responses. The reported ethnic/cultural identities were coded based on similar
responses given by participants.
Procedure

Ethical approval for this study was granted by the University’s Ethics Board. To recruit
participants, advertisements of the study were posted on Facebook pages that were geared
towards elementary school teachers in Canada. Schoolboards across Canada were also contacted
to request distribution of the study advertisement to their teachers. Participation was entirely
voluntary and took the form of completing a 15-20-minute online survey. To access the survey,
participants first had to read an information and consent letter and indicate that they consented to
participate in the study. The survey included six standardized measures as well as five
demographic questions. As incentive and compensation for participating, there was a gift-card
draw where participants could enter to win one of ten $25 Amazon gift cards.
Measures
The Social Emotional Competency Teacher Rating Scale

To assess the level of teachers’ social and emotional competence, the Social Emotional
Competency Teacher Rating Scale (Tom, 2012) was used. This scale consists of 25 questions
that ask teachers to indicate the extent to which they agree with statements about their social
emotional competencies in the classroom setting. Specifically, this scale measures teacher-
student relationships, emotion-regulation, social-awareness, and interpersonal relationships.
There are 6 response options that range from 1 (“Strongly Disagree”) to 6 (“Strongly Agree”). A
sample item is “I remain calm when addressing student misbehavior.” Higher scores on this scale

indicated higher levels of social-emotional competence. The overall measure reported excellent
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reliability with a Cronbach’s alpha of .898. Exploratory factor analysis (EFA) was conducted and
demonstrated that most of the items had acceptable loadings ranging from .38 to .71, based on a
cut off of .30 or higher (Hair et al., 1998). However, the loading of item 2 was below the
acceptable threshold (.21) and was thus removed for subsequent analyses.

A confirmatory factor analysis (CFA) was conducted as well. To assess for model fit,
three main indices were examined: the Root Mean Square Error of Approximation (RMSEA),
the Standardized Root Mean Square Residual (SRMR) and the Comparative Fit Index (CFI).
RMSEA values < .06 indicate good model fit (Hu & Bentler, 1999), but values smaller than .09
are considered acceptable (Marsh et al., 2004). Furthermore, SRMR values < .10 are considered
indicative of good model fit, and CFI values between .80 and .89 are considered acceptable
(Knight et al., 1994; Brown, 2015; Hu & Bentler, 1999). Considering these criteria, model fit
indices demonstrated overall poor fit, y? (246) = 529.23, p < .001, CFl = .738, RMSEA = .097
[90% CI = .085, .108], SRMR = .086.

Teachers Emotion Scale

To measure teachers’ classroom emotions, the Teacher Emotion Scale (Frenzel et al.,
2016) was used. There are 12 questions in this scale, which asks teachers to indicate how
strongly they agree with each statement about their emotional states related to teaching. Answers
are measured on a 4-point scale ranging from 1 (“Strongly Disagree”) to 4 (“Strongly Agree™),
with higher scores reflecting more positive emotions. Specifically, this scale asks teachers to
indicate how strongly they feel enjoyment, anger, and anxiety while they teach. A sample item
from this measure is “I generally enjoy teaching.” The overall Cronbach’s alpha for this scale is
.853, demonstrating excellent reliability. EFA demonstrated that all 12 items had acceptable

factor loadings ranging from .379 to .717, thus all items were retained. A CFA was also
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conducted, and the model fit indices demonstrated overall acceptable fit, y?(51) = 121.90, p <
.001, CFI = .858, RMSEA =.106 [90% CI =.082, .131], SRMR = .069.
Classroom Discipline Questionnaire

A questionnaire developed by Lewis (2001) was used to measure teachers’ classroom
discipline strategies. There are 24 questions in the questionnaire that ask teachers to indicate how
frequently they use various discipline strategies. Specifically, this questionnaire asks about
teachers’ use of punishment, recognition and rewards, hinting, discussion, aggression, and
involvement. The questionnaire uses a 5-point response scale ranging from 1 (“Never”) to 5
(“Nearly all of the time”’). More authoritative discipline styles are reflected by higher scores on
this scale. The original questionnaire was created to use among a sample of students, so the items
were modified slightly to be more appropriate among a sample of teachers. For example, an
original item was “Increases the level of consequence if a misbehaving student argues,” and it
was modified to “Increase the level of consequence if a misbehaving student argues.” This
questionnaire has been widely used in research examining teachers’ discipline strategies (e.g., De
Jong et al., 2013; Khodarahmi et al., 2014; Rahimi & Hosseini, 2011). The overall scale shows
good reliability with a Cronbach’s alpha of .775. EFA was conducted and revealed that eight of
the items (i.e., 1, 2, 3, 4, 9, 12, 19, 22) demonstrated poor factor loadings and were therefore
removed for subsequent analyses. The remaining 17 items loaded well (ranging from .309 to
.756) and were retained. Furthermore, results from a CFA demonstrate overall acceptable fit, y?
(94) = 160.789, p < .001, CFI =.901, RMSEA = .076 [90% CI = .055, .096], SRMR = .084.
Student-Teacher Relationships Scale

Student teacher relationships were measured using the Student-Teacher Relationship

Scale (STRS; Pianta, 2001). There are 27 questions in this scale which ask teachers to indicate
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how true various statements are about their student-teacher relationships. Answers are recorded
on a 5-point scale ranging from 1 (“Definitely does not apply”) to 5 (“Definitely Applies”).
Higher scores indicate more positive student-teacher relationships. Specifically, this scale
measures the levels of closeness, conflict, and dependency that are present in student-teacher
relationships. More positive student-teacher relationships are reflected by higher scores. The
STRS has been used in various other studies (e.g., Vandenbroucke et al., 2017; Verschuren,
2015), and demonstrates excellent reliability (Cronbach’s alpha = .897). The original scale asked
teachers to assess their relationship with each individual student in their classroom. In
consideration of the feasibility of this project, minor modifications were made to the items to ask
about teachers’ relationship with their class as a whole rather than individual students. An
example of a modification is changing “l share an affectionate, warm relationship with this
child.” to ““I share an affectionate, warm relationship with these children.” EFA revealed that
items 6, 7, 20, 24, and 26 had poor factor loadings and were therefore removed for subsequent
analyses. The remaining 22 items demonstrated acceptable factor loadings (.317 to .794). A CFA
was conducted, and model fit indices demonstrated overall marginal fit, y? (227) = 375.33, p <
.001, CFl = .877, RMSEA =.073 [90% CI =.060, .086], SRMR = .083.
Maslach Burnout Inventory — Educators Survey

To assess the level of teacher burnout, the Maslach Burnout Inventory — Educators
Survey (MBI-ES; Maslach et al., 1996) was used. This measurement has 22 questions which ask
teachers to indicate the frequency of experiencing burnout symptoms. Specifically, the MBI-ES
measures emotional exhaustion, depersonalization, and personal accomplishment. Answers are
recorded on a 7-point scale ranging from 0 (“Never”) to 6 (“Daily”), with higher scores reflecting

higher levels of burnout. A sample item is “I feel emotionally drained from my work.” This scale
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reports a Cronbach’s alpha of .982 and is widely used to measure burnout among teachers (e.g.,
Jennings & Greenberg, 2009; Saloviita & Pakarinen, 2021). EFA was conducted and
demonstrated acceptable factor loadings for most of the items (ranging from .345 to .756).
However, there were four items (i.e., 1, 4, 13, 21) which had factor loadings lower than the .300
cut off, and were thus removed, leaving 18 items remaining. A CFA was unable to be conducted
for this measure due to a lack of convergence, even after using more robust estimators (i.e.,
MLR, WLSMYV) and increasing the iterations up to 10000.
Teacher Observation of Classroom Adaptation — Checklist

Students’ classroom behaviours were assessed using the Teacher Observation of
Classroom Adaptation — Checklist (TOCA-C; Leaf et al., 2002). This measure consists of 21
questions which ask teachers to indicate how often various statements of student behaviours are
true. There is a 6-point response scale that ranges from 1 (“Never”) to 6 (“Almost Always”).
Higher scores indicate more positive behaviour. The measurement assesses 3 factors:
concentration problems, disruptive behaviors, and prosocial behaviours. This scale reports
excellent reliability (Cronbach’s alpha = .869). As with the STRS, this measure originally asked
about individual student behaviour, so modifications were made to ask about classroom
behaviours in general. An example of a modification is changing “Shows empathy and
compassion” to “Show empathy and compassion”. Furthermore, one of the original items “Is
rejected by others” was excluded from the measure for this study as there was not a clear way to
modify this item to make it apply to the whole classroom without compromising its original
intent. Therefore, the measure used in the current study was 20 items long. Exploratory factor
analysis revealed that all items demonstrated acceptable factor loadings ranging from .437 to

.748, thus all items were kept for following analyses. A CFA was conducted, and model fit
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indices demonstrated overall acceptable fit, y? (149) = 311.82, p < .001, CFIl = .873, RMSEA =
.094 [90% CI =.080, .109], SRMR = .075.
Analytical Plan

Prior to the main analysis, preliminary analyses were conducted using SPSS (Version 29)
(IBM Corp, 2023). Specifically, data were screened for violations in inferential statistics
assumptions, and correlations, reliability analyses, and descriptive statistics were assessed. To
address the research questions of this study, mediational path analysis was conducted using
MPIlus 8.6 (Muthén & Muthén, Los Angeles, CA, USA). This model assessed the potential of
teachers’ emotions and discipline styles to mediate between teachers’ social-emotional
competencies and three outcomes: teacher burnout, student-teacher relationships, and student
behaviour. Specifically, the model examined the direct effect of SEC on teacher’s emotions and
discipline styles, the direct effect of teachers’ SEC and classroom management factors on these
outcomes, and the indirect effect of teachers’ SEC on the outcomes through the classroom
management factors. As the current sample size fell short of the recommended quota of 200
participants to conduct these analyses (Boomsma, 1982; Hoe, 2008), bootstrapping with 5000
resampling was performed, using 95% confidence intervals to evaluate the significance of the
indirect effects of the model, following recommendations from Preacher and Hayes (2008).

Figure 1 demonstrates the hypothesized model that was examined.
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Figure 1

Hypothesized Model of the Relationships Between the Variables of Interest
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Results

Prior to conducting the main analyses, SPSS 29 was used to assess whether there were

any assumptions of inferential statistics which were violated. First, normality was assessed using

histograms and by evaluating the values of skewness and kurtosis. Histograms did not show

signs of skewness for any of the variables, and this was further supported as the values for

skewness and kurtosis were within acceptable ranges for every variable (i.e., Skewness less than

+ 2; Kurtosis less than + 7; Kline, 2016). Therefore, the assumption of normality was considered

to be met. Furthermore, there were no multivariate or univariate outliers detected, assessed using

Mahalanobis distance and z-scores (cut off of +3.29), respectively (Tabachnick & Fidell, 2019).
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Scatterplots were examined to assess for linearity between variables as well as for
homoscedasticity. A linear relationship was observed between the variables, and sufficient
homoscedasticity was indicated. Furthermore, the correlation matrix and VIF values were used to
assess for multicollinearity. As none of the predicter variables were very highly correlated (none
of the rs surpassing .677), and all of the VIF values were less than 10, the multicollinearity
assumption was considered to be met (Kline, 2016). Lastly, 0.462% of the total observations
were missing. Specifically, there were missing data in 21.970% of the variables, ranging from
0.8% to 2.4%. As guidelines suggest that less than 5% of missing data is inconsequential
(Schafer, 1999), the present amount of missing data is considered acceptable.

Preliminary Analyses

Descriptive statistics were also conducted prior to the main analyses (see Table 2).
Generally, participants reported high levels of social-emotional competence (M = 4.83, SD =
0.55), high levels of positive emotions (M = 3.06, SD = 0.45), moderate to high levels of
authoritative discipline styles (M = 3.84, SD = 0.49), low levels of burnout (M = 2.80, SD =0.82
), moderate to high levels of positive student-teacher relationships (M = 3.86, SD = 0.61), and
high levels of positive student behaviour (M = 4.31, SD = 0.65). As expected, teachers’ social
and emotional competence were significantly related to each of the classroom management
factors: emotions (r = .677, p <.001) and discipline style (r = .645, p < .001). In addition, SEC
was significantly related to each of the classroom outcomes: burnout (r = -.466, p < .001),
student-teacher relationships (r = .756, p <.001), and student behaviour (r =.427, p <.001).
These outcomes were also significantly related to the classroom management factors.
Specifically, teachers’ emotions were positively related to student-teacher relationships (r =.702,

p <.001) and student-behaviour (r = .589, p <.001) and negatively to burnout (r = -.650, p <
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.001). Teachers’ discipline styles also shared similar relationships with student-teacher

relationships (r = .626, p <.001), student-behaviour (r = .588, p <.001) and burnout (r = -.518, p

<.001).

Table 2

Descriptive Statistics and Correlations Between All Variables

SEC EMO DIS BURN STR BEH
SEC --
EMO o77* --
DIS .645* .609* --
BURN -.466* -.650* -.518* --
STR .156* .7102* .626* -.541* --
BEH A27* .589* .588* -.636* .535* --
mean 4.83 3.06 3.84 2.80 3.86 4.31
SD 0.55 0.45 0.49 0.82 0.61 0.65

Note. SEC = social emotional competence, EMO = teaching-related emotions, DIS = discipline

style, BURN = burnout, STR = student-teacher relationships, BEH = student behaviour.

*p < .001

Path Analysis

The main analysis of this study was an over identified mediational path analysis that

examined the relationships between teachers’ SEC, teaching-related emotions, discipline styles,

burnout, student-teacher relationships, and student behaviour. Specifically, teachers’ social-

emotional competence was treated as the exogenous variable, teachers’ emotions and discipline

styles were the mediators, and teacher burnout, student-teacher relationships, and student
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behaviour were the endogenous variables. A CFA was conducted and the model fit indices for
this path analysis demonstrated overall poor fit: y?(3) = 36.679, p <.001, CFl =.922, RMSEA =
.302 [90% CI = .219, .393], SRMR = .102.

The results demonstrated that teachers’ SEC significantly and positively related to both
teachers’ emotions (f = .677, p <.001) and teachers’ discipline styles (f = .645, p <.001). This
indicates that teachers with higher SEC are more likely to have more positive teaching-related
emotions and use more authoritative discipline styles. In turn, teachers’ emotions were
significantly positively associated with student-teacher relationships (8 = .571, p =.004), and
negatively associated with burnout (8 = -.487, p <.001). Teachers’ discipline styles were
positively associated with student behaviour (5 = .456, p < .001), but did not have a connection
with student-teacher relationships (5 = .141, p = .064). These results indicate that teachers who
scored higher in positive emotions were more likely to experience less burnout and have more
positive student-teacher relationships, and teachers who used more authoritative discipline styles
were more likely to observe more positive behaviour among students.

Furthermore, teachers” SEC had significant and positive total effects on student teacher
relationships (8 = .768, p < .001) and student behaviour (8 = .438, p <.001), and a significant
negative total effect on burnout (8 = -.481, p <.001). Indirect effects were assessed using
bootstrapped 95% confidence intervals. Results indicate that SEC had a positive indirect effect
on student-teacher relationships through teachers’ emotions (f = .174, p =.005, 95% CI [.055,
.296]), and a negative indirect effect on burnout (# = -.330, p <.001, 95% CI [-.482, -.160])
through teachers’ emotions. There was also a positive indirect effect of SEC on student
behaviour (8 =.294, p=.001, 95% CI [.170, .444) through teachers’ discipline styles. However,

there was no significant indirect effect on student-teacher relationships through discipline styles
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(#=.091, p =.069, 95% CI [.000, .199]). Furthermore, as there was a significant direct effect of
teachers’ SEC on student-teacher relationships (4 = .502, p <.001, 95% CI [.345, .652]), but not
on burnout (8 =-.151, p =.155, 95% CI [-.357, .053]), the results indicate that emotions partially
mediated the effects of teachers’ SEC on student-teacher relationships but fully mediated the
relationship between teachers’ SEC and burnout. It also appears that teachers’ discipline styles
fully mediated the relationship between SEC and student behaviour as there was not a significant
direct effect of teachers” SEC on student behaviour (f = .143, p =.147, 95% CI [-.062, .326]).
The final model, based on the results, can be seen in Figure 2.

Figure 2
Path Analysis Model with Standardized Coefficients
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Discussion

This study aimed to examine the role of classroom management factors (i.e., teaching-
related emotions and discipline styles) as mediators between teachers’ SEC and important
outcomes for students and teachers (i.e., teacher burnout, student-teacher relationships, and
student behaviours). Several questions and hypotheses were addressed in this study which are
discussed below.
Teachers’ Social-emotional Competence on Classroom Management Factors

The first question of this study was regarding how teachers’ SEC may be related to two
important factors of classroom management: teachers’ emotions and discipline styles. Results
indicate that teachers with higher levels of SEC are more likely to feel more positively toward
teaching as well as use a more authoritative discipline style in their classrooms. These findings
support the first hypothesis of this study, that teachers’ SEC would have a positive relationship
with both of these factors. The present results are also consistent with previous literature,
including studies that demonstrate that higher levels of social emotional competence among
teachers is related to less emotional exhaustion (Maior et al., 2020), which is caused primarily by
persistent negative emotions (Seidler et al., 2014). Additionally, there is evidence that higher
emotional intelligence relates to feeling more positively towards ones’ job (Mousavi, 2012; Al-
Hamami et al., 2015). The connection between teachers” SEC and authoritative discipline styles
are also consistent with literature that outlines various SEL skills as being characteristic of
authoritative discipline strategies (Uibu & Kikas, 2012). Overall, these results were expected and
are consistent with the SEL framework as it posits that SEL is foundational for effectively
managing emotions as well as social situations (such as making discipline decisions) (CASEL,

2020). These findings add to the current literature by directly examining how teachers’ social-
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emotional development is related to key factors of classroom management. While it has been
previously suggested that that SEC is important in classroom management, (Jennings &
Greenberg, 2009), it had not been directly investigated prior to this study. Therefore, this study
provides some of the first direct evidence that teachers’ social-emotional skills are influential in
components of classroom management.

Teachers’ SEC on Student and Teacher Outcomes

The second question of this study examined how teachers’ SEC influenced three
important student and teacher outcomes: teacher burnout, student-teacher relationships, and
student behaviour. Results indicate that teachers with higher SEC are less likely to experience
burnout and more likely to have positive student-teacher relationships and perceive more positive
behaviour from their students. These findings are in line with the original hypotheses that higher
levels of SEC among teachers would be related to favourable outcomes regarding burnout,
student-teacher relationships and student behaviour.

The association between high SEC and lower levels of burnout is unsurprising
considering that emotion management is a fundamental skill of SEL (CASEL, 2020), and one of
the main components of burnout is emotional exhaustion (Oliveira et al., 2021). Furthermore,
numerous studies in previous literature have suggested and demonstrated that social-emotional
development among teachers may be associated with lower levels of burnout symptoms
(Carvahlo et al., 2017; Castillo et al., 2013; Castillo-Gualda et al., 2017; Han & Weiss, 2005;
Flook et al., 2013). Therefore, the current study further reinforces the notion that social-
emotional development is associated with reduced experiences of burnout among teachers.

Previous literature is also consistent with the finding that higher levels of teachers’ SEC

predict more positive student-teacher relationships. Specifically, it was posited that more
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developed social-emotional skills in teachers would be associated with more positive
relationships with students (Jennings & Greenberg, 2009). This notion is supported by evidence
that SEL programs for teachers led to more quality relationships with students (Fitzgerald et al.,
2022; Sandilos et al., 2023). However, there was previously a lack of research that directly
investigated how teachers” SEC may be connected to student-teacher relationships. Therefore,
the current study extends and adds to literature concerning both SEL outcomes for teachers, and
factors associated with student-teacher relationships. These findings help support the idea that
SEL for teachers is important in building and maintaining positive relationships with their
students.

Lastly, the findings that teachers’ SEC related to more positive student behaviour is
consistent with previous literature that demonstrates a connection between teachers’ emotional
intelligence and less disruptive student behaviour (Poulou, 2017; Nizielski et al., 2012). The
results are also consistent with Jenning and Greenberg’s (2009) theoretical framework of how
teachers’ social-emotional skills would be critical to creating a positive environment, including
promoting prosocial behaviour among students. Importantly, this study provides some of the first
direct empirical evidence that teachers’ social-emotional competence may encourage positive
student behaviour in classrooms. This is important as it supports the critical nature of SEL for
teachers.

Classroom Management Factors on Student and Teacher Outcomes

The third question investigated how key factors of classroom management may predict
burnout, student-teacher relationships, and student behaviour. The findings from this study
demonstrate that when teachers feel more positive emotions in relation to teaching, they are less

likely to experience burnout and more likely to have positive relationships with their students.
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These results support the related hypotheses of this study and are consistent with previous
literature that demonstrates that emotions are connected to both burnout (e.g., Lee et al., 2021,
Seidler et al., 2014) and relationships (e.g., Frenzel et al., 2021). Specifically, as emotional
exhaustion is a key contributor to burnout, prior research shows that fostering more positive
emotions while managing negative emotions is helpful in reducing experiences of burnout
(Seidler et al., 2014; Keller et al., 2014; Carson, 2006). Further, there are multiple studies that
find that feeling enjoyment in one’s workplace is related to less experiences of burnout (Correa
etal., 2019; Lee et al., 2021; Plester & Hutchison, 2016). Therefore, the present findings further
support the previous evidence that emotions are an important factor of burnout and further
extended this notion to teachers specifically. Furthermore, the results that teachers who feel more
positively tend to have more positive relationships with their students reinforce literature that
highlights the important role that teachers’ emotions play in fostering a positive social
environment, including building positive relationships with students (Jennings & Greenberg,
2009; Frenzel et al., 2021; Hargreaves, 2000).

Additionally, results suggest that teachers who use more authoritative discipline styles are
more likely to observe more positive behaviours from their students. This relationship was
expected, based on previous literature that suggests that authoritative discipline strategies are
some of the most effective approaches in encouraging positive student behaviour (Skinner et al.,
2005; Walker, 2009; Uibu & Kikas, 2014). Thus, the current results further strengthen the
evidence that authoritative discipline can positively influence how students behave. However,
there was no relationship between teachers’ discipline styles and their relationships with their
students. This finding came as a surprise as previous research suggested that authoritative

discipline strategies may foster more positive connections between students and teachers due to
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its focus on relationship management (De Jong et al., 2014; Uibu & Kikas, 2011; Walker, 2008).
One possible explanation for this result is that the way in which teachers execute discipline
strategies matters more to student-teacher relationships that the strategies themselves. For
example, hinting is a strategy that is considered as a form of positive discipline (Lewis, 2011),
but if teachers use a sarcastic or mocking tone while they use this approach, it may not be
beneficial for their relationships with their students. Therefore, it is possible that, when it comes
to building close relationships with students, teachers should also focus on the way they use
discipline strategies, not just which strategies they choose. Even though the lack of relationship
between discipline and student-teacher relationships was unexpected, it still adds to the literature
by indicating that further investigation should be pursued to better understand how and if
discipline might be used to strengthen relationships between students and teachers.
Classroom Management Factors as Mediators

The last question of this study investigated how teachers’ emotions and discipline styles
may mediate between SEC and student and teacher outcomes. Results show that teachers’
emotions partially mediated the relationship between SEC and student-teacher relationships, and
fully mediated between SEC and burnout. This indicates that teachers’ emotions are important
mechanisms for how their social-emotional competence impacts their relationships and well-
being. The finding in relation to student-teacher relationships is supportive of the related
hypothesis and suggests that teachers social-emotional skills are influential on relationships
through promoting more positive emotions in teachers. This has not been previously studied and
thus adds valuable evidence to the literature. Furthermore, the finding in relation to burnout only
partially supports the hypothesis as it was expected that emotions would only partially mediate

the relationship between teachers’ SEC and burnout. While it is unsurprising that emotions are
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instrumental in reducing burnout due to emotional exhaustion being one of its key characteristics
(Oliveira et al., 2021), it is interesting that it appears to account fully for the impacts of social-
emotional competence on burnout, as there are two other main symptoms of burnout:
depersonalization and personal accomplishment (Maslach et al., 2001; Maslach & Leiter, 2016).
Based on the current findings, it is possible that emotions are also important for these two
symptoms, thus emotional management may be effective in reducing burnout in general.

Furthermore, teachers’ discipline styles fully mediated the relationship between teachers’
SEC and students’ behaviour. While it was expected that teachers’ discipline styles would act as
a mediator between these two variables, it was not expected to fully mediate the relationship.
These is an interesting finding as it suggests that teachers’ discipline styles are crucial for
translating the impacts of their own social-emotional development. Research demonstrates that
student behaviour is often complex and may be impacted by various teacher-related factors
outside of discipline, including students’ relationships with teachers (Baker et al., 2008;
Longobardi et al., 2021) and teachers’ own behaviours (Cheung, 2019) and attitudes (Demanet &
Van Houtte, 2012). Therefore, the present finding that discipline may fully mediate the
relationship between teachers’ SEC and student behaviour is critical and may suggest that
authoritative discipline styles involve various contributing factors to prosocial student behaviour.
Due to its vital role in mediating the effects of teachers’ SEC, teachers’ discipline styles should
be further investigated. Lastly, teachers’ discipline styles did not mediate between teachers’ SEC
and student-teacher relationships. This was contrary to the original hypothesis and appears to be
due to a lack of connection between discipline and student teacher-relationships. As discussed in
the previous section, this indicates that there may be more complexity to any influence that

discipline may have on student-teacher relationships, beyond simply the chosen methods.
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Together, these findings provide new insights into how teachers’ social-emotional
competence may make an impact. As it had not been previously studied, this research helps to
fill a gap in understanding key mechanisms through which teachers’ SEC influences themselves,
their students, and their classrooms. Specifically, this provides evidence that factors of classroom
management may act as a conduit through which teachers’ social and emotional skills speak.
This research points in an optimistic direction for the growing attention to SEL for teachers.
Implications for SEL-based Programs and Training for Teachers

Overall, this study has provided important evidence that teachers’ social-emotional skills
are important for teachers, students, and the classroom climate. SEL has long been promoted
among students, with teachers involved almost exclusively as the facilitators. However, this
research demonstrates why it is important to promote the development of social-emotional skills
for educators as well. The results from this study show strong associations between the social-
emotional skills of teachers and important outcomes. For instance, burnout is a globally
prevalent issue for teachers (lancu et al., 2018) and can have detrimental personal and
professional impacts (Maslach & Leiter, 2016), so it is important to understand how to properly
prevent and intervene in experiences of burnout. As this study demonstrated that teachers’ SEC
is significantly related to reduced burnout experiences, it may be important to consider SEL in
creating interventions that target burnout among teachers. Similarly, efforts to improve student
behaviour and student-teacher relationships may benefit from promoting the development of
teachers’ social and emotional skills.

With specific consideration of the mediation results from this study, it may be especially
beneficial for workshops or trainings that are focused on classroom management to include

components of SEL. As this research demonstrates, teachers’ social-emotional competence is
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important for key factors of classroom management, which are in turn important for various
classroom outcomes. Therefore, to encourage effective management of classrooms that leads to
less burnout, better relationships with students, and more positive student behaviour, SEL should
be a consideration in the creation and implementation of trainings and programs geared toward
classroom management skills.

Furthermore, the results of this study generally highlight the importance of promoting
SEL for teachers. While the area is still relatively new, there are a few programs and
interventions that have been developed which specifically target teachers’ SEC. One such
program is called ‘Tuning in to Kids in School’ (TIK-S), which focuses on emotion coaching
skilled to develop teachers’ emotional competence and emotion socialization abilities (Bolstad et
al., 2023). This program showed promising results with regard to teachers’ social-emotional
skills in a pilot study investigating its efficacy (Bolstad et al., 2023). The Cultivating Awareness
and Resilience in Education (CARE) program is another program that aims to promote social-
emotional development among teachers and has also shown some optimistic results (Jennings et
al., 2019). The recent efforts of developing programs to promote the social-emotional skills of
teachers is encouraging, however there is little consistency between these programs with regard
to their approach and content (Wigelsworth et al., 2016), making it difficult to have a
comprehensive understanding of the efficacy of these programs as a whole (Oliviera et al.,
2021). All together, this demonstrates that there is still a need to investigate programs which
target the development of social-emotional skills for teachers. The present research not only
reinforces how essential such programs are for educators, but also calls for their further

development and implementation.
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A particularly promising avenue to further explore is how to integrate SEL education for
pre-service teachers. By integrating high-quality and holistic SEL facilitation into teacher
training programs, this may better prepare future teachers for various difficulties before they ever
set foot in a classroom (Corcoran & O’Flaherty, 2022; Jennings & Greenberg, 2009; Murano et
al., 2019; Schonert-Reichl et al., 2015). A few recent studies have found success with regard to
SEL implementation for pre-service teachers and note that they have great potential to support
the development of teaching-related SEL skills (Palomera et al., 2017; Schelhorn, 2023; Stipp,
2019). While it is also important to have SEL interventions and trainings for in-service teachers,
a preventative approach that emphasizes embedding SEL into teacher education is more future
oriented as it may eventually eliminate a need for such interventions. The present study further
highlights the importance of having thorough SEL training for teachers as it demonstrates how
important teachers’ social-emotional skills are for themselves, their students, and their

classrooms.

Limitations and Future Directions

While this research has provided valuable evidence for the importance of SEL for
teachers, it is important to recognize the limitations of this study. First, the sample size for this
research is relatively small and lacks diversity in terms of demographics. This limits the
generalizability of the findings as the sample is not representative of the targeted population. It is
also important to keep in mind that poor model fit was demonstrated for the SECTRS
measurement as well as the path analysis that was conducted. In particular, the CFA conducted
for the SECTRS scale yielded a low CFI value of .738 and a high RMSEA value of .097, both of
which are not considered indicative of acceptable model fit (Brown, 2015; Hu & Bentler,

1999).). These values may indicate that the scale was not able to properly measure the construct
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of teaches’ SEC. Furthermore, a CFA was unable to be conducted for the MBI-ES measurement,
potentially due to the small sample size, thus the fit for the burnout measurement was unable to
be determined. While the CFA conducted for the path analysis demonstrated an acceptable CFI
value of .922, it showed very high values of the absolute fit indices (RMSEA = .302; SRMR =
.102). The high RMSEA value may be explained by the small degrees of freedom of the model
(Kenny et al., 2015), however the SRMR value still exceeds the acceptable cut off of less than
.10. This indicates that the model may not have been able to accurately detect the true
relationships between the variables (West et al., 2012) and thus the presented results should be
interpreted with caution. Furthermore, this study used self-report data for all of the variables.
This creates the potential for biases including social desirability bias (Larson, 2018), as
participants may be hesitant to disclose shortcomings in their social-emotional skills or negative
feelings towards their students or careers. While it was emphasized in the consent form that
participant data are anonymous to try to encourage truthful responses, it is difficult to ensure that
participants represent themselves accurately. Additionally, self-report data is limited in that it
only represents the perceptions of one group of people (in this case, teachers). This poses a
limitation as previous research has shown that teachers and students have different perceptions of
student-teacher relationships and student behaviour (Handa, 2020; Kavenagh et al., 2012;
Murray et al., 2008), which are two of the main outcomes examined in this study.

Future research should aim to examine multiple perceptions of these variables to account
for any discrepancies and bias related to self-report data. Another consideration that would be
interesting in future research is to dig deeper into the relationship with specific social-emotional
competencies and outcomes. For instance, it is possible that self-management is more related to

teachers’ emotions in comparison to responsible decision making. While it was outside of the
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scope of the current project, it would be interesting and important to further understand which
social-emotional competencies are most important for specific outcomes. Another avenue that
would be important to explore is intervention or longitudinal studies which could better
determine whether there is evidence for causal relationships (i.e., does the social-emotional
competence of teachers cause differences in emotions and discipline, as well as subsequent
outcomes?). While there is certainly a need for further research in this area, as it presently stands,
the current research provides new and interesting evidence demonstrating how teachers’ SEC is
an important factor to consider in the classroom environment.
Conclusion

The present study investigated how classroom management factors mediated between
teachers’ social-emotional competence and three classroom outcomes. Results provided evidence
that suggests that teachers’ social emotional competence is important for encouraging positive
student-teacher relationships and student behaviour, and for reducing burnout symptoms.
Furthermore, this research extended the understanding of how teachers’ social-emotional
development can make an impact as it demonstrated that teachers” emotions and discipline styles
may mediate the effects of social-emotional competence on student and teacher outcomes. These

findings further emphasize the importance of promoting social-emotional learning for teachers.
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