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Abstract
This study had the goal to examine factors that are associated with burnout and engagement among teachers from diverse 
educational stages. Among these factors, we analyzed socio-demographic aspects, such as gender, age and years of experi-
ence, and other psychological teacher-related variables like teacher’s self-efficacy and teacher-student relationships. We 
also considered the potential mediating role of mindfulness in these relationships. The sample was made up by 425 Span-
ish teachers who answered an online survey. We administered the following measures: Revised version of the Teacher’s 
Burnout Questionnaire, Utrecht Work Engagement Scale, Mindfulness in Teaching Scale –which distinguished between 
intrapersonal and interpersonal mindfulness-, Teacher’s Sense of Self-efficacy Scale, and some questions related to the 
relationships between students and teachers in the classroom. We conducted a mediational analysis through structural equa-
tion modeling (SEM). Our findings indicated that both intrapersonal and interpersonal mindfulness mediated the relation 
between self-efficacy, which played a direct and an indirect role, the teacher-student relationship, and burnout and engage-
ment. The socio-demographic variables of gender and years of experience played a significant role in mindfulness. The 
teachers with more self-efficacy were more likely to pay attention to their daily activity and to show more receptivity with 
their students, which resulted in lower burnout and more engagement. In addition, better relationships with students led to 
higher intrapersonal mindfulness levels, which mediated the relation with burnout and engagement. These relations varied 
depending on specific burnout and engagement dimensions. We discuss the implications of these findings for improving 
teachers´ implication in the education field.
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Mindfulness is defined as the ability to pay attention to 
the present moment intentionally and without judging 

experience (Kabat-Zinn, 1994). In the educational field, 
different reviews indicate the potential of mindfulness as a 
mechanism for alleviating some mental and physical disor-
ders, such as anxiety, depression, stress, clinical pain, etc. 
(Mochrie et al., 2019; Montero-Marin et al., 2021; Roeser 
et al. 2012, 2012). Teaching is a challenging profession that 
unfolds in a growing students’ diversity and complex com-
petitive world, involving high social demands and pressure 
in education (Kyriacou, 2001; Roeser et al., 2013). However, 
to date most research on mindfulness has focused on stu-
dents, and has often neglected teachers (Heineberg, 2016). 
Prevalence of stress, burnout, depression, and anxiety, or 
low self-esteem, among teachers is high which can, in turn, 
affect students (Gold et al. 2010; Meiklejohn et al. 2012; 
Napoli 2004; Roeser et al. 2012).
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Burnout has been recently included in the 11th Revision 
of the International Classification of Diseases (ICD-11) as 
an occupational phenomenon by the World Health Organi-
zation (WHO 2019). It has been defined as “a syndrome of 
emotional exhaustion, depersonalization, and reduced per-
sonal accomplishment which is a special risk for individu-
als who work with other people in some capacity” (Leiter 
and Maslach 1998). According to the WHO (2019), this 
syndrome refers “specifically to phenomena in the occupa-
tional context and should not be applied to describe experi-
ences in other areas of life”. The most frequent cause is 
prolonged stress (Bakker and Demerouti 2007). To date, 
burnout syndrome has been explored among several jobs, 
mainly related to health, education, and those who take care 
for others (García-Carmona et al. 2019; Kim et al. 2019; 
López-López et al. 2019; Tawfik et al. 2019). Teaching is a 
context in which prevalence of burnout is high (Durán et al. 
2005; Küster and Vila 2012; Tifner et al. 2006). Some of 
the reasons, as indicated by Esteras et al. (2014), is because 
teaching is a very vocational job, which requires a large 
amount of personal and emotional involvement. School is 
an scenario in which teachers have to cope with several dif-
ficulties, which sometimes lead them to stress due to lack 
of adequate strategies or skills (Arias and González 2009; 
Calvete 2010; Díaz et al. 2012; Gantiva et al. 2010; Guerrero 
et al., 2011). Some models have been proposed to explain 
the origins of burnout, such as the “transactional model of 
stress and coping” (Lazarus and Folkman, 1984), or the “job 
demands-resources model” (Demerouti et al. 2001). Central 
to these models is the assumption that job stressors require 
the prolonged exertion of physical, psychological or emo-
tional effort, which causes stress when someone’s resources 
are exceeded (Aldrup et al. 2018).

Mindfulness has consistently been related to low burnout 
(Abenavoli et al. 2013; Flook et al. 2013; Roeser et al. 2013; 
Taylor and Millear 2016). The “job demands-resources 
model” of burnout (Bakker and Demerouti 2007) has been 
proposed to explain the enhancer role of mindfulness (Tay-
lor and Millear 2016). According to this model, burnout 
emerges when workers perceive that the quality and quan-
tity of the demands in the workplace exceed the quality and 
quantity of the resources they have available. This model 
opens the door insofar as the highly demanding teaching 
context and subsequent burnout development are mediated 
by the resources that can be either environmental or per-
sonal. Hence mindfulness has been suggested as one of these 
personal traits that could be protective (Taylor and Millear 
2016).

Some of the strategies teachers need to cope with burn-
out are related to self-efficacy, which is defined as the belief 
that teachers have about their own abilities to influence sat-
isfactory academic results among their students (Tschannen-
Moran et al., 2001). It has been found that teachers with high 

self-efficacy display greater engagement and enthusiasm 
with their students to teach (Allinder 1994; Coladarci 1992), 
show more job satisfaction (Caprara et al., 2003; Judge et al. 
2001), spend more time planning and organizing their classes 
(Allinder 1994), and are better inclined to implement new 
learning methods and strategies (Stein and Wang, 1988). 
A growing consensus has been reached about the relation 
between self-efficacy and burnout (Brouwers and Tomic, 
2000; Evers et al. 2002; Schwarzer and Hallum, 2008; Shoji 
et al. 2016; Skaalvik and Skaalvik 2010). The longitudinal 
study of Brouwers and Tomic (2000) suggested that teach-
ers who distrust their classroom management abilities under 
standard job conditions, among other factors, can easily suf-
fer stress and exhaustion, and take negative attitudes. There-
fore, improving the self-efficacy of teachers can be vital for 
achieving more efficient schools (Savaş et al. 2014).

Teacher-student relationships have been linked with posi-
tive students’ cognitive and affective outcomes, such as par-
ticipation, critical thinking, satisfaction, math achievement, 
drop-out prevention, self-esteem, verbal achievement, posi-
tive motivation, social connection, IQ, grades, reduction in 
disruptive behavior, attendance, perceived achievement, peer 
students’ sociometric nominations, internalizing and exter-
nalizing behavioral problems, among others (Baker et al. 
2008; Cornelius-White 2007; Hughes et al. 2001; Wubbels 
and Brekelmans 2005). Teacher-student relationships have 
also been recently linked to burnout (Aldrup et al. 2018; 
Corbin et al. 2019; Taxer et al. 2019). In a study by Corbin 
et al. (2019), applying the Lazarus’ “transactional model of 
stress and coping”, stress derives from transactions between 
the teacher and the information provided by the classroom 
environment, which is assessed by teachers in a two-stage 
appraisal. Stress and subsequent burnout emerge when the 
evaluation made by teachers in the first appraisal is relevant 
and incongruent, and when teachers judge their coping abili-
ties as insufficient in the second appraisal. Good teacher-
student relationships are evaluated as relevant and congruent 
with teachers’ aims and, hence, interrupt the stress generat-
ing process. When teachers perceive bad relationships with 
their students as being relevant and incongruent with their 
goals, they perceive themselves as being unable to cope. 
This results in stress which, if sustained in time, will turn 
into burnout. The study of teacher-student relationships has 
focused mostly on student outcomes (Spilt et al. 2011). How-
ever, according to these authors, teachers have a basic psy-
chological need for relatedness with their students, and these 
experiences can affect teacher well-being in the long term.

Along with the study of burnout, the literature also 
reflects a novel focus of analysis resulting from an 
approach marked by positive psychology, which focuses on 
human strengths and human beings’ optimal functioning 
(Seligman and Csikszentmihalyi 2014). In this research 
line, we find the “work engagement”, concept, which was 
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initially described by Maslach (1997) as a “positive state 
characterized by presenting a high energy load, involve-
ment and professional efficiency”. The concept of engage-
ment represents a new approach that examines the positive 
experiences of workers and the favorable conditions of 
well-being, and has been defined as a positive and persis-
tent motivating state related to work and integrated by the 
dimensions of vigor, dedication and absorption (Salanova 
et al., 2005; Schaufeli et  al. 2002). Mindfulness, self-
efficacy and teacher-student relationships have shown 
the potential for managing both burnout and engagement 
(Betoret 2006; Braun 2019; Emerson et al. 2017; Flook 
et al. 2013; Mojsa-Kaja et al. 2015). Previous studies sug-
gest that self-efficacy and mindfulness significantly cor-
relate (Özcan & Vural, 2020), and better teacher-student 
relationships would favor teachers´ receptivity to their stu-
dents´ needs (Milatz et al., 2015; Skaalvik and Skaalvik 
2010). Previous research has also found mediating effects 
of mindfulness on burnout (Merdiaty & Aldrin, 2020) and 
engagement (Kotzé & Nel, 2016). In the latter study, mind-
fulness was evaluated using short versions of the “mind-
ful attention awareness scale” (MAAS), and “Freiburg 
mindfulness inventory” (FMI) questionnaires. The MAAS 
questionnaire came over as a significant predictor of burn-
out, and both the MAAS and the FMI were significant for 
engagement. Given the mediating effect of mindfulness on 
burnout and engagement, studying how mindfulness could 
potentially mediate the relationships between self-efficacy 
and teacher-student relationships, and burnout and engage-
ment in the teaching environment, is interesting.

Furthermore, mindfulness in teaching has been recently 
defined by two different dimensions, intrapersonal and inter-
personal mindfulness, as measured by the “mindfulness in 
teaching scale” (MTS) (Frank et al., 2016). Intrapersonal 
mindfulness is aligned with the present moment to reach 
complete consciousness, and includes items that reflect 
awareness, attention, and being in the present moment. Inter-
personal mindfulness includes items that represent an open 
disposition and approach with acceptance and receptive-
ness in teacher-student interactions. Further research needs 
to determine whether these two factors of mindfulness in 
teaching recently proposed can predict differential outcomes.

In this context, the main goal of the present study was to 
analyze the potential mediating role of mindfulness (e.g., 
intrapersonal and interpersonal) in the relation among socio-
demographic variables (e.g., gender, age, and years of expe-
rience), teachers´ self-efficacy, relationships with students, 
and burnout and engagement. Using structural equation 
modeling (SEM), we explored if self-efficacy and relation-
ships with students predicted both intrapersonal and inter-
personal mindfulness (H1), and if both intrapersonal and 
interpersonal mindfulness could act as mediators for burnout 
and engagement (H2).

Method

Participants

In this study, 425 teachers were recruited. No missing data 
were found in more than 25% of the survey and, therefore, 
no cases were eliminated. The sample comprised 32% men 
and 68% women. All of them were Spanish and their age 
ranged between 25 and 69 years old (M = 44.14; SD = 10.16). 
Regarding marital status, most of the participants were 
married (54.8%), or single (27.1%). The majority of par-
ticipants had children (66.5%). All the participants were 
actively involved in teaching activities – with their mean 
teaching years being about 16 years (SD = 10.52) – in dif-
ferent education stages (20.4% Pre-School, 29.9% Primary, 
35.9% Secondary and 21.7% University Education, with a 
remaining 9% for Vocational Training, and 3.5% others), 
from both public and state-assisted education institutions in 
several Spanish Autonomous Communities (Aragon, Cata-
lonia, Madrid and the Valencian Community). Their maxi-
mum level of education was mostly graduate (57.8%), their 
type of contract was mainly permanent (65% vs. temporary 
34%), teaching was a fulltime activity (83%), and their main 
activities were related to “teaching” (64.2%). The remaining 
percentage was about performing some management and/or 
research tasks.

Procedure

All the self-reported measures were built on an online sur-
vey. A search for publicly accessible emails from the edu-
cational environment and teachers’ work, such as schools, 
colleges, blogs and existing Facebook pages, was made. To 
obtain an adequate response rate, many centers and subjects 
were contacted, and sent a link to access questionnaires. 
When clicking the link, participants were first allowed to 
access the study information and informed consent, and 
indicate “yes” before being directed to all the question-
naires. No code or identification system was required for 
the participants as questionnaires had to be completed at 
once, which favored their anonymity. The research was 
approved by the Research Ethics Committee of the Spanish 
Autonomous Community of Aragon: CEICA (No. 08/2019; 
April 24, 2019), which is in charge of evaluating all research 
projects with people or personal data from the University of 
BLINDED.

Measures

Socio-demographic data regarding participants’ gender, 
age (in years), nationality, city of residence, marital status 
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(single, married, cohabiting couple, separated/divorced, 
widowed, other), if they had children (yes/no), maximum 
level of education (graduate/bachelor’s/diploma, master’s, 
doctorate, others), stage of education they taught (Pre-
School, Primary, Secondary and University Education), 
years of experience in the teaching field, job occupancy 
(part−/full-time), type of contract (temporary/permanent), 
and tasks performed (teaching, management/administra-
tion, research, other) were collected.

Teacher‑Student Relationships  This scale has been used 
in several national Spanish studies that have analyzed the 
relationship between students and teachers (Díaz-Aguado 
Jalón et al., 2013). In the present study, we used the fol-
lowing five items: “Students do not respect me”, “Students 
disregard me” “Students offend me”, “Students confront me” 
and “Students insult me”. They all reflect situations in which 
students offend and disrespect the teacher. Responses reflect 
the frequency of the referred behaviors in the last 2 months 
of class. It uses a 4-point Likert-type scale, where 1 means 
“never” (I have not suffered it), 2 “sometimes” (once or 
twice a month”, 3 “often” (approximately once a week), 
and 4 “many times” (several times a week). A total score 
is calculated to obtain an overall score indicative of nega-
tive teacher-student relationships. Therefore, higher scores 
indicate negative teacher-student relationships. The model 
fit of the Teacher-student relationships scale measurement 
model in the present study using a confirmatory factor analy-
sis (CFA) was: χ2 = 3.56; df = 3; χ2/df = 1.18, RMSEA (90% 
CI) = 0.02 (0.01-0.03); SRMR = 0.02; CFI = .99; TLI = .99. 
The internal consistency for this scale in the present study 
was ω = 0.82.

Teacher Sense of Self‑Efficacy Scale (TSES; Tschannen‑Moran 
et al., 2001)  The TSES is a 24-item scale that assesses teach-
ers’ perception of self-efficacy; that is, the degree to which 
teachers believe that they are qualified to maintain control 
over students in the classroom. It is formed by three dimen-
sions, each combining four items: use of strategies in the 
classroom (e.g., “To what extent can you use a variety of 
assessment strategies?); classroom management (e.g., “To 
what extent can you control misbehavior in class?”); stu-
dent engagement (e.g., “To what extent do you feel able to 
motivate those students who show little interest in school 
work?”). Items are answered on a 9-point Likert-type scale 
(from 1 = “not at all”, to 9 = “absolutely”). In the present 
study, a global score was used, with higher scores indi-
cating a higher sense of self-efficacy. The measurement 
model fit indices using CFA were as follows: χ2 = 503.81; 
df = 241; χ2/df = 2.08, RMSEA (90% CI) = 0.05 (0.04-0.06); 
SRMR = 0.05; CFI = 0.93; TLI = 0.92. The internal consist-
ency for the general factor was ω = 0.89. In the present study, 

the Spanish version of the TSES (Burgueño and Sicilia, 
2018) was used.

Mindfulness in Teaching Scale (MTS; Frank et al. 2016)  We 
used the validated Spanish version from Moyano et  al. 
(2021). It consists of a self-reported measure that assesses 
how teachers focus on daily activities, emotions, sensitiza-
tion, self-regulation and responsibility, and includes 14 items 
answered on a 5-point Likert-type scale (from 1 = “never”, 
to 5 = “always”). It has two dimensions: the intrapersonal 
dimension, which is related to attentional experience 
directed at oneself (e.g., “When I am teaching it seems I am 
running on automatically without being well aware of what I 
am doing”), and the interpersonal dimension, which requires 
the capacity of empathy and receptivity in relationships with 
students (e.g., “listening and fully paying attention to others” 
or “being receptive to others’ demands”). The intrapersonal 
dimension items were inverted insofar as higher scores indi-
cated higher levels of mindfulness, similarly to the interper-
sonal dimension. The model fit of the MTS in the present 
study using CFA was: χ2 = 151.00; df = 72; χ2 = 3.56; df = 3; 
χ2/df = 2.10, RMSEA (90% CI) = 0.05; SRMR = 0.04; 
CFI = 0.94; TLI = 0.92. The internal consistency for intrap-
ersonal mindfulness was ω = 0.81, and it was ω = 0.70 for 
interpersonal mindfulness.

The Revised Version of the Burnout Teachers Question-
naire – Cuestionario de Burnout en Profesorado‑Revisado 
(CBP‑R; Moreno Jiménez et al., 2000)  It is a parallel ques-
tionnaire that derives from the Maslach Burnout Inventory 
(Maslach and Jackson 1981), but is specific for analyzing 
burnout in the teaching profession. It comprises 16 items 
and consists of three dimensions: emotional exhaustion 
(e.g., “I feel emotionally drained by my work”), deperson-
alization (e.g., “I just want to do my work and not be both-
ered”), and personal accomplishment (e.g., “In my opinion, 
I am very good at doing my job”). Higher scores indicate 
higher burnout levels, except for “personal accomplish-
ment”, for which higher scores indicate lower burnout lev-
els. The CBP-R is answered on a 7-point Likert-type scale 
(from 0 = “never”, to 6 = “every day”). The model fit of the 
CBP-R in the present study using CFA was: χ2 = 221.15; 
df = 97; χ2/df = 2.28, RMSEA (90% CI) = 0.06 (0.05-0.07); 
SRMR = 0.05; CFI = 0.96; TLI = 0.95. The internal consist-
ency in the present study was ω = 0.90 for emotional exhaus-
tion, ω = 0.84 for depersonalization and ω = 0.87 for personal 
accomplishment.

Utrecht Work Engagement Scale (UWES; Schaufeli et  al. 
2006)  The short Spanish 9-item version of the UWES was 
used (Serrano et al. 2019). It is a scale that analyzes engage-
ment; that is, the degree of commitment to their work. It 
is composed of three subscales: vigor (e.g., “At my job, 
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I feel strong and vigorous”), dedication (e.g., “I find the 
work that I do full of meaning and purpose”), and absorp-
tion (e.g., “When I am working, I forget everything else 
around me”), with items following a 7-point Likert-type 
scale (from 1 = “never” to 7 = “always”). The higher the 
score, the higher the degree of engagement. The model fit of 
the UWES in the present study using CFA was: χ2 = 41.75; 
df = 20; χ2/df = 2.09, RMSEA (90% CI) = 0.05 (0.03-0.07); 
SRMR = 0.02; CFI = 0.99; TLI = 0.98. In the present study, 
internal consistency was ω = 0.86 for vigor, ω = 0.92 for 
dedication and ω = 0.80 for absorption.

Statistical Analysis

First, descriptive statistics were obtained for all the socio-
demographic data and psychological variables that were 
evaluated using means (standard deviations) and frequen-
cies (percentages) depending on the distribution of each 
variable. We also examined whether there were significant 
differences in the psychological variables for the education 
stage that the participants had to teach. For that, we con-
ducted a MANOVA to compare teaching in three stages: 
Pre-School and Primary (together), Secondary, and Univer-
sity Education.

Subsequently, the relation between some socio-demo-
graphic variables (gender, age, and years of experience) and 
the corresponding dimensions of the psychological variables 
were analyzed by Pearson correlations (the point-biserial 
correlation was used for gender). The global scores obtained 
in self-efficacy and teacher-student relationships were used. 
For mindfulness, the considered dimensions were intraper-
sonal and interpersonal; for engagement they were vigor, 
dedication and absorption; for burnout, they were emotional 
exhaustion, depersonalization and personal accomplishment.

In order to test the potential mediating role of both intrap-
ersonal and interpersonal mindfulness to explain the relation 
among socio-demographic variables (gender, age, and years 
of experience), self-efficacy, relationships with students, and 
burnout and engagement, a SEM approach was performed 
using Mplus 8.6. It was estimated with the Robust Maxi-
mum Likelihood (MLR) method, which provides tests of 
model fit and standard errors that are robust to nonnormality 
violations of data, and can be used for Likert-type scales 
(Rhemtulla et al., 2012). Model assessment was based on 
the following goodness-of-fit indices: Chi-squared/degrees 
of freedom (χ2/df), root mean square error of approxima-
tion (RMSEA), standardized root mean square residual 
(SRMR), comparative fit index (CFI), and Tucker-Lewis 
Index (TLI). χ2 is very sensitive to sample size, so we used 
χ2/df, which indicates a good fit when <5 and an excellent fit 
if <3 (Hu & Bentler, 1999; Schermelleh-Engel et al., 2003). 
Values of 0.08 and of 0.06 or less for RMSEA and SRMR 

are considered adequate and excellent, respectively (Marsh 
et al., 2004). Higher values of 0.90 and 0.95 for CFI and TLI 
indicate adequate and excellent fit, respectively (Marsh et al., 
2004). Standardized regression weights (β) and explained 
variance (R2) were reported. All the tests used were bilateral 
and the significance level was α < 0.05.

Results

As observed in Table 1, and according to the possible range 
of each scale, the levels of emotional exhaustion and dep-
ersonalization were low, in contrast to the scores obtained 
in personal achievement. The scores of both intrapersonal 
and interpersonal mindfulness were moderate-slightly high 
because they lie at the theoretical midpoint of the scale. The 
self-efficacy and engagement levels on all its three dimen-
sions were also high. Finally, the (problematic) relationship 
with students´ scores were in the minimum range. No signifi-
cant differences were found for any variable in terms of the 
educational stage of participants: Exhaustion (F (3,375) = .18, 
p = .90), Depersonalization (F (3,375) = .82, p = .48), P. 
Accomplishment (F (3,375) = .96, p = .41), Intrapersonal 
mindfulness (F (3,375) = .1.88, p = .13), Interpersonal mind-
fulness (F (3,375) = .08, p = .96), Self-efficacy (F (3,375) = .79, 
p = .49), Relationship with students (F (3,375) = .51, p = .67), 
Vigor (F (3,375) = .51, p = .67), Dedication (F (3,375) = .43, 
p = .73) and Absorption (F (3,375) = .44, p = .72).

Raw correlations between the examined variables are 
shown in Table 2. The socio-demographic variables were 
scarcely related to the psychological variables under study. 
Only years of experience significantly and negatively cor-
related with intrapersonal mindfulness. There were sig-
nificant correlations among all the psychological variables 
analyzed, except between emotional exhaustion and interper-
sonal mindfulness, between personal accomplishment and 

Table 1   Descriptive statistics of the examined variables

*“Problematic” relationships with students. M = mean. SD = standard 
deviation

Range M SD

Emotional Exhaustion 0-30 8.73 5.48
Depersonalization 0-30 6.20 5.55
Personal Accomplishment 0-36 26.26 6.32
Intrapersonal Mindfulness 10-45 36.85 5.00
Interpersonal Mindfulness 7-25 19.71 3.27
Self-efficacy 81-216 167.15 22.09
Vigor 3-21 16.61 3.31
Dedication 3-21 16.62 3.67
Absorption 3-21 17.63 3.09
Relationship with students* 5-20 5.88 1.52
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relationships with students, and between interpersonal mind-
fulness and relationships with students. Except for the afore-
mentioned exception, higher levels of emotional exhaustion 
and depersonalization were related to less mindfulness, as 
well as less self-efficacy, less engagement and worse rela-
tionships with students. Higher personal accomplishment 
scores were related to greater mindfulness, self-efficacy and 
engagement, and better relationships with students. Both 
intrapersonal and interpersonal mindfulness were signifi-
cantly correlated between them, and they were associated 
with a greater feeling of self-efficacy. Only the intrapersonal 
facet of mindfulness was significantly related to better rela-
tionships with students. Finally, there were positive correla-
tions between engagement, mindfulness, and self-efficacy, 
while engagement and self-efficacy were related to better 
relationships with students.

The SEM model for predicting the burnout dimensions 
can be seen in Fig. 1, which illustrates all the significant 
standardized estimates and explained variance. As Fig. 1 
depicts, the relation between self-efficacy and personal 
accomplishment follows both, a direct and indirect path 
mediated by interpersonal mindfulness. However, self-
efficacy only had indirect effects on emotional exhaustion 
and depersonalization through the effects of intrapersonal 
mindfulness. Relationship with students predicted emotional 
exhaustion and depersonalization by the mediating role of 
intrapersonal mindfulness. That is, the better the relation-
ships, the greater the intrapersonal mindfulness which leads 
to lower levels of exhaustion and depersonalization. On the 
other hand, years of experience was negatively related to 
intrapersonal mindfulness, while had a positive association 
with interpersonal mindfulness. Gender only was relevant 
for interpersonal mindfulness, indicating that men were 
those with a better level of interpersonal mindfulness. Only 
intrapersonal mindfulness was related to the burnout dimen-
sions of emotional exhaustion and depersonalization, while 
interpersonal mindfulness had a positive and significant rela-
tionship with personal accomplishment. The model fit of 
the burnout structural model was adequate, with the follow-
ing values: χ2 = 2821.58; df = 1718; χ2/df = 1.64; RMSEA 
(90% CI) = 0.04 (0.03-0.04); SRMR = 0.06; CFI = 0.91; 
TLI = 0.90.

As Fig. 2 depicts, in the prediction of the dimensions 
of engagement, a negative relationship between teachers-
students had both a direct and an indirect effect on dedica-
tion, as it led to lower intrapersonal mindfulness but also to 
lower dedication. Self-efficacy had a direct positive effect 
on all three dimensions of engagement, that is, vigor, dedi-
cation and absorption, and also a mediated effect through 
both intrapersonal and interpersonal mindfulness. Similarly, 
to the previous model, experience was negatively related 
to intrapersonal mindfulness, while had a positive associa-
tion with interpersonal mindfulness, and gender only was Ta
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relevant for interpersonal mindfulness, indicating that men 
were those with a better level of interpersonal mindfulness. 
While intrapersonal mindfulness was yielded significant for 
vigor and dedication, interpersonal mindfulness emerged as 
relevant for dedication and absorption. The model fit of the 
engagement structural model was adequate, with the follow-
ing values: χ2 = 2292.48; df = 1326; χ2/df = 1.64; RMSEA 
(90% CI) = 0.04 (0.04-0.05); SRMR = 0.06; CFI = 0.91; 
TLI = 0.90.

In summary, results indicated that both types of mindful-
ness emerge as significant potential mediators among rela-
tionships with students, self-efficacy, years of experience 
and gender with the dimensions of burnout and engagement. 
Age was not significantly related to any of the psychologi-
cal variables. On the other hand, a relationship between 
intrapersonal and interpersonal mindfulness was observed, 
indicating that greater levels of intrapersonal mindfulness 
might lead to greater levels of interpersonal mindfulness. It 
is noteworthy to mention that, while both intrapersonal and 
interpersonal facets of mindfulness had a relevant mediating 
role for predicting the negative dimensions of burnout (i.e., 
emotional exhaustion, and depersonalization), their poten-
tial mediating role, although significant, seemed to be less 
prominent in the prediction of personal accomplishment and 

the engagement components, where direct associations from 
self-efficacy were observed.

Discussion

The main objective of the present study was to analyze the 
potential mediating role of mindfulness, as measured by its 
intrapersonal and interpersonal dimensions, in the relation 
between teacher’s self-efficacy and teacher-student relation-
ships, with burnout as well as engagement, in a sample of 
Spanish teachers. Our findings indicated (1) that teachers’ 
levels of burnout were relatively low. Instead, the teachers 
in our sample showed adequate levels of mindfulness, self-
efficacy, engagement and teacher-student relationships; (2) 
positive associations among self-efficacy, relationship with 
students, levels of mindfulness and engagement, and nega-
tive associations with burnout; (3) a potential mediational 
role of mindfulness between self-efficacy and relationship 
with students, and all the corresponding dimensions of burn-
out and engagement.

When exploring the potential mediational role of 
mindfulness in burnout, we found that both intrapersonal 
and interpersonal mindfulness types were predicted by 

Fig. 1   Structural equation model (SEM) for the burnout dimensions. ***p < .001 **p < .01 *p < .05



11726	 Current Psychology (2023) 42:11719–11732

1 3

self-efficacy, while only intrapersonal mindfulness was 
predicted by relationships with students. In addition, a 
significant path appeared between intrapersonal mindful-
ness and emotional exhaustion and depersonalization, and 
between interpersonal mindfulness and personal accom-
plishment. These findings are aligned with previous evi-
dence for which mindfulness training for teachers has 
been proven efficacious in reducing occupational stress 
and burnout, anxiety and depressive symptoms, and in 
improving well-being, classroom organization, focused 
attention, mindfulness, and self-compassion, among others 
(Braun 2019; Emerson et al. 2017; Flook et al. 2013; Gold 
et al. 2010; Hue and Lau 2015; Molloy Elreda et al. 2019; 
Montero-Marin et al. 2021; Roeser et al. 2013). Relation-
ships with others have proved to be relevant for emotional 
exhaustion in several workplaces, which emphasizes this 
social aspect as a fundamental psychological need to cope 
with burnout (Meng et al., 2019). According to our results, 
this association between relationships with others and 
burnout could be mediated by intrapersonal mindfulness. 
We have also observed a significant direct and positive 
path between self-efficacy and personal accomplishment. 
It seems that self-efficacy, by being related to individual’s 

competence, has more to do with personal accomplish-
ment, and the feeling of teachers’ fulfillment by their job 
(Bang & Reio, 2017).

Years of experience was relevant for intrapersonal and 
interpersonal mindfulness. We observed that teachers with 
greater experience are more likely to activate their “auto-
matic pilot” and therefore are not as focused as those who are 
in their first years of teaching. Previous studies have shown 
that, as more experience we have in our daily activity or job, 
our levels of awareness decrease, as job becomes being a 
routine (Bierwolf & Frijns, 2019). In contrast, we have also 
observed that those teachers with greater experience might 
be more fluid and aware of their relationships with students. 
Huang et al. (2020) found that increased teaching experience 
was related to a decreasing trend of empathic concern and 
perspective taking, and to an increasing trend of personal 
distress, all together suggesting that years of teaching expe-
rience might entail both risk and protective factors for indi-
viduals’ mental health, and they could be independent of the 
effect of age, as we have also observed in the present study. 
Finally, we found that being men would lead to higher levels 
of interpersonal mindfulness. This finding contradicts previ-
ous research that has indicated that women rate themselves 

Fig. 2   Structural equation model (SEM) for the engagement dimensions. ***p < .001 **p < .01 *p < .05
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higher in interpersonal and emotional aspects, such as empa-
thy, than men (Löffler and Greitemeyer, 2021).

An increasingly important factor in the teaching sphere is 
engagement (Perera et al. 2018). In our study, both intraper-
sonal and interpersonal mindfulness played a significant role 
in the prediction of engagement. However, their impact on 
it was lower than for burnout, as self-efficacy draws direct 
paths to all three dimensions of engagement – as in the case 
of personal accomplishment – indicating that self-efficacy 
could be an important predictor of these positive dimen-
sions, while would also have indirect effects through mind-
fulness. As hypothesized, self-efficacy played a relevant role 
in predicting mindfulness, but also in predicting personal 
accomplishment and engagement. Self-efficacy has been 
extensively associated with lower burnout levels (Aloe et al. 
2014; Betoret 2006; Brouwers and Tomic 2000; Friedman 
2003; Schwarzer and Hallum 2008; Skaalvik and Skaalvik 
2007, 2010; Wang et al. 2015), and has also been associ-
ated with engagement (Skaalvik and Skaalvik, 2014, 2016). 
Teachers’ self-efficacy, or the beliefs that they are effective 
teachers, is an enhancer of actual teachers’ efficacy (Klassen 
and Tze 2014; Meijer and Foster 1994; Skaalvik and Skaal-
vik 2007). Given the relevance of self-efficacy in predicting 
several teaching positive outcomes, it is important to under-
stand which factors underlie this relation. However, their 
specific mechanisms still remain unknown (Skaalvik and 
Skaalvik 2017). Self-efficacy has been shown to be related 
to mindfulness in several studies (Byrne et al. 2014; Chang 
et al. 2004; Fallah 2017; Greason and Cashwell 2009; Hos-
seinzadeh et al., 2019; Keye and Pidgeon 2013), and our 
study provides further evidence for the potential mediating 
role of mindfulness.

Besides the direct paths of self-efficacy, engagement was 
also predicted by self-efficacy and teacher-student relation-
ships by means of the mediating effect of interpersonal and 
intrapersonal mindfulness. However, while vigor was only 
predicted by intrapersonal mindfulness, dedication was 
predicted by both intrapersonal and interpersonal mindful-
ness, and absorption was predicted by interpersonal mind-
fulness only. These findings need to be interpreted by con-
sidering that engagement has been related to mindfulness, 
self-efficacy and teacher-student relationships in a variety 
of settings (Alessandri et al. 2015; Christenson et al. 2012; 
Kennedy 2010; Lee 2012; Leroy et al. 2013; Llorens-Gum-
bau and Salanova-Soria 2014; Luthans and Peterson 2002; 
Malinowski and Lim 2015; Reid 2011; Roorda et al. 2011). 
Interestingly, both intrapersonal and interpersonal mindful-
ness play a prominent role to dedication, a relevant aspect 
for teachers’ engagement, in which emotional aspects are 
important for better developing their job (Pratscher et al. 
2018). The fact that vigor was associated with intrapersonal 
mindfulness is not new in the scientific literature (Dane and 
Brummel, 2014; Kaçay et al. 2020; Klatt et al. 2015; Koncz 

et al. 2016), considering that mindfulness has traditionally 
consisted in the intrapersonal dimension of mindfulness 
(Frank et al. 2016). To the best of our knowledge, our study 
is novel in finding a relationship between mindfulness and 
absorption by considering the interpersonal facet. On the 
other hand, we found no significant relationships between 
interpersonal mindfulness and vigor, and this was also the 
case for exhaustion, which is the opposite to vigor (Schaufeli 
and Bakker 2004). Thus, mindfulness may improve vigor 
through attentional (intrapersonal) training which may not 
impact the quality of being absorbed (Koncz et al. 2016), but 
this quality might be affected by individuals with (interper-
sonal) power of reflection and empathy who can understand 
others’ emotions and arrange their own mood accordingly 
(Kaçay et al. 2020).

Many studies have examined the role of teacher-student 
relationships for children’s developmental processes. Much 
less is known, however, about how these relationships 
impact teachers’ professional and personal lives (Spilt et al. 
2011). Previous research has emphasized that teacher-
student relationships are appropriate for good student out-
comes, which are characterized by a high teacher influence 
and proximity toward students (Wubbels and Brekelmans 
2005). It seems obvious that the formation of personal and 
supportive teacher-student relationships inherently demands 
teachers’ emotional involvement, which is one of the most 
agreed predictors of teachers’ stress and burnout (Spilt et al. 
2011).

Our findings differ from those of Frank et al.’s study 
(2016), in which interpersonal mindfulness predicted scores 
on teacher burnout, whereas intrapersonal mindfulness failed 
to predict burnout, suggesting that intrapersonal mindful-
ness may play a more important role in instructional tasks 
that require paying considerable attention and frequent task 
switching, while interpersonal mindfulness may be a more 
important aspect in helping teachers to develop professional 
efficacy. In line with this, we have observed that interper-
sonal mindfulness might be linked to personal accomplish-
ment. Nevertheless, interpersonal mindfulness has also been 
associated with dispositional mindfulness, which is sup-
posed to focus on intrapersonal mindfulness (Kim and Singh 
2018). According to these authors, individuals with higher 
dispositional mindfulness levels had more emotionally sup-
portive classrooms, were more likely to engage in perspec-
tive taking and were more sensitive to discipline. This might 
explain the significant link that we also observed between 
intrapersonal and interpersonal mindfulness. In general, our 
findings suggest that both intrapersonal and interpersonal 
mindfulness are constructs that can play an important role 
in teachers’ burnout and engagement.

Our study adds value to the role of mindfulness as a 
mediator between self-efficacy, relationships with students, 
burnout and engagement. To our knowledge, there are no 
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scientific studies in the educational field that support the 
potential mediating role of mindfulness in the indicated 
variables. The results herein obtained could be instru-
ment dependent, because a specific tool was used to meas-
ure mindfulness in teachers, the Mindfulness in Teaching 
Scale (MTS). Nevertheless, other studies conducted in the 
workplace show that, mindfulness can act as a mediator to 
improve burnout (Kotzé & Nel, 2016) or engagement (Mer-
diaty & Aldrin, 2020). Therefore, our study yields novel and 
interesting results to be explored in future research.

Our findings have several implications in the educational 
field, such as promoting mindfulness training as a way to 
enhance teachers’ “habits of mind” (Roeser et al. 2012) and 
thus, their occupational health, well-being and capacities to 
create and sustain both supportive relationships with stu-
dents and classroom climates that lead to student learning. 
Our study is novel in that it found a relation between teacher-
student relationships and mindfulness. Listening and paying 
full attention to others with acceptance, and present-centered 
awareness of emotions along with self-regulation (i.e., low 
emotional and behavioral reactivity and low automaticity), 
can help teachers to be more responsive to individual needs 
and to manage challenging behavior (Frank et al. 2016). 
One major distinction lies in compassion (a core concept 
of mindfulness) and empathy. While experiencing compas-
sion one experiences a feeling of care and concern for a 
person, empathy involves sharing a feeling with them and 
engaging with a person who is suffering, which could lead 
to emotional exhaustion (Klimecki et al. 2013). Given the 
importance of teacher-student relationships for students, and 
not only directly, but also due to the impact on teachers’ 
well-being, intervention programs that specifically address 
teachers, and are based on the mindfulness core concept of 
compassion, seem a promising avenue. Finally, by differ-
entiating between intrapersonal and interpersonal mindful-
ness, our results suggest that traditional mindfulness training 
programs based on intrapersonal mindfulness (Frank et al., 
2016) could be benefitted from the novel concept of inter-
personal mindfulness in the management of burnout and 
engagement. Thus, teacher training programs that integrate 
both dimensions should be created, with special attention 
to the benefits obtained in each of them. This allows us to 
predict positive results and deal with the specific needs of 
teachers and schools. However, further research should 
assess this relations (Gördesli et al. 2019; Kim and Singh 
2018; Li et al. 2019).

This study has limitations. First, causal inferences are 
not possible because this study had a cross-sectional design. 
Furthermore, our results cannot guarantee the generalization to 
the Spanish teachers’ population because no random sampling 
was conducted. In addition, our study was only based on self-
report measures of mindfulness, which have also some limitations. 
However, the present results contribute to a better understanding 

of the factors that can allow to better tackle the burden of teacher 
burnout with potential effects on student outcomes. Mindfulness, 
self-efficacy and teacher-student relationships have proven to 
be good predictors of burnout, and also engagement, which is 
characterized by workers who are full of energy, strongly involved 
in their work, and fully concentrated and happily engrossed in 
work activities (Bakker and Schaufeli 2015). We propose 
that cultivating the intrapersonal and interpersonal facets of 
mindfulness through targeted teacher training should be explored 
as a potential way to alleviate teacher’s suffering.

Our study distinguishes between the emerging concepts 
of intrapersonal (mindfulness directed toward one’s own 
experience) and interpersonal (one’s awareness and behavior 
toward others) mindfulness, which enriches previous findings 
because former studies have more often focused on assessing 
the intrapersonal facet of mindfulness only (Frank et al. 2016).
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