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Abstract: School burnout is linked to relevant adverse consequences for students’ academic careers.
Thus, several authors have focused on the internal and external factors that reduce burnout, high-
lighting the role of teachers’ support. Nonetheless, few studies addressed how students’ perception
of teachers’ emotional support protects them from school maladaptive behaviors. The present study
aimed to longitudinally investigate in a final sample of 295 Italian high school students (F = 78.6%;
M = 15.78, SD = 1.48) the protective role of students’ perception of teachers’ emotional support
dimensions on school burnout across a school year. We expected that teachers’ emotional support
dimensions had a significant inverse effect on students’ burnout. We preliminarily investigated the
study variables’ associations and whether the mean levels of burnout dimensions increased through-
out the school year. Correlation analysis supported the associations among the study variables, and
repeated-measures analysis of variance (ANOVA) analyses highlighted that the mean levels of school
burnout dimensions increased over time. Moreover, hierarchical multiple regression analyses have
shown that at the beginning of the school year (T1), the teacher sensitivity dimension significantly
and inversely affected emotional exhaustion by the end of the school year (T2). Our findings shed
light on the role played by teacher emotional support and give suggestions on which specific facet
should have to be improved to shield students from later burnout-related exhaustion.

Keywords: school burnout; high school; students’ perception; teachers’ emotional support

1. Introduction

School burnout is a syndrome of physical, cognitive, and emotional exhaustion due
to a chronic over-exposure to high levels of academic stress [1]. Usually, school burnout
is composed of three dimensions, i.e., emotional exhaustion, a cynical attitude toward
school, and feelings of inadequacy as a student [1–3]. Specifically, emotional exhaustion
refers to a sense of chronic fatigue and being overwhelmed by school-related pressures.
Recent studies have considered emotional exhaustion as the core dimension and first sign
of this syndrome (e.g., [4–6]). Cynicism concerns a disinterested and demotivated attitude
toward the academic context. Several authors posited that it represents a coping strategy
to counteract and distance from the burnout-related emotional exhaustion, predicting the
subsequent feeling of inadequacy [4,6–8]. Finally, inadequacy as a student pertains to the
sensation of being useless and inefficient toward their role, with a reduced feeling of com-
petence, personal satisfaction, and sense of belonging [1,7,9,10]. Although previous studies
highlighted that the three burnout dimensions overlap, further studies have demonstrated
that they are separate but closely linked constructs [4,11].

Previous studies have underlined the detrimental consequences of burnout for ado-
lescents, both inside (e.g., low academic performance, school dropout) and outside (e.g.,
later depression) of the school context [12–16]. Moreover, evidence suggested that school
burnout symptoms increase across students’ career due to a growing imbalance between
external demands and available students’ resources (e.g., [17]). Students indeed have to
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deal with several new challenges during high school, such as daily tests and examinations,
which are utterly different from those they have learned to deal with in middle school [18].
Besides, adolescents are also expected to be high performers during their school years. For
instance, they know right away that they have to study hard to prepare for the final exami-
nation at the end of their track, which is often crucial for being admitted to high-profile
universities (e.g., [19]). This kind of continuous and taxing pressure could lead some pupils
to experience several emotional and academic maladjustments (e.g., [20,21]).

Nonetheless, when students may count on an adequate amount of resources, both
personal (e.g., self-esteem) and external (i.e., social support), they can also resist the over-
whelming emotional burden related to excessive school demands. In other words, resources
represent the protective equipment against students’ burnout-related consumption in the
long term (e.g., [22]). In detail, and focusing on external resources, students in a highly
supportive environment are more prone to communicate their worries and difficulties, as
far as they know that close others would help them. When feeling loved and supported,
students perceive that they have secure bonds, which, in turn, helps them to shape the
impact of adverse life events, including negative school results [23,24]. Previous studies
have highlighted the pivotal role of teacher support in promoting students’ well-being and
overall adjustment, both in comprehensive and upper secondary schools (e.g., [11,25–27]).
According to Hughes and colleagues [26], students’ perception of teacher support was
more related to students’ well-being and dedication toward the school than other support
sources (e.g., family and friends). Overall, students cope with negative school life-events
depending on whether they perceive teachers’ support. The more teachers are attentive
toward their worries at the beginning of the school year, the more students’ well-being
increases [17,22].

Despite the abovementioned evidence, it remains less investigated the protective role
of teachers’ emotional support towards school burnout in a longitudinal perspective.

Teachers’ emotional support pertains to teachers’ ability in showing caring behaviors
towards students’ emotional and social needs, and encompasses three dimensions, namely
positive climate (i.e., a teacher’s positive attitudes towards students), teacher sensitivity
(i.e., teacher responsiveness to students’ academics, emotional abilities, and needs), and
regard for the adolescent perspective (i.e., a teacher’s ability to support students and
promote their development) [28,29]. To our knowledge, two previous studies addressed
this issue, showing that perceived teacher emotional support and its dimensions were
significantly and negatively related to high school students’ burnout. However, both
studies used the cross-sectional approach [19,30].

Thus, the current study’s central core was to examine students’ burnout levels at
the beginning (time 1, T1) and at the end (time 2, T2) of the school year by analyzing the
impact of teachers’ emotional support. In this regard, we set three hypotheses. First, we
investigated associations among the study’s variables at T1 and T2. We expected negative
correlations in line with existing literature: the more students perceive a high level of
teachers’ emotional support, the less they feel burned out. Simultaneously and coherently
with several studies, we expected that exhaustion, cynicism, and sense of inadequacy were
all significantly and positively correlated with each other both at T1 and T2 (H1). As the
second hypothesis, we expected that the levels of emotional exhaustion, cynicism, and
sense of inadequacy as a student would increase from the beginning (T1) to the end of
the school year (T2) (H2). Finally, we aimed to investigate whether and to what extent
perceived emotional support from teachers affects students’ burnout. We expected that the
dimensions of perceived teacher emotional support at T1 would negatively affect school
burnout dimensions at T2 (H3).

2. Materials and Methods
2.1. Participants and Procedure

The current study was carried out in Italy during the school year 2018/2019 with
data collection at two time points. Administrations at Time 1 took place at the beginning
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of the school year (October 2018, T1), and the ones at Time 2 occurred at the end of
the school year (June 2019, T2). At T1, 404 Italian high school students (83.7 % female,
M = 15.85, SD = 1.61) took part in the study; among the whole sample, a total of 295
(78.6% female), aged between 13 and 19 years (M = 15.78, SD = 1.48), took part in the
study at T2. Only the students who participated in both data collection sections (T1 and
T2) were included in the final sample (the participation rate was 73%). Students (at T2)
belonged to two different public high schools in central (88.5%) and southern Italy (11.5%).
Specifically, 77.6% of them attended a human sciences high school (85.8% female), and 22.4%
attended a high school specializing in classics subjects (30.2% female). Students completed
a self-report questionnaire with a paper–pencil approach. Furthermore, they inserted
a personal and anonymized identification number needed to match the questionnaires
answered in the data collection at the two time points. The administrations were conducted
during regular school hours. A member of the research team was present to provide all
the necessary information to complete the questionnaire. The administration procedure
lasted approximately 30 minutes. Teachers were asked to leave the classroom while
students completed the questionnaires. Participation was voluntary, and anonymity and
confidentiality standards were assured for all participants. Furthermore, only students of
age who provided written informed consent, and only underage students with a signed
consent form from their parents, could take part in the study. The school council approved
the research before the administrations. All the study procedures were in accordance with
the Declaration of Helsinki of 1964 and its latest version. The Ethics Committee of the
Lumsa University of Rome, Italy approved the research protocol.

2.2. Instruments

Perceived teachers’ emotional support. Participants answered items of the Teacher
Emotional Support Scale Italian version (TESS) [30]. The TESS is composed of 15 items on a
5-point Likert scale (1 = “Not at all true”, 5 = “Very true”) and comprises three dimensions:
Positive climate, Teacher sensitivity, and Regard for adolescent perspective. Specifically,
and concerning the measurements at T1, Cronbach’s alpha was 0.90 for the total score,
0.73 for Positive climate, 0.90 for Teacher sensitivity, and 0.79 for Regard for adolescent
perspective. At T2, Cronbach’s alpha was 0.93 for the total score, 0.82 for Positive climate,
0.89 for Teacher sensitivity, and 0.82 for Regard for adolescent perspective.

School Burnout. Students answered items of the School Burnout Inventory Italian
version (SBI) [2]. The SBI is composed of 9 items on a 6-point Likert scale (1 = “I totally
disagree”, 6 = “I totally agree”) and comprises three subscales: Emotional exhaustion,
Cynicism, and Sense of inadequacy. Cronbach’s alpha at T1 was 0.85 for the total score,
0.76 for Emotional exhaustion, 0.80 for Cynicism, and 0.60 for Sense of inadequacy. At
T2, Cronbach’s alpha was 0.86 for the total score, 0.78 for Emotional exhaustion, 0.82 for
Cynicism, and 0.69 for Sense of inadequacy.

2.3. Analysis Plan

Firstly, and to verify H1, we obtained means and standard deviations and performed
a correlation analysis among the study variables.

Then, we performed repeated-measures ANOVA analyses to verify H2, comparing
the mean at T1 vs. T2 for the three school burnout dimensions.

Finally, three stepwise hierarchical multiple regressions verified H3, one for each
burnout dimension (outcome). In detail, firstly, we controlled for age and the corresponding
output at T1. Secondly, we added the three dimensions of students’ perception of teachers’
emotional support at T1. All the statistical analyses were conducted on the final sample of
295 students who participated in data collection at both time points.
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3. Results

Table 1 reports the means, standard deviations, and correlations. The sex variable was
treated as a dummy variable, where 0 was the value attributed to females and 1 was the
value attributed to males.

Table 1. Descriptive statistics and correlation matrix.

Table M SD 1 2 3 4 5 6 7 8 9 10 11 12 13

Time 1
1. SEX
2. AGE 15.78 1.48 −0.098
3. EXH 11.58 4.71 −0.123 * 0.244 **
4. CYN 7.40 4.04 0.001 0.222 ** 0.465 **

5. INAD 5.13 2.62 0.002 0.204 ** 0.503 ** 0.692 **
6. PC 18.72 3.91 0.019 −0.374 ** −0.298 ** −0.260 ** −0.258 **
7. TS 17.23 5.56 0.075 −0.372 ** −0.390 ** −0.329 ** −0.370 ** 0.558 **

8. RAP 11.79 3.57 0.046 −0.272 ** −0.267 ** −0.296 ** −0.305 ** 0.504 ** 0.694 **
Time 2
9. EXH 13.61 5.04 −0.213 ** 0.226 ** 0.657 ** 0.284 ** 0.337 ** −0.240 ** −0.406 ** −0.226 **

10. CYN 8.94 4.33 0.001 0.227 ** 0.310 ** 0.637 ** 0.520 ** −00.271 ** −0.296 ** −0.265 ** 0.420 **
11. INAD 6.26 2.95 −0.080 0.204 ** 0.372 ** 0.484 ** 0.580 ** −0.220 ** −0.281 ** −0.301 ** 0.526 ** 0.727 **

12. PC 16.01 4.81 0.060 −0.206 ** −0.199 ** −0.274 ** −0.230 ** 0.479 ** 0.364 ** 0.355 ** −0.269 ** −0.333 ** −0.288 **
13. TS 15.86 5.58 0.155 ** −0.238 ** −0.298 ** −0.318 ** −0.285 ** 0.354 ** 0.571 ** 0.425 ** −0.359 ** −0.322 ** −0.300 ** 0.665 **

14. RAP 11.15 3.78 0.042 −0.170 ** −0.183 ** −0.274 ** −0.239 ** 0.378 ** 0.462 ** 0.473 ** −0.202 ** −0.288 ** −0.259 ** 0.704 ** 0.798 **

Note. * p < 0.05 (2-tailed); ** p < 0.01 (2-tailed), SEX: 0 = Female, 1 = Male, EXH = Emotional exhaustion, CYN = Cynicism, INAD = Sense of
inadequacy, PC = Positive climate, TS = Teacher sensitivity, RAP = Regard for adolescent perspective.

The correlation analysis revealed that both at T1 and T2 perceived teacher emotional
support dimensions were significantly and negatively associated with school burnout
dimensions (p < 0.01). Moreover, the three school burnout dimensions were significantly
related to each other both at T1 and T2 (p < 0.01), as expected.

Repeated measures ANOVAs highlighted a significant effect of time on Emotional
exhaustion (F(1, 294) = 73.72, p = 0.000), Cynicism (F(1, 294) = 54.52, p = 0.000), and Sense
of inadequacy (F(1, 294) = 56.90, p = 0.000). The mean levels of all the school burnout
dimensions significantly increased from T1 to T2 (Table 1).

Results from the three stepwise hierarchical multiple regressions (Table 2) show that
only Teacher sensitivity at T1 significantly and negatively predicted Emotional exhaustion
at T2 (β = −25, t = −3.82, p < 0.01), and the overall model longitudinally accounted for
46% of its variance. Although Regard for adolescent perspective at T1 significantly and
negatively predicted Sense of Inadequacy at T2 (β = −15, t = −2.25, p < 0.05), the change in
R2 from Step 1 to Step 2 was not significant (p > 0.05).

Table 2. Hierarchical multiple regression analyses of perceived teacher emotional support dimensions at T1 on burnout
dimensions at T2.

Variables

Perceived Teachers’ Emotional Support
Dimensions at T1 on Emotional

Exhaustion at T2

Perceived Teachers’ Emotional Support
Dimensions at T1 on Cynicism at T2

Perceived Teachers’ Emotional Support
Dimensions at T1 on Sense of

Inadequacy at T2

β t Model Summary β t Model Summary β t Model Summary

Step 1 Adj. R2 = 0.43 ** Adj. R2 = 0.41 ** Adj. R2 = 0.33 **
AGE 0.07 1.54 F(2, 292) = 112.71 0.09 1.95 F(2, 292) = 103.03 0.08 1.84 F(2, 292) = 76.55
EXH1 0.63 14.10 **
CYN1 0.61 13.43 **

INAD1 0.56 11.60 **
Step 2 Adj. R2 = 0.45 ** Adj. R2 = 0.41 Adj. R2 = 0.34

PC 0.04 0.73 F(3, 289) = 5.17 −0.07 −1.27 F(3, 289) = 1.38 −0.00 −0.15 F(3, 289) = 2.12
TS −0.25 −3.82 ** ∆R = 0.029 −0.02 −0.40 ∆R = 0.008 0.05 0.73 ∆R = 0.014

RAP 0.09 1.55 −0.02 −0.31 −0.15 −2.25 *

Note. ** p < 0.01. * p < 0.05. Age and the corresponding outcome at T1 were controlled for each regression model; EXH1 = Emotional
exhaustion at T1, CYN1 = Cynicism at T1, INAD1 = Sense of inadequacy at T1, PC = Positive climate. TS = Teacher sensitivity. RAP = Regard
for adolescent perspective.

4. Discussion

The current study starts with the awareness that adolescents are particularly exposed
to burnout risk. Several findings widely support the increase in the school burnout dimen-
sions’ levels (i.e., emotional exhaustion, cynicism, and sense of inadequacy) as students
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move forward into the school year [5,31]. In this regard, existing findings show that high
school students have a high risk of disengagement and dropout due to the imbalance
between personal resources and school demands [12,17], leading to the school burnout
experience. At the same time, external resources may significantly and positively influence
students’ well-being, reducing the adoption of negative coping strategies like cynicism [32].
Our study addresses this topic in a longitudinal perspective by investigating the impact of
teachers’ emotional support (i.e., as external support perceived by the student) during one
school year in a sample of Italian high school students. Overall, findings support the study
hypotheses, as discussed below.

Firstly, and coherent with prior findings (e.g., [30]), the teachers’ emotional support
dimensions maintain negative correlations with school burnout subscales at the beginning
and the end of the school year. Besides, students’ emotional exhaustion is positively associ-
ated with cynicism and a sense of inadequacy, both at the beginning and the end of the
school year. Extensive and international findings support the Italian results, which high-
light that being a burned-out student regards simultaneously an emotional state (feeling
exhausted and inadequate), and a coping strategy (adopting cynicism) (e.g., [4,6,10]). As
expected, our findings also confirmed, on the one hand, the negative associations between
students’ perception of emotional support, and, on the other, the school burnout dimen-
sions. Previous studies support our hypothesis regarding external resources’ positive role
in students’ adaptation to their school life [33]. Effectively, the more they feel supported,
the less they risk burnout syndrome.

Secondly, the present findings support our expectation to observe an increase in stu-
dents’ burnout levels from T1 to T2, consistent with the other countries’ results [4,5,14].
Several scholars have analyzed why burnout rises during the teenage period. According to
the existing literature (e.g., [34]), the period of adolescence is critical to new developmental
tasks. Students perceive several requirements arising from their social group of belonging
(e.g., physical, psychological, and social). Effectively, young people perceive more pressure
to achieve school-related competencies, on the one hand, and homework overload, on
the other one. Combining this with the high risk of emotional disorders during adoles-
cence (e.g., [35]), it is not surprising that school burnout may arise during adolescence-age
life. Moreover, in the current study, we observed an increasing level of burnout in less
than twelve months, which should draw teachers’ attention to students’ well-being more
carefully. Recent evidence from the Organisation for Economic Co-operation and Develop-
ment’s survey (OECD) [36] highlights that a positive student–teacher relationship boosts
students’ school adjustment and well-being.

In this regard, approaching our main results, we observe the beneficial role of teachers’
emotional support toward students’ burnout development trajectory from T1 to T2. In
detail, the findings partially confirm our last hypothesis, showing that only the teacher
sensitivity dimension at T1 inversely affected emotional exhaustion at T2 (for example,
students agree with items like “Our teachers care about how we feel”). In other words, the
more teachers were responsive and empathic with students’ emotional needs and worries,
the less students’ exhaustion occurs during the school year.

Interestingly, existing studies highlight that even though adolescent students ask for
self-determination to manage school-life events, they need to count on positive support
from others (with teachers as the most crucial support source) [17,22,37]. Coherently,
further studies referring to the Italian context show that teachers’ emotional support is an
essential source for students’ school transitions (e.g., [38]).

The present study yields suggestions (for teachers, practitioners, and policymakers) on
the empowerment of a specific facet of the relations settled with students at the beginning
of the school year, such as teacher sensitivity.

Two main limitations need to be considered for future research: a short observation
period and a unique burnout measure. Future studies should also adopt a multi-informant
design involving teachers and students to analyze their reciprocal relationship deeply.
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5. Conclusions

Burnout represents a serious and current issue in school maladjustment that could not
be disregarded. In line with international literature in this field, our study has also shown
that the mean levels of school burnout dimensions tend to rise throughout the school year
in Italian high school students. Nevertheless, the protective role of teachers’ sensitivity may
reduce burnout risk. This result sheds light on the importance of strengthening the teacher–
student emotional relationship. If teachers manage to enhance their emotional closeness
early on, their students would be more shielded against future burnout-related exhaustion.
When a student feels overwhelmed and exhausted due to school demands, the perception
of emotional closeness with his/her teacher may serve as external support by reducing the
solution-focused self-help approach. Overall, teachers should pay more attention to their
students’ emotional states and lead them to face their school tasks efficiently.
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writing—original draft preparation, L.R., G.A., and P.C.; writing—review and editing, L.R. and C.F.;
supervision, C.F. All authors have read and agreed to the published version of the manuscript.

Funding: This research received no external funding.

Institutional Review Board Statement: The study was conducted according to the guidelines of
the Declaration of Helsinki and approved by the Ethics Committee of the University of Rome,
LUMSA, Italy.

Informed Consent Statement: Informed consent was obtained from all subjects involved in the study.

Data Availability Statement: The data presented in this study are available on request from the
corresponding author.

Conflicts of Interest: The authors declare no conflict of interest.

References
1. Salmela-Aro, K.; Kiuru, N.; Leskinen, E.; Nurmi, J.E. School burnout inventory (SBI) reliability and validity. Eur. J. Psychol. Assess.

2009, 25, 48–57. [CrossRef]
2. Fiorilli, C.; Galimberti, V.; De Stasio, S.; Di Chiacchio, C.; Albanese, O. L’utilizzazione dello School Burnout Inventory (SBI) con

studenti Italiani di scuola superiore di primo e secondo grado. Psicol. Clin. Dello Svilupp. 2014, 18, 403–423. [CrossRef]
3. Schaufeli, W.B.; Martínez, I.M.; Pinto, A.M.; Salanova, M.; Bakker, A.B. Burnout and Engagement in University Students. J. Cross.

Cult. Psychol. 2002, 33, 464–481. [CrossRef]
4. Parviainen, M.; Aunola, K.; Torppa, M.; Lerkkanen, M.K.; Poikkeus, A.M.; Vasalampi, K. Early Antecedents of School Burnout in

Upper Secondary Education: A Five-year Longitudinal Study. J. Youth Adolesc. 2020, 1–15. [CrossRef]
5. Salmela-Aro, K.; Read, S. Study engagement and burnout profiles among Finnish higher education students. Burn. Res. 2017, 7, 21–28.

[CrossRef]
6. Kim, B.; Lee, M.; Kim, K.; Choi, H.; Lee, S.M. Longitudinal analysis of academic burnout in Korean middle school students. Stress

Health 2015, 31, 281–289. [CrossRef] [PubMed]
7. Lee, J.; Puig, A.; Lea, E.; Lee, S.M. Age-related differences in academic burnout of Korean adolescents. Psychol. Sch. 2013, 50, 1015–1031.

[CrossRef]
8. Parker, P.D.; Salmela-Aro, K. Developmental processes in school burnout: A comparison of major developmental models. Learn.

Individ. Differ. 2011, 21, 244–248. [CrossRef]
9. Salmela-Aro, K. Dark and bright sides of thriving–school burnout and engagement in the Finnish context. Eur. J. Dev. Psychol.

2017, 14, 337–349. [CrossRef]
10. Salmela-Aro, K.; Kiuru, N.; Pietikäinen, M.; Jokela, J. Does school matter? The role of school context in adolescents’ school-related

burnout. Eur. Psychol. 2008, 13, 12–23. [CrossRef]
11. Salmela-Aro, K.; Kiuru, N.; Nurmi, J.-E. The role of educational track in adolescents’ school burnout: A longitudinal study. Br. J.

Educ. Psychol. 2008, 78, 663–689. [CrossRef] [PubMed]
12. Bask, M.; Salmela-Aro, K. Burned out to drop out: Exploring the relationship between school burnout and school dropout. Eur. J.

Psychol. Educ. 2013, 28, 511–528. [CrossRef]
13. Fiorilli, C.; De Stasio, S.; Di Chiacchio, C.; Pepe, A.; Salmela-Aro, K. School burnout, depressive symptoms and engagement:

Their combined effect on student achievement. Int. J. Educ. Res. 2017, 84, 1–12. [CrossRef]
14. Lee, M.Y.; Lee, S.M. The effects of psychological maladjustments on predicting developmental trajectories of academic burnout.

Sch. Psychol. Int. 2018, 39, 217–233. [CrossRef]

http://doi.org/10.1027/1015-5759.25.1.48
http://doi.org/10.1449/78365
http://doi.org/10.1177/0022022102033005003
http://doi.org/10.1007/s10964-020-01331-w
http://doi.org/10.1016/j.burn.2017.11.001
http://doi.org/10.1002/smi.2553
http://www.ncbi.nlm.nih.gov/pubmed/24452964
http://doi.org/10.1002/pits.21723
http://doi.org/10.1016/j.lindif.2011.01.005
http://doi.org/10.1080/17405629.2016.1207517
http://doi.org/10.1027/1016-9040.13.1.12
http://doi.org/10.1348/000709908X281628
http://www.ncbi.nlm.nih.gov/pubmed/18257974
http://doi.org/10.1007/s10212-012-0126-5
http://doi.org/10.1016/j.ijer.2017.04.001
http://doi.org/10.1177/0143034318766206


Int. J. Environ. Res. Public Health 2021, 18, 1922 7 of 7

15. Salmela-Aro, K.; Savolainen, H.; Holopainen, L. Depressive symptoms and school burnout during adolescence: Evidence from
two cross-lagged longitudinal studies. J. Youth Adolesc. 2009, 38, 1316–1327. [CrossRef]

16. Walburg, V. Burnout among high school students: A literature review. Child. Youth Serv. Rev. 2014, 42, 28–33. [CrossRef]
17. Salmela-Aro, K.; Upadyaya, K. School burnout and engagement in the context of demands-resources model. Br. J. Educ. Psychol.

2014, 84, 137–151. [CrossRef]
18. Wentzel, K.R. School adjustment. In Handbook of Psychology; Wiley Online Library: Hoboken, NJ, USA, 2003; pp. 235–258.
19. Romano, L.; Tang, X.; Hietajärvi, L.; Salmela-Aro, K.; Fiorilli, C. Students’ Trait Emotional Intelligence and Perceived Teacher

Emotional Support in Preventing Burnout: The Moderating Role of Academic Anxiety. Int. J. Environ. Res. Public Health 2020, 17, 4771.
[CrossRef]

20. Roeser, R.W.; Eccles, J.S.; Sameroff, A.J. Academic and emotional functioning in early adolescence: Longitudinal relations,
patterns, and prediction by experience in middle school. Dev. Psychopathol. 1998, 10, 321–352. [CrossRef]

21. Domitrovich, C.E.; Durlak, J.A.; Staley, K.C.; Weissberg, R.P. Social-emotional competence: An essential factor for promoting
positive adjustment and reducing risk in school children. Child Dev. 2017, 88, 408–416. [CrossRef]

22. Alarcon, G.M.; Edwards, J.M.; Menke, L.E. Student burnout and engagement: A test of the conservation of resources theory.
J. Psychol. Interdiscip. Appl. 2011, 145, 211–227. [CrossRef]

23. Kiuru, N.; Aunola, K.; Nurmi, J.-E.; Leskinen, E.; Salmela-Aro, K. Peer group influence and selection in adolescents’ school
burnout: A longitudinal study. Merrill-Palmer Q. 2008, 54, 23–55. [CrossRef]

24. Guo, J.; Li, M.; Wang, X.; Ma, S.; Ma, J. Being bullied and depressive symptoms in Chinese high school students: The role of social
support. Psychiatry Res. 2020, 284, 112676. [CrossRef] [PubMed]

25. Hughes, J.; Cavell, T.; Wilson, V. Further support for the significance of the quality of teacher–child relationships. J. Sch. Psychol.
2001, 29, 281–301. [CrossRef]

26. Hughes, J.N.; Luo, W.; Kwok, O.M.; Loyd, L.K. Teacher-Student Support, Effortful Engagement, and Achievement: A 3-Year
Longitudinal Study. J. Educ. Psychol. 2008, 100, 1–14. [CrossRef] [PubMed]

27. Lee, C.-Y.S.; Goldstein, S.E. Loneliness, stress, and social support in young adulthood: Does the source of support matter? J. Youth
Adolesc. 2016, 45, 568–580. [CrossRef]

28. Pianta, R.C.; Hamre, B.K. Conceptualization, Measurement, and Improvement of Classroom Processes: Standardized Observation
Can Leverage Capacity. Educ. Res. 2009, 38, 109–119. [CrossRef]

29. Schenke, K.; Lam, A.C.; Conley, A.M.M.; Karabenick, S.A. Adolescents’ help seeking in mathematics classrooms: Relations between
achievement and perceived classroom environmental influences over one school year. Contemp. Educ. Psychol. 2015, 41, 133–146.
[CrossRef]

30. Romano, L.; Buonomo, I.; Callea, A.; Fiorilli, C.; Schenke, K. Teacher Emotional Support Scale on Italian High School Students: A
contribution to validation. Open Psychol. J. 2020, 13, 123–132. [CrossRef]

31. Salmela-Aro, K.; Upadyaya, K. Developmental trajectories of school burnout: Evidence from two longitudinal studies. Learn.
Individ. Differ. 2014, 36, 60–68. [CrossRef]

32. Tang, X.; Upadyaya, K.; Salmela-Aro, K. School burnout and psychosocial problems among adolescents: Grit as a resilience factor.
J. Adolesc. 2020, 86, 77–89. [CrossRef]

33. Malinen, O.-P.; Savolainen, H. The effect of perceived school climate and teacher efficacy in behavior management on job
satisfaction and burnout: A longitudinal study. Teach. Teach. Educ. 2016, 60, 144–152. [CrossRef]

34. Hurrelmann, K.; Quenzel, G. Developmental Tasks in Adolescence; Routledge: London, UK, 2018; ISBN 0429838549.
35. Kieling, C.; Baker-Henningham, H.; Belfer, M.; Conti, G.; Ertem, I.; Omigbodun, O.; Rohde, L.A.; Srinath, S.; Ulkuer, N.; Rahman,

A. Child and adolescent mental health worldwide: Evidence for action. Lancet 2011, 378, 1515–1525. [CrossRef]
36. Schleicher, A. PISA 2018: Insights and Interpretations; OECD Publishing: Paris, France, 2019.
37. Kim, B.; Jee, S.; Lee, J.; An, S.; Lee, S.M. Relationships between social support and student burnout: A meta-analytic approach.

Stress Health 2018, 34, 127–134. [CrossRef] [PubMed]
38. Longobardi, C.; Prino, L.E.; Marengo, D.; Settanni, M. Student-teacher relationships as a protective factor for school adjustment

during the transition from middle to high school. Front. Psychol. 2016, 7, 1988. [CrossRef] [PubMed]

http://doi.org/10.1007/s10964-008-9334-3
http://doi.org/10.1016/j.childyouth.2014.03.020
http://doi.org/10.1111/bjep.12018
http://doi.org/10.3390/ijerph17134771
http://doi.org/10.1017/S0954579498001631
http://doi.org/10.1111/cdev.12739
http://doi.org/10.1080/00223980.2011.555432
http://doi.org/10.1353/mpq.2008.0008
http://doi.org/10.1016/j.psychres.2019.112676
http://www.ncbi.nlm.nih.gov/pubmed/31727440
http://doi.org/10.1016/S0022-4405(01)00074-7
http://doi.org/10.1037/0022-0663.100.1.1
http://www.ncbi.nlm.nih.gov/pubmed/19578558
http://doi.org/10.1007/s10964-015-0395-9
http://doi.org/10.3102/0013189X09332374
http://doi.org/10.1016/j.cedpsych.2015.01.003
http://doi.org/10.2174/1874350102013010123
http://doi.org/10.1016/j.lindif.2014.10.016
http://doi.org/10.1016/j.adolescence.2020.12.002
http://doi.org/10.1016/j.tate.2016.08.012
http://doi.org/10.1016/S0140-6736(11)60827-1
http://doi.org/10.1002/smi.2771
http://www.ncbi.nlm.nih.gov/pubmed/28639354
http://doi.org/10.3389/fpsyg.2016.01988
http://www.ncbi.nlm.nih.gov/pubmed/28066305

	Introduction 
	Materials and Methods 
	Participants and Procedure 
	Instruments 
	Analysis Plan 

	Results 
	Discussion 
	Conclusions 
	References

