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Self-efficacy beliefs in behavior management (SEBIBM) is a key issue for
teachers, while emotional competence is a major contributor to professional
success and sustainability in this profession. The investigation of the
multifaceted nature of these two constructs may be important in order to
take a step toward understanding which emotional competence could foster
specific aspects of SEBIBM. To explore this issue, elementary school teachers
(N=121, 1st-4th grades) answered the Profile of Emotional Competence,
which comprises 12 scores of emotional competencies, and a four-
dimensional self-efficacy scale for behavior management in the classroom.
Results indicate that intrapersonal emotional competencies, as compared to
interpersonal competencies, play a major role regarding self-efficacy beliefs. In
particular, multiple regression analyses revealed that higher identification and
understanding of personal emotions were associated with better perceived
self-efficacy on two aspects of SEBiBM. In addition, using other's emotions
predicted proactive involvement of the pupil’s parent or caregiver. Results are
discussed in terms of their contribution to research in educational sciences
and in teacher education, particularly with respect to teachers’ sustainability
in the profession.

KEYWORDS

emotional competencies, classroom management, behavior management,
elementary school, identification of emotions, understanding of emotions

Theoretical framework

Emotional competencies refer to a combination of knowledge, skills, and dispositions
related to affect (in the broadest sense of the term, e.g., encompassing emotions, feelings,
mood) that enable individuals to effectively and functionally identify, express, understand,
use, and regulate one’s own emotions and the emotions of others (Brasseur et al., 2013;
Mikolajczak et al., 2020). Emotional competencies have been studied within the emotional
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intelligence domain, where two main approaches have been
introduced: the ability approach, which conceptualizes emotional
intelligence as an ability/form of intelligence and measures the
construct with tests based on objective performance (Mayer and
Salovey, 1997); and the trait approach, which considers emotional
intelligence as a personality trait and measures it with self-reports
(Petrides and Furnham, 2001). The current contribution was
carried out according to the latter approach.

Generally, better emotional competencies contribute to better
mental and physical health (Martins et al, 2010), more
constructive and satisfying social relationships (Lopes et al., 2003),
and greater career success, among other things (e.g., Mikolajczak
et al., 2020). In the teaching context, research is increasingly
interested in teachers’ social-emotional competencies, particularly
in terms of their contribution to learning and to individual and
social well-being (Mac Cann et al., 2020; Mikolajczak et al., 2020).
Indeed, teachers and pupils experience a wide range of emotions
that they have to use or manage during lessons, both in relation to
the behaviors of others and in themselves (e.g., frustration,
anxiety, but also interest or pride; Hargreaves, 2000; Genoud et al.,
2020). Specifically, it can be very challenging for teachers to
manage situations in which their own emotions and their pupils’
emotions are obstacles to teaching and learning: fear of coming to
school or failing an exam; anger or sadness after a lesson or recess;
excessive joy in a play activity, as well as frustration toward pupils’
behavior in class.

Two main negative characteristics of the teaching profession,
namely high levels of stress and burnout, have led researchers to
explore the role emotional competencies might play in improving
teachers’ psychological health and wellbeing (Vesely-Maillefer and
Saklofske, 2018). Research shows that emotional competencies
may significantly improve teachers’ well-being at work (e.g.,
Meérida-Lopez and Extremera, 2017), and that training emotional
competencies improved teachers self-perceived emotional
intelligence and interpersonal relationships, lowering the stress
level in comparison to the control group (Genoud and Reicherts,
2009; Pérez-Escoda et al., 2012).

Classroom management — also a critical issue in effective
teaching and learning - involves several aspects which can
be related to teachers’ emotional competencies (Jennings and
Greenberg, 2009; Garner, 2010). Evertson and Weinstein (2011,
p. 5) characterized classroom management through the five
following facets: (1) developing caring and supportive
relationships with and among pupils, (2) organizing and
implementing instruction in ways that optimize pupils’ access to
learning, (3) using group management methods that encourage
pupils’ engagement in academic tasks, (4) promoting the
development of pupils” social skills and self-regulation, and (5)
using appropriate interventions to assist pupils with behavior
problem. The latter refers to the ability to manage behaviors in the
classroom; and the subjective perceptions in one’s own SEBiBM
- often cited as one of the most challenging aspects of teachers’
education and preservice teachers’ job — constitutes an important
risk for burnout, stress, and job (dis)satisfaction in the profession

Frontiers in Psychology

02

10.3389/fpsyg.2022.1049617

(Evertson and Weinstein, 2011; Dicke et al., 2015). Because
SEBiBM is the aspect of classroom management in which teachers
encounter the most difficulties (Gaudreau et al., 2018), this study
will focus specifically on this multifaceted construct.

In this vein, Dessibourg (2018) validated a four-dimensional
instrument to evaluate teacher SEBiBM: (1) proactive
management, (2) reactive management, (3) proactive involvement
of the pupil’s parent or caregiver, and (4) reactive involvement of
people outside the classroom. Proactive management refers to the
perceived capacity to establish classroom procedures and routines
to prevent occurrence of disruptive behavior (e.g., through the
development of classroom rules or clear instructions on how to
behave). Reactive management is the perceived teacher’s
immediate reaction to pupils’ disruptive or positive behavior (e.g.,
sanctions or reinforcements). Whereas the first two dimensions
refer to perceived management by the teacher alone, the last two
assess perceived management in collaboration with adults outside
the classroom. The former - named proactive parental
involvement — consists in including parents (e.g., in writing, by a
telephone call or meeting with the parents) to inform them of how
the behavior management system in the classroom functions, thus
including them by regularly informing them of their child’s
situation in relation to this aspect and, when necessary, by making
decisions jointly with them. The latter - named reactive
involvement of people outside the classroom - implies involving
additional professionals (e.g., the principal, the mediators, the
school psychologist) as a resource for the teacher and also for the
parents when a situation is difficult to manage.

Different studies investigated the relationships between SEBiBM
and emotional competencies. Using one dimensions of the Emmer
and Hickman (1991) instrument regarding perceived discipline
management in the classroom, Valente et al. (2019) showed - using
a structural equation model on a sample of 559 elementary and
secondary school teachers — a weak negative relation with emotional
perception and a weak positive relation with emotional regulation
and perceived classroom discipline management, whereas no
relation was found with emotional expression. With the same type
of analyses on another sample of 382 teachers (7th to 12th grades),
Valente and Lourenco (2020) found that participants with higher
emotional intelligence (EI) use more constructive strategies
(compromise and collaboration) and fewer inappropriate strategies
(domination, avoidance, or obliging). As a result, individuals with
high EI tend to be more creative, flexible, and more able to cope with
their own emotions, with greater problem-solving and conflict
negotiation skills. In a linear regression model, Moafian and
Ghanizadeh (2009) showed that emotional self-awareness (i.e., the
ability to be aware of, recognize and understand one’s emotions) and
interpersonal relationship (i.e., to establish and maintain mutually
satisfying relationships and efficiency in problem-solving) predicted
a global score of self-efficacy in the teachers of an Iranian private
institute — negatively for the first, positively for the two others.
Finally, in a longitudinal design, Buri¢ and Mornar (2022) found
that positive affectivity (PA) measured by the PANAS (Watson et al.,,
1988) positively predicted self-efficacy (measured by the Teacher
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Self-efficacy Scale; Schwarzer et al., 1999) and deep acting (i.e.,
making efforts to feel emotions needed to display to others), but
negatively predicted surface acting (i.e., hiding emotions and faking
emotions); while negative affectivity (NA) negatively predicted self-
efficacy but positively predicted surface acting. In synthesis, across
time, PA was consistently important in predicting self-efficacy while
NA was consistently important in predicting surface acting.

Overall, these results support the idea that emotional
competencies and authentic expression of emotions allow the
teacher to be attuned to the classroom climate and therefore
demonstrate better classroom climate management, which would
result in stronger perceptions of SEBiBM. Hence, greater
awareness would lead to better behavior management by way of
greater self-efficacy beliefs.

It is interesting to note that the limited research on the
relationship between emotional competencies and SEBiBM has
not really taken into account their multidimensional natures,
particularly with respect to both intrapersonal and interpersonal
emotional competencies. Indeed, most measures have blurred a
fundamental distinction between emotional competencies that
pertain to the individual (i.e., intrapersonal competencies such as:
identification of emotions in oneself) and emotion competencies
that apply to another individual (i.e., interpersonal competencies
such as: identification of emotions in others). Individuals may
hold beliefs about emotional behavior that do not equally refer to
others as to themselves. For example, one may know that
reappraisal is an emotion regulation strategy that functions well
for most individuals and in different contexts, and yet the same
person may also know that she or he is not capable of using
reappraisal when trying to regulate negative feelings. This is also
supported by studies showing that thinking about someone else’s
perspective or taking a self-perspective activated partially different
neural mechanisms and brain regions (Davis et al., 2004; Vogeley
et al, 2004). Hence, the competencies that refer to the
intrapersonal or interpersonal sphere may be only loosely related
with each other and predict different outcomes. For example, Di
Fabio and Palazzeschi (2008) found that a SEBiBM score was
positively correlated with the intrapersonal and adaptability scores
of emotional competencies, but not related to the interpersonal
and stress management scores of emotional competencies.

The purpose of this study was to provide further evidence
regarding the association between self-perceived emotional
competencies and SEBiBM by using multifaceted scales that
distinguish intra-from interpersonal emotional competencies
(Brasseur et al., 2013) and four behavior management skills
(Dessibourg, 2018) among elementary school teachers.

Materials and methods
Participants
The sample comprised 121 teachers from three different

regions of the French-speaking part of Switzerland teaching in
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grade levels from first through fourth grade (117 women and 4
men; M, =410, SD=11.25 My, of experience= 18.7, SD=12.1).
Inclusion criteria were to be native French speaking and having
currently a class to teach to. The career paths followed by the
participants were tertiary education (University of Teacher
Education; n=>52) or former degrees called Ecoles Normales
(n=69).

Participants responded voluntarily to a few socio-
demographic questions (age, gender, years of experience,
educational background and grade level) and then completed the
two following instruments: the French version of the Profile of
Emotional Competence (PEC; Brasseur et al., 2013), and the
French version of the Teacher Self-Efficacy Beliefs in Behavior
Management (T-SEBiBM; Dessibourg, 2018).

Measures

The PEC gives the following 13 indices: a total score of
emotional competencies (50 items assessed on a 5-point Likert
scale ranging from “strongly disagree” to “strongly agree”), a
global score of intrapersonal emotional competencies (25
items) and another score of interpersonal emotional
competencies (25 items), and the scores of the emotional
sub-competencies, five for each intra and interpersonal
competencies (each composed of five items): identification,
expression, comprehension, regulation, and utilization of
emotions. For all these scores, higher values correspond to
better emotional competencies.

In the present study, the subscales’s reliability was good (o
from 0.61 to 0.74) except for the subscale “listening to others’
emotions” (x=0.55); the reliability of the global factors was very
good (x from 0.82 to 0.88).

The T-SEBiBM is a questionnaire with 16 items assessed on an
8-point Likert scale (ranging from “I am not at all capable” to “I
am completely capable”) and provide four scores: (1) proactive
management, (2) reactive management, (3) proactive involvement
of the pupil’s parent or caregiver, and (4) reactive involvement of
people outside the classroom. For each of these four scores, higher
values correspond to higher perceived SEBiBM.

In the present study, the subscales reliability was very good («
from 0.84 to 0.86) except for the subscale “proactive involvement
of the pupil’s parent or caregiver” (o=0.49).

Data analyses

Statistical analyses were performed with R (R Core Team,
2022). Skewness and kurtosis suggested each variable respected
enough normality (all absolute values <1.22). We calculated
Pearson’s correlations and four multiple regression analyses with
the 10 emotional competences and number of years of experience
in teaching as simultaneous predictors of each facet of
T-SEBiBM. In the multiple regression analyses, variance inflation
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factor scores (all <2.31) suggested no strong concern
for multicollinearity.

Results

Means, standard deviations, and correlations with confidence
intervalsamongall variables are available in Supplementary materials;
we present here the correlations of interest (Table 1). Facets of the
T-SEBiBM showed higher (positive) correlations with intrapersonal
emotional competencies than interpersonal competencies, except
for using emotions and regulating emotions. Identification,
understanding and regulation of one’s emotions generally showed
the highest correlations with perceived SEBiBM management,
whereas expression of others’ emotions was the only dimension of
the PEC unrelated to any aspects of the T-SEBiBM.

For all the four outcomes (i.e., the four dimensions of the
T-SEBiBM), results indicated significant predictors among
emotional competencies, with percentages of explained variance
ranging from 17 to 25% (ps <0.01, Table 2). Understanding of
emotions in oneself (intrapersonal competence) emerged as a
significant positive predictor of two scores of the T-SEBiBM:
Proactive management and reactive management. Identification of
one’s emotions (intrapersonal competences) also positively predicted
two dimensions of the T-SEBiBM: Reactive management and
proactive involvement of caregivers. This latter facet of SEBiBM was
also positively predicted by utilizing others’ emotions (interpersonal
competence). None of emotional competencies predicted
significantly reactive involvement (but trends could be noted).

Discussion

The goal of the current study was to understand which facets
of emotional competencies may foster specific aspects of perceived

10.3389/fpsyg.2022.1049617

classroom management efficacy, focusing on behavior
management. Results show that intrapersonal, more than
interpersonal emotional competencies play a major role in
teachers’ self-perceptions regarding behavior management.
Consequently, SEBiBM may primarily relate to self-management
capacities or self-confidence regarding one’s own emotions. This
is consistent with Di Fabio and Palazzeschi (2008) results showing
that SEBiBM was positively correlated with the intrapersonal, but
not with the interpersonal dimension of emotional competencies.
Our research extends these results by identifying specific
intrapersonal competencies that could help teachers in managing
pupils’ behavior within the classroom. The lack of correlations
between interpersonal aspects and self-efficacy beliefs could also
be partially explained by the fact that teacher self-efficacy seems
to stabilize early on, meaning it should not respond rapidly to
external factors (Lazarides et al., 2020).

Starting from perceived self-efficacy in proactive management,
the dimension of the T-SEBIBM that refers to setting up strategies
to prevent disruptive behavior in class, understanding emotion
(intrapersonal emotional competence) predicted this type of
management strategy. This result suggests that being able to locate
causes and consequences of own emotion help to foresight and
adopt appropriate strategies for behavior management. Teachers
may rely on understanding the causes of their emotion and
associated need to foresee potential affective states (and in
particular stress) that pupil misbehavior is likely to generate.
Teachers being able to locate one’s causes and consequences of
emotions in an adequate way rather than just the trigger of affects
may also be more consistent between their values (e.g., each
student can show progress) and the actions implemented, showing
a caring approach (Shankland et al., 2018). Consequently, good
competencies in understanding emotions may allow a more
serene consideration of class dynamics and reduce teachers’ stress
and exhaustion, similarly to what has been reported for a better
emotional regulation (Vesely-Maillefer and Saklofske, 2018).

TABLE 1 Results of Pearson'’s correlations between the 12 scores of emotional competencies and the four dimensions of perceived self-efficacy in

classroom management.

Emotional competencies Proactive Reactive ] Proactive ) Reactive
management management involvement involvement
Intrapersonal Identification 0.36%* 0.39%* 0.35%% 0.29%%
Understanding 0.33%%* 0.36%* 0.12 0.23%
Use 0.19% 0.21* 0.17 0.19%*
Expression 0.25%* 0.13 0.10 0.16
Regulation 0.31%% 0.13 0.20% 0.19%
Interpersonal Identification 0.14 0.18* 0.10 0.24%*
Understanding 0.12 0.22% 0.06 0.13
Use 0.14 0.07 0.25%* 0.09
Expression 0.04 0.01 —0.08 0.06
Regulation 0.22% 0.10 0.16 0.19%
Global score Intrapersonal 0.43%% 0.35%% 0.28%* 0.31%%
Interpersonal 0.19% 0.17 0.15 0.21%

*Indicates p <0.05, **Indicates p<0.01.
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TABLE 2 Regression results using the four dimensions of perceived self-efficacy in behavior management as outcomes, with number of year of
experience and the 10 dimensions of emotional competencies as independent variables.

Predictor b b 95% CI Beta Beta 95% CI sr? sr295% CI Fit
(LL, UL) (LL, UL) (LL, UL)
Regression results using proactive management as the outcome
(Intercept) 11.46% (0.84, 22.08)
Experience 0.04 (~0.05, 0.13) 0.08 (~0.10, 0.26) 0.01 (~0.02, 0.03)
Identification (intrapersonal) 0.34 (—0.13,0.81) 0.18 (—0.07, 0.42) 0.01 (—0.02, 0.05)
Understanding (intrapersonal) 0.41* (0.02, 0.79) 0.22 (0.01, 0.43) 0.03 (—0.02, 0.08)
Expression (intrapersonal) 0.12 (—0.27,0.50) 0.07 (—0.16, 0.30) 0.00 (—0.01, 0.02)
Regulation (intrapersonal) 0.27 (—0.07, 0.62) 0.17 (—0.04, 0.38) 0.02 (=0.02, 0.06)
Use (intrapersonal) 0.24 (=0.07, 0.56) 0.14 (—0.04, 0.32) 0.02 (=0.02, 0.06)
Identification (intrapersonal) —0.01 (—0.56, 0.54) —0.00 (=0.26, 0.25) 0.00 (=0.00, 0.00)
Understanding (interpersonal) -0.3 (=0.74, 0.15) —0.15 (—0.38,0.07) 0.01 (=0.02, 0.05)
Expression (interpersonal) —0.13 (—0.57,0.31) —0.06 (—0.28,0.15) 0.00 (=0.01, 0.02)
Regulation (interpersonal) 0.03 (—0.49, 0.56) 0.02 (—0.23,0.26) 0.00 (—0.00, 0.00)
Use (interpersonal) 0.24 (—0.10, 0.58) 0.14 (—0.06, 0.33) 0.01 (-0.02, 0.05)
R*=0.245%*
95% CI (0.05, 0.31)
Regression results using reactive management as the outcome
(Intercept) 11.70%* (2.27,21.13)
Experience 0.02 (—0.06, 0.09) 0.04 (—0.14, 0.23) 0.00 (—0.01, 0.01)
Identification (intrapersonal) 0.42% (0.00, 0.84) 0.25 (0.00, 0.50) 0.03 (=0.02, 0.08)
Understanding (intrapersonal) 0.41% (0.07,0.76) 0.26 (0.04, 0.47) 0.04 (=0.02, 0.10)
Expression (intrapersonal) —0.09 (—0.43,0.25) —0.06 (=0.30,0.17) 0.00 (=0.01, 0.02)
Regulation (intrapersonal) 0.01 (=0.30, 0.31) 0.01 (=0.21,0.22) 0.00 (=0.00, 0.00)
Use (intrapersonal) 0.19 (—0.09, 0.47) 0.13 (—0.06, 0.31) 0.01 (=0.02, 0.05)
Identification (intrapersonal) —0.02 (—0.51, 0.47) —0.01 (—0.27,0.25) 0.00 (—0.00, 0.00)
Understanding (interpersonal) 0.03 (—0.36, 0.42) 0.02 (-0.22,0.25) 0.00 (—0.00, 0.00)
Expression (interpersonal) —0.04 (—0.43, 0.35) —0.02 (—0.24,0.19) 0.00 (-0.01, 0.01)
Regulation (interpersonal) —0.13 (—0.60, 0.33) —0.07 (—0.32,0.18) 0.00 (—0.01, 0.02)
Use (interpersonal) 0.15 (—0.15, 0.46) 0.10 (—0.10, 0.30) 0.01 (—0.02, 0.03)
R*=0.214%*
95% CI (0.03, 0.27)
Regression results using proactive involvement as the outcome
(Intercept) 3.8 (—0.85, 8.46)
Experience 0.02 (—0.01, 0.06) 0.12 (—0.06, 0.30) 0.01 (—0.02, 0.05)
Identification (intrapersonal) 0.30%* (0.10,0.51) 0.36 (0.12,0.61) 0.06 (=0.01,0.13)
Understanding (intrapersonal) —0.02 (-0.19, 0.15) —0.02 (—0.23,0.19) 0.00 (=0.01,0.01)
Expression (intrapersonal) —0.05 (—0.21,0.12) —0.06 (—0.29,0.17) 0.00 (-0.01, 0.02)
Regulation (intrapersonal) 0.1 (—=0.05, 0.25) 0.14 (—0.07, 0.35) 0.01 (—0.02, 0.04)
Use (intrapersonal) 0.09 (—=0.05, 0.23) 0.11 (-0.07, 0.30) 0.01 (—0.02, 0.04)
Identification (intrapersonal) 0.05 (-0.19,0.29) 0.05 (—0.20, 0.30) 0.00 (-0.01, 0.01)
Understanding (interpersonal) —0.16 (—0.35,0.03) —0.19 (—0.42, 0.04) 0.02 (—0.02, 0.06)
Expression (interpersonal) —0.11 (—0.30, 0.08) —0.12 (—0.33,0.09) 0.01 (—0.02, 0.04)
Regulation (interpersonal) 0.02 (=0.21,0.25) 0.02 (—0.22, 0.26) 0.00 (—0.00, 0.00)
Use (interpersonal) 0.15% (0.00, 0.30) 0.20 (0.00, 0.39) 0.03 (—0.02, 0.08)
R?*=0.243%*
95% CI (0.05, 0.30)
Regression results using reactive involvement as the outcome
(Intercept) 3.64 (—3.91,11.18)
Experience 0.06 (=0.01,0.12) 0.17 (=0.02, 0.36) 0.02 (~0.03, 0.07)
Identification (intrapersonal) 0.14 (—=0.19, 0.47) 0.11 (-0.15, 0.37) 0.01 (-0.02, 0.03)
(Continued)
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TABLE 2 (Continued)
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Predictor b b 95% CI Beta Beta 95% CI sr? sr795% CI Fit
(LL, UL) (LL, UL) (LL, UL)
Understanding (intrapersonal) 0.12 (—0.15,0.39) 0.10 (—0.12,0.31) 0.01 (—0.02, 0.03)
Expression (intrapersonal) —0.06 (=0.33,0.21) —0.05 (=0.30, 0.19) 0.00 (=0.01,0.01)
Regulation (intrapersonal) 0.12 (-0.12,0.37) 0.11 (-0.11, 0.33) 0.01 (=0.02, 0.04)
Use (intrapersonal) 0.16 (—0.07, 0.38) 0.13 (-0.06, 0.32) 0.01 (-0.02, 0.05)
Identification (intrapersonal) 0.38 (-0.01, 0.77) 0.26 (-0.01, 0.52) 0.03 (—0.03, 0.08)
Understanding (interpersonal) —0.19 (-=0.50, 0.13) —0.14 (—0.38,0.10) 0.01 (—0.02, 0.04)
Expression (interpersonal) —0.1 (-0.41,0.21) —0.07 (—0.30, 0.15) 0.00 (=0.02, 0.02)
Regulation (interpersonal) 0.07 (—0.30, 0.44) 0.05 (=0.21,0.31) 0.00 (—0.01, 0.01)
Use (interpersonal) 0.02 (—0.22,0.26) 0.02 (=0.19,0.22) 0.00 (—0.00, 0.00)
R*=0.167*

95% CI (0.00, 0.22)

A significant b-weight indicates the beta-weight and semi-partial correlation are also significant. b represents unstandardized regression weights. Beta indicates the standardized
regression weights. sr” represents the semi-partial correlation squared. LL and UL indicate the lower and upper limits of a confidence interval, respectively. *Indicates p <0.05, **indicates

p<0.01.

Regarding the reactive management strategy, the dimension
of the T-SEBIBM that refers to directly reacting to pupils’
behavior in class, we found that identifying one’s own emotions
and understanding them were both significant predictors. On
one hand, it seems that being aware of how one is feeling may
help to decide and control how to respond to both positive (e.g.,
with reinforce) and negative behavior (with punishment) better.
On the other hand, the better teachers understand the causes and
consequences of their emotions, the more efficient they are to
react to pupils’ behavior whether it is disruptive or positive.
Indeed, when teachers have to deal with unwanted behavior in
the classroom and encourage positive behavior, they are
undoubtedly confronted to certain emotions (e.g., the anxiety of
perceiving the classroom climate deteriorate, of losing authority
during the intervention; and also the joy or the interest in seeing
a positive climate); the ability to identify the affective state they
are experiencing and the understanding of their causes and
consequences (i.e., interrupting their teaching to intervene in the
face of a momentary difficulty or to emphasize good behavior)
seems to be a useful tool for maintaining a feeling of effectiveness
in this type of intervention. Possibly, teachers’ competencies with
their own emotions may translate to a better understanding or
deducting more accurately the causes and consequences of
pupils’ emotions in the classroom; this might help to infer what
caused a pupil’s reaction and interfere more effectively to address
or prevent any consequences (or amplify them if they
are positive).

As suggested in previous studies (Chang, 2009; Gay and
Genoud, 2020), understanding the causes and consequences of
emotions may facilitate decision making in the classroom and help
teachers think in a more constructive way. For example, instead of
feeling angry or anxious when a pupil does not follow classroom
rules or refuses to work, teachers who understand their own
emotions better may be more apt at re-evaluating the situation by
putting it into perspective or by promoting positive attitude
toward pupils (interpret pupils’ behaviors as personal problems
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rather than a personal attitude toward the teacher). This could

facilitate reacting to disruptive behaviors as well as
preventing them.

In a similar way, identifying emotions may help teachers
manage their classroom and involve pupil’s parents in a more
proactive way, such as through recognizing mild anger early and
managing it adequately before it potentially escalates into fury. If
identifying unpleasant emotions allows one to become aware of
something that needs to be changed or of the need to ask for a
helping hand, identifying pleasant emotions can promote
enthusiasm, decision making and broaden possible perspectives
(Fredrickson and Branigan, 2005).

When it comes to the dimension of proactive involvement of
caregiver — which also showed a marked percentage of explained
variance - it is the only variable for which one of the interpersonal
factor score was significant. Indeed, in addition to identifying
one’s own emotions, also using others’ emotions to reflect, act and
make decisions better emerged as a requisite for teachers to feel
that they are able to establish effective collaborations with parents.
Including adults outside the classroom by using others’ emotions
may be important to help teachers in involving parents and
knowing what to do when it comes to motivating and collaborating
with them.

Finally, the last dimension - reactive involvement of external
people, such as the school principal or a psychologist — had a
lower explained percentage of variance than the other three
dimensions. This facet of T-SEBiBM was not predicted by any
variables but the identification of emotions in oneself
(intrapersonal emotional competencies) approached significance.
Although one might have expected some interpersonal
dimensions to be significant, it might be that the teacher loses
some control - and therefore a significant part of his or her sense
of self-efficacy - in situations where other professionals have to
intervene. Indeed, in such situations, the school principal or the
mediator are certainly the people who take charge of the problem
reported by the teacher (who realizes there is a problem to solve
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by identifying his or her own emotional reactions and calls on
them because the situation is beyond his or her power). In this
case, teachers’ own emotional competencies may have less impact
on self-efficacy beliefs, given that classroom management in this
context is partially beyond their control.

though all

competencies were correlated to proactive management,

Overall, even intrapersonal emotional
understanding and identification revealed to be the stronger
importance to SEBiBM. In particular, being able to identify and
understand one’s own affective state were the most important
predictors of a teacher’s self-efficacy regarding behavior
management, including three out of four subdimensions. Indeed,
identifying and understanding of one’s own emotions are key
emotional competencies in various models because they are
considered prerequisite for the ability to use and regulate emotions
(Mikolajczak et al., 2020). Finally, expression of others’ emotions
- to allow others to express their emotions — was the only
emotional competence uncorrelated to any of the four of aspects

of perceived self-efficacy in behavior management.

Theoretical and practical implications

These results have important implications from both a
theoretical and a practical perspective. From a theoretical point
of view, this study distinguishes the contribution of
intrapersonal and interpersonal emotional competencies, two
dimensions that are often blurred in emotional competencies
research despite being quite distinct from each other
(Mikolajczak et al., 2020), as our results also showed. In
addition, this is the first study, to our knowledge, connecting
specific emotional competencies to different dimensions of
behavior management. Results highlight the prominent role of
identifying and understanding one’s own emotions as
fundamental skills teachers need to have in order to feel
confident in managing the class effectively. Other emotional
competencies show specific associations to specific self-eflicacy
beliefs related to different emotion management strategies,
highlighting the usefulness of using a multifaceted approach in
conceptualizing and measuring emotional competencies.

From a practical perspective, these findings reinforce the
interest around the development of pre-service and in-service
training to develop teachers’ emotional competencies. This
training should be based on an understanding of the specific
affective processes underlying teacher self-efficacy beliefs in
behavior management. The present findings suggest that different
emotional competencies play an important role in helping teachers
feel better within their class as well as in their professional
development and related self-confidence, to prevent indiscipline,
respond to pupil behavior in an appropriate manner, and engage
professionals and caregivers beyond the classroom. Thus, training
that encourages the development of these emotional competencies
may be effective for perceived self-efficacy classroom management,
which constitutes a critical issue for effective teaching and learning
(Muijs and Reynolds, 2002).
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Limitations and future directions

The main limitations of the current work are the reliance on
self-report, the small sample size, predominantly constituted of
female teachers, and the correlational design which precludes any
inference of causality. We assume that emotional competencies,
which are individual characteristics that have an inborn
component, although trainable, would precede the development
of SEBiBM. However, we cannot be certain of the direction of the
association given the cross-sectional design and we could also
imagine that having stronger SEBiBM influences one’s own
perceptions about emotional competence.

Future research should use longitudinal designs to address the
issue of causality. As an extension of the present results, other
facets of classroom management (e.g., developing caring and
supportive relationships with and among pupils, promoting the
development of pupils’ social skills and self-regulation) could
enlighten the role of emotional competencies in teaching and
learning. It would also be interesting in future studies to use more
objective measures of teachers’ effectiveness (e.g., collecting pupils’
evaluations, direct observations of certain behaviors) to see
possible discrepancies with self-reported competencies. Despite
objective indicators of teachers effectiveness, subjective
perceptions in one’s own competencies and abilities to manage the
class, or self-efficacy beliefs, remain a key aspect to investigate in
the teaching profession because they are related to important
outcomes, including students’ achievement (Collie et al., 2012)
and teachers’ burnout (Gholami, 2015).

Results can thus be considered as a promising preliminary study
providing a pathway for future research, which should include
attention to evaluating these relationships prospectively, through
mixed assessments (e.g., subjective scales, more objective tests of
emotional competencies), and considering multiple perspectives
(e.g., teachers, principals, and pupils) in order to be able to bring
about a higher level of evidence. Future work could also compare the
effects of different programs on developing emotional competencies
in teachers - as a lever to initiate different changes in professional
development - to determine the extent to which some trainings are
more appropriate than others, depending on classes, pupils or
teachers’ characteristics. Our results show that a training based on
developing emotional competencies in oneself — as compared to
competencies that help understand, identify and manage emotions
in others - could be promising regarding teachers’ ways of managing
pupils and their behavior within the classroom. Teachers are often
confronted to strong emotional reactions (stress, frustration, anger)
and learning to recognize such emotions in the first place could be a
fundamental step toward allowing the development of more complex
emotion regulation strategies.

Conclusion
Which are the most important competencies for teachers to
feel more effective in specific aspects of their behavior

management? The present study investigated different general
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(i.e., intra-and interpersonal) and specific (e.g., identifying,
understanding) emotional competencies of teachers as associated
with efficacy beliefs regarding distinct behavior management
dimensions. It showed that intrapersonal emotional competencies,
specifically identification and understanding of emotions in
oneself, play a fundamental role in fostering self-efficacy
perceptions regarding different class management strategies.
Beyond offering a contribution to the research area of educational
sciences, this study highlights the relevance of training emotional
competencies for both in-service and pre-service teachers. Future
studies could refine these findings and provide a deeper
understanding of the importance of emotional competencies for
classroom management, possibly by enlightening the role of potential
mediating mechanisms, such as teachers’ self-efficacy beliefs.
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