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Abstract

The present study aims to explain the relationship between the need for self-reflection, job-
related self-reflection, job-related self-insight, and well-being as well as burnout in student
teachers. A cross-sectional study of 607 student teachers in Germany reveals that job-related
self-insight, but not job-related self-reflection nor the need for self-reflection, significantly
predicts levels of well-being and burnout. The study results imply that gaining insight into
one’s career choice and one’s strengths and weaknesses concerning the teaching profession
are important factors in predicting well-being and burnout. Student teachers with high levels
of job-related insight may be more inclined to embrace their impending responsibilities as
educators, feel satisfied with their career decision, recognize their individual professional
skills and development opportunities, be aware of the challenges associated with the teach-
ing profession, and have appropriate mechanisms for overcoming these challenges or know
how to cultivate such mechanisms. In this way, job-related insight might serve as a resilience
factor in maintaining long-term employability. Interventions should aim to enhance student
teachers’ job-related insight by having participants engage in guided self-reflection on topics
relevant to their professional advancement, facilitating exploration of the challenges individu-
als face as they begin their teaching careers, particularly in the early stages.
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Introduction

Previous research has shown that self-reflection is positively related to well-being
and negatively related to psychological stress (Harrington & Loffredo, 2010; Har-
rington, Loffredo, & Perz, 2016; Lyke, 2009; Ran, Liu, Yuan, Yu & Dong, 2023; Stein
& Grant, 2014). Above that, self-reflection and self-insight — as an outcome of produc-
tive self-reflection — are considered key competencies of pedagogical professionalism
today. The professional development of teachers requires the willingness to critically
perceive oneself and to further develop one’s own teaching personality through im-
pulses, feedback, and constructive criticism, for example through collegial exchange
(Harford & MacRuairc, 2008; Henry, 1999; Schutz, 2013; Sellars, 2012, 2017; Slade,
Burnham, Catalana, & Waters, 2019).
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The aim of this study was to find out whether findings on the relationship between
self-reflection, self-insight and indicators of well-being can also be applied to prospec-
tive teachers. The research question addressed in this study is to what extent the need
for self-reflection, job-related self-reflection frequency and job-related insight are re-
lated to well-being and burnout indicators in student teachers. To date, as far as known,
no studies have been conducted on student teachers examining the relationship be-
tween self-reflection and well-being. However, knowledge about this relationship can
present an important added value to research in the field. If a relationship between self-
reflection and well-being is found in student teachers, this could, among other things,
underline the importance of self-reflection in the teaching profession and encourage
the development of measures to promote self-reflection already during teacher train-
ing to strengthen personal resources and promote well-being in prospective teachers.

According to recent studies from various countries, the teaching profession is per-
ceived as particularly stressful (Agyapong, Obuobi-Donkor, Burback, & Wei, 2022;
Harmsen, Helms-Lorenz, Maulana, & van Veen, 2018; Jerrim & Sims, 2021). Thus,
teachers are among the occupational groups with the highest sickness rates in rela-
tion to mental illnesses, such as burnout, which can already be seen in high burnout
rates among student teachers (Chan, 2003; Fives, Hamman, & Olivarez, 2007; Meyer,
Wing, Schenkel, & Meschede, 2021). One reason for long-term teacher stress lies
in constantly high job demands, such as time pressure, discipline problems, and low
student motivation (Skaalvik & Skaalvik, 2018). Studies have shown that student-
teacher relationships demand emotional involvement from teachers and can influence
the professional and personal self-esteem of teachers (Spilt, Koomen, & Thijs, 2011).
The consequences may be diminished self-efficacy, decreased job satisfaction and
decreased teacher well-being (Collie, Shapka, & Perry, 2012; Klassen et al., 2013;
Skaalvik & Skaalvik, 2018). Teachers with health problems perform less well, which
is reflected, for example, in poorer classroom performance and poorer students’ perfor-
mance, diminished occupational commitment and quitting intention (Fatima & Wolf,
2020; Klassen & Chiu, 2011; Klusmann, Kunter, Trautwein, Liidtke, & Baumert,
2008; Mclnerney, Korpershoek, Wang, & Morin, 2018; Ronfeldt, Loeb, & Wyckoff,
2013). Absenteeism, increased motivation to leave the teaching profession and medi-
cal-psychological treatment can cause considerable costs, making it indispensable to
promote teacher health and well-being. Correspondingly, the goal of this study is to
emphasize the importance of promoting realistic self-reflection about one’s role as a
teacher, the working conditions and one’s strengths and weaknesses already during
teacher training to help prospective teachers deal with high work demands, and to pre-
vent long-term losses in performance and health in later working life (Murphy, Mas-
terson, Mannix-McNamara, Tally, & McLaughlin, 2020; Parpala & Postareff, 2021;
Wosnitza et al., 2018).
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Theoretical Framework and Literature Review

Subjective well-being can contribute to better job performance, especially in the
form of increased work engagement (Bakker & Oerlemans, 2011; Skaalvik & Skaal-
vik, 2018). It is a central construct in positive psychology (e.g., Diener, 1984; Diener
& Scollon, 2014) and is defined as “a person’s cognitive and affective evaluations of
his or her life” (Diener, Lucas, & Oishi, 2002, p. 63). A person with high subjective
well-being is satisfied with his or her life, frequently experiences positive emotions
such as happiness and joy, and rarely experiences negative emotions such as sadness
or anger (Diener, Sandvik, Pavot, & Gallagher, 1991). Subjective well-being can have
positive effects on personal resources, such as active coping, and on job resources,
such as an increase in learning opportunities (Sonnentag, 2015). Furthermore, when
people feel better, they tend to show higher task performance. Accordingly, subjective
well-being could increase teachers’ work engagement and provide a valuable resource
in coping with work demands.

Job-related self-reflection and insight

One way to strengthen subjective well-being is to promote self-insight as a result
of productive self-reflection, for example through reflective journaling (Dreyer, 2015;
Korkkd, Kyro-Ammild, & Turunen, 2016; Stein & Grant, 2014). Self-reflection can
prove useful when future teachers face developmental tasks to mediate between bio-
graphically rooted subjective images of the teaching profession, one’s own competen-
cies to act, experienced needs to act in a subjectively sustainable way and to deal with
one’s own weaknesses and limitations in light of the teaching profession (Henry, 1999;
Kunze & Herieks, 2002). Self-reflection in the teaching profession is a process that
facilitates teaching, learning and understanding, and it plays a central role in teach-
ers’ professional development. When student teachers carry out systematic enquiry
into themselves, they understand themselves, their practices and their students. By
constantly looking into their own actions and experiences, they professionally grow in
their own. (Mathew, Mathew, & Peechattu, 2017, p. 126).

The definitions of reflection and reflective capacity or competence in the scientific
literature are diverse and there is no consensus on a common understanding of the
construct (Aeppli & Lotscher, 2016). As an important pioneer in the field of reflection
studies, Dewey (1933) defines reflection (1) as a state of doubt, hesitation, perplexity;
a mental problem in which thought originates and (2) as an act of seeking, investigat-
ing and finding material that resolves the doubt and remedies the perplexity. Reflec-
tion, then, is a deliberate pondering that pursues a specific goal (Wyss, 2013). It is
understood as a process of restructuring (Aeppli & Lotscher, 2016), which aims at a
conscious, flexible and revisable mental examination of oneself (Grob & Maag Merki,
2001), so that an appropriate and sufficiently undistorted view of one’s own abilities,
possibilities and characteristics can be achieved in the sense of an identity capable
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of development. Accordingly, self-reflection always includes cognitive criticism with
regard to one’s own person, perception, cognition and action (Grob & Maag Merki,
2001). It is thus a means of reacting to experiences in order to understand them, learn
from them, and develop new insights and appreciations (Wade & Yarbrough, 1996).
Accordingly, its primary goal is not to solve problems, but rather to trigger develop-
mental processes (Postholm, 2008). Hatton and Smith (1995) elaborate more on the
process of reflection, defining reflection as an active and purposeful cognitive process
that involves sequences of interrelated ideas that take into account the individual’s
underlying beliefs and cognitions. Since the key to pedagogical professionalism is
reflecting on one’s own experiences, attitudes and values, the definition of Korthagen
and Wubbels (1991) is used as a basis for this study. Self-reflection is defined as a men-
tal process that aims at structuring or restructuring experiences, problems, knowledge,
or insights.

It is assumed that self-reflection and self-insight are two independent constructs,
because self-reflection can also take place without an insight following it (Grant,
Franklin, & Langford, 2002). The distinction between reflection frequency and self-
insight is essential because reflection frequency shows a confound with unproduc-
tive rumination (Grob & Maag Merki, 2001), which in turn shows correlations with
depressiveness (Matthews & Wells, 2004; Papageorgiou & Wells, 2003). Individuals
lose themselves in thought loops without reaching an insight or a result. The so-called
result-oriented self-reflection (Greif, 2008), on the other hand, results in conclusions
about concrete, future actions and can be mapped via the construct insight.

For a differentiated view of the effects of self-reflection on burnout and well-
being and as recommended by Grant et al. (2002), this study distinguishes between
the need for self-reflection, i.e. the extent to which a person feels the need to engage in
the process of self-reflection, self-reflection frequency, i.e. the frequency with which
a person engages in self-reflection, and self-insight, i.e. the clear and conscious un-
derstanding of one’s own thoughts, feelings and behavior (Grant et al., 2002).These
constructs were applied to the pedagogical professionalization of prospective teachers,
so that this study examines job-related self-reflection frequency, i.e. the frequency with
which student teachers reflect on their career choice motivation, prospective forming
of positive student-teacher relationships, one’s strengths and weaknesses in light of the
teaching profession, and the demands of the teaching profession, as well as job-related
insight, i.e. the clear and conscious understanding of one’s career choice motivation, of
the way in which student-teacher relationships are formed, and of one’s strengths and
weaknesses concerning teaching profession.
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Relationships to indicators of well-being and burnout

Overall, there is little research concerning the link between self-reflection, self-
insight, and well-being and burn-out. Lyke (2009), as well as Harrington et al. (2016)
and Nilsson, Friedrichs and Kajonius (2022), were able to show that individuals who
reached insight more frequently in their reflection processes were significantly more
satisfied and happier with their lives than individuals who reached insight less fre-
quently. Selwyn and Grant (2016) showed that through a mediation process, self-
insight promotes self-regulation which in turn enhances solution-focused thinking,
which then predicts well-being.

Harrington and Loffredo (2010) also found in their study that self-insight was a
significant predictor of six dimensions of psychological well-being (i.e., self-accept-
ance, positive relations with others, autonomy, environmental mastery, purpose in life,
and personal growth) as well as general life satisfaction. Rumination, on the other
hand, was a significant negative predictor of three dimensions of psychological well-
being (i.e., self-acceptance, autonomy, and environmental mastery).

Deeper knowledge about the relationship between job-related self-reflection and
insight and well-being in student teachers can help to develop and apply appropriate
measures early on (e.g., to promote reflective competence and, above all, job-related
insight) to counteract psychological stress. Self-reflection and self-insight into one’s
own thoughts and feelings can be a fruitful way of dealing with high job demands
in the teaching profession (Op den Kamp, Bakker, Tims, & Demerouti, 2018), act-
ing as a vital job resource. To be more precise, compared to individuals with lower
self-reflection and self-insight, student teachers with high levels of self-reflection and
self-insight might feel the need for self-regulatory behavior sooner and with greater
precision. Furthermore, self-reflection and self-insight can enhance the understanding
of effective behavioral strategies, i.e., knowing how, when, and where to take certain
actions when faced with high job demands (Op den Kamp et al., 2018).

Hypotheses

To investigate the research question, a focus was put on need for self-reflection
in general and on job-related self-reflection frequency and job-related insight in par-
ticular, to gain a detailed view of the relationships between the various components of
self-reflection, well-being, and burnout.

Based on the research question introduced above, two hypotheses were

formulated:

H]I: The need for self-reflection, job-related self-reflection frequency and

job-related insight are positively related to well-being.

H?2: The need for self-reflection, job-related self-reflection frequency and

job-related insight are negatively related to personal burnout.
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Figure 1 gives an overview of the research model.

Need for self-reflection

Well-being

Job-related self-reflection
frequency

Burnout

Job-related insight

Figure 1. Overview of the research model

Methodology

Research design

To test the hypotheses, a paper-pencil survey was conducted over a period of 6
weeks between November 2022 and January 2023. Recruitment was carried out by
asking University staff who teach courses in teaching degree programs to hand out the
questionnaire to their students. The participants were asked to complete the question-
naire during the lecture to ensure they had enough time and to increase the response
rate.

Sample

A total of N = 660 first semester student teachers from three different study pro-
grams at a German university participated in the study. Following complete case analy-
sis, questionnaires with missing values on at least one scale were eliminated (Mirzaei,
Carter, Patanwala, & Schneider, 2022). After data cleaning, the final sample consisted
of N =607 students.

The average participant was 21.6 years old (SD = 4.52). Among the participants,
73% were female and 26% were male. The majority studied teaching with the goal
to become a high school teacher (43%), followed by the goal to become a vocational
teacher (33%), again followed by the goal to become an elementary school, second-
ary school or junior high school teacher (24%). Table 1 shows the expressions of key
demographic variables.
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Table 1.
Mean Values and Frequencies of the Demographic Variables
Variable %
Gender
Female 73.2
Male 26.2
Other 0.6
Study program
High school teaching 43.2
Vocational teaching 32.6

Elementary school, secondary school, and junior high school teaching  24.2

Measures

Measurement scales were chosen because (1) they assess the variables as a meas-
urable representation of the constructs of interest, (2) because of their thorough valida-
tion, (3) because of their psychometric properties and (4) because of their widespread
use in research in the field, which can be helpful if results are to be made comparable
with each other.

Need for self-reflection

Need for self-reflection was measured using the subscale of the Self-Reflection
and Insight Scale by Grant et al. (2002), which consists of six items, answered on a
five-point Likert scale (1 = do not agree at all to 5 = agree fully). The item stem read,
“Please indicate to what extent you agree with the following statements.” An example
item was: “It is important for me to understand what my feelings mean.” Cronbach’s
Alpha was a = .85.

Job-related self-reflection frequency and job-related insight

The Self-Reflection and Insight Scale by Grant et al. (2002) was adapted to assess
job-related self-reflection and insight in relation to the teaching profession. To identify
main themes of self-reflection reported in the literature on reflection in the teaching
profession, studies by Zeichner and Liston (1987), Henry (1999), Pedro (2005), Sellars
(2012) and Slade et al. (2019) were examined. After analyzing the main themes of self-
reflection, items by Grant et al. (2002) were adapted to assess aspects of career choice
motivation, building student-teacher relationships, one’s strengths and weaknesses in
relation to the teaching profession, and the demands of the teaching profession. An
overview of all items can be found in Table 2.

Job-related self-reflection frequency was assessed using six items, answered on a
five-point Likert scale (1 = never to 5 = always). The item stem was “Please indicate
how often the following statements apply to you. Refer to yourself as a future teacher.”
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Cronbach’s Alpha for the adapted version used in this study was o = .74.

Job-related insight was also assessed using six items that were answered on a five-
point Likert scale (1 = strongly disagree to 5 = strongly agree). The item stem read,
“Please indicate the extent to which you agree with the following statements. Refer
to yourself as a future teacher.” Cronbach’s Alpha for the adapted version used in this
study was a =.70.

Table 2.
Adapted scales for measuring job-related self-reflection frequency and job-related
insight
Job-related self-reflection frequency Job-related insight
1. Ireflect on why I want to be a 1. I know why I want to be a teacher.
teacher.
2. I’m thinking about the relationship 2. T'have an idea of the relationship I
I want to build with my students. want to build with my students.
3. I’'m thinking think about where I 3. Thave an idea of where I still need
still need to develop as a teacher. to develop as a teacher.
4. Treflect on my strengths in relation 4. Ihave an idea of where my
to the teaching profession. strengths lie in relation to the
teaching profession.
5. Ireflect on what job demands 5. Ican imagine the job demands
teachers are faced with. teachers are faced with.
6. I’m thinking about ways to handle 6. I know ways to handle difficult
difficult classroom situations. classroom situations.

To test construct validity of the adapted scales two exploratory factor analyses
were conducted. Since the aim was to identify a latent factor structure, common factor
analysis was preferred to principal component analyses (Fabrigar, Wegener, MacCal-
lum, & Strahan, 1999). With regard to factor retention, the minimum average partial
correlation (MAP test; O’Connor, 2000; Velicer, 1976) was favored over the Kaiser
criterion and the highly subjective scree test (Fabrigar & Wegener, 2012).

Job-related self-reflection frequency

The results of Bartlett’s test for sphericity (Bartlett, 1954) showed that the cor-
relation matrix was not random, ¥2(15) = 670,90, p <.001. The Kaiser-Meyer-Olkin
measure of sampling adequacy (Kaiser, 1974) was .80, which is clearly above the
minimum standard for conducting a factor analysis. Thus, the correlation matrix was
suitable for factor analysis.

The MAP test resulted in one factor. For N = 600, factor loadings greater than .21
can be considered significant, since the significance of factor loadings depends on the
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sample size (Stevens, 2009). The total variance explained by the factor was 43%. Table
3 shows the factor loadings.

Table 3.
Factor loadings of principal axis factor analysis for job-related self-reflection

frequency

Factor 1
1 I’m thinking about the relationship I want to build with .659
my students.
2 I reflect on what job demands teachers are faced with. 580
3 I’m thinking about ways to handle difficult classroom 572
situations.
4 I reflect on why I want to be a teacher. 564
5 I reflect on my strengths in relation to the teaching 553
profession.
6 I’m thinking think about where I still need to develop as a 486
teacher.
Note. N=607.

Job-related insight

The results of Bartlett’s test for sphericity (Bartlett, 1954) showed that the correla-
tion matrix was not random, ¥2(15) = 587,30, p <.001. The Kaiser-Meyer-Olkin meas-
ure of sampling adequacy (Kaiser, 1974) was .74, which is also above the minimum
standard for conducting a factor analysis. Thus, the correlation matrix was suitable for
factor analysis.

The MAP test resulted in one factor. The total variance explained by the factor
was 40%. Table 4 shows the factor loadings.

Table 4.
Factor loadings of principal axis factor analysis for job-related insight
Factor 1
1 I have an idea of where my strengths lie in relation to the .628
teaching profession.
2 I can imagine the job demands teachers are faced with. .611
3 I have an idea of the relationship I want to build with my 589
students.
4 I know ways to handle difficult classroom situations. 505
5 I know why I want to be a teacher. 446
6 I have an idea of where I still need to develop as a teacher. 393

Note. N=607.
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Well-being

Well-being was measured using the WHO-Five Well-Being Index (WHO, 1998).
It consists of five items, answered on a five-point Likert scale (1 = never to 5 = al-
ways). The item stem was “Please indicate how often the following statements apply to
you.” An examples item was “How often do you feel calm and relaxed?”. Cronbach’s
Alpha was o = .61.

Burnout

The Personal Burnout subscale of the Copenhagen Burnout Inventory (Kristensen,
Borritza, Villadsen, & Christensen, 2005) was used as a burnout indicator. The scale
consists of six items, answered on a five-point Likert scale (1 = never to 5 = always).
The item stem read, “Please indicate how often the following questions apply to you.”
An example item was: “How often do you think ‘I can’t do it anymore’?.” Cronbach’s
Alpha was a = .84.

Statistical analysis

To look at the overall relationships between the study variables, correlation analy-
ses were conducted. Multiple linear regression was then used to test the hypotheses,
i.e., if need for self-reflection, job-related reflection frequency and job-related insight
significantly predicted well-being and personal burnout, respectively. The assumptions
for multiple linear regression analyses were met for both regression analyses con-
ducted in this study:

The histograms of standardized residuals indicated that the data contained approx-
imately normally distributed errors, as did the normal P-P plots of standardized residu-
als. The scatterplots of standardized residuals showed that the data met the assump-
tions of homoscedasticity and linearity. Tests to see if the data met the assumption of
collinearity indicated that multicollinearity was not a concern (1.006 < VIF > 1.456).
The data met the assumption of independent errors. Durbin-Watson values were at
1.43 for well-being as a dependent variable and at 1.66 for burnout as a dependent
variable. These values are acceptable for assuming independent errors (Field, 2009).

Findings

Need for self-reflection showed significant positive correlations with job-related
self-reflection frequency (= .342, p <.001) and job-related insight (»=.151, p <.001).
Job-related self-reflection frequency showed significant positive correlations with job-
related insight (» =.482, p < .001) and well-being (r =.154, p < .001). Job-related
insight showed a significant positive correlation with well-being (» =.260, p < .001)
and a significant negative correlation with burnout (» = -.159, p <.001). Burnout and
well-being correlated negatively (»=-.577, p <.001).

Furthermore, age correlated positively with burnout (» = .103, p = .011) and sex
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correlated positively with job-related self-reflection frequency (= .082, p = .042) and
burnout (r =.238, p <.001) and negatively with well-being (» = -.085, p = .036).
The correlations of all variables used in this study can be found in table 5.
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To test the two hypotheses, multiple linear regression analyses with burnout and
well-being as dependent variables were conducted. Since age and sex showed partially
significant correlations with well-being and burnout, I included them as control vari-
ables in the analyses.

For well-being as a dependent variable, the overall regression was statistically
significant (R2 = .085,R2, . .., =.077, F(5, 582) = 10.763, p = <.001).

It was found that job-related insight significantly predicted well-being (f = .256,
p =<.001). Need for self-reflection did not significantly predict well-being (5 = .016,
p = .704), no more than job-related self-reflection frequency (f = .037, p = .444).
Therefore, hypothesis 1 can only partially be confirmed. The results are summarized
in table 6.

Table 6.

Summary of Multiple Linear Regression Analysis for Variables Predicting

Well-Being
Variable B SE B p
Age -.006 .005 -.045
Sex -.098 .041 -.095%
Need for self-reflection .010 .025 .016
Job-related self-reflection frequency .031 .040 .037
Job-related insight 238 .042 256%**

Note. N=607. Sex 1 =male, 2 = female. *p <.

05. **p < .01. *** p < 00L.

For burnout as a dependent variable, the overall regression was statistically sig-
nificant (R2 =.093, F(5, 583) = 13.104, p = <.001).

It was found that job-related insight significantly predicted burnout (5 = -.182,
p =<.001). Need for self-reflection did not significantly predict burnout (=.051, p=
.225), no more than job-related self-reflection frequency (5 =.000, p =.997). Therefore,
hypothesis 2 can only partially be confirmed. The results are summarized in table 7.

Table 7.

Summary of Multiple Linear Regression Analysis for Variables Predicting

Burnout
Variable B SEB s
Age .021 .007 122%*
Sex 352 .057 246%**
Need for self-reflection .042 .034 051
Job-related self-reflection frequency .000 .055 .000
Job-related insight -.237 .059 - 182%**

Note. N=607. Sex 1 =male, 2 = female. *p <.

05. **p < .01. *** p < 001.
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Discussion

The goal of this study was to investigate whether the need for self-reflection, job-
related self-reflection frequency and job-related insight were related to well-being and
burnout in student teachers.

Overall, reliability values of all scales can be described as acceptable to very good
(.61 < a > .85, e.g., Dekovic, Janssens, & Gerris, 1991; Everitt & Skrondal, 2010;
Holden, Fekken, & Cotton, 1991). Especially for scales with fewer than 10 items (as
used in this study), Cronbach’s alpha tends to underestimate the internal consistency
of scales (Clark & Watson, 1995). The EFA results produced a one-factor solution for
both job-related self-reflection frequency and job-related insight, demonstrating satis-
factory construct validity for both constructs.

The correlations between the variables used in this study confirm findings from
previous studies. Individuals with a higher need for self-reflection showed higher
scores on job-related self-reflection frequency as well as job-related insight. This
seems to be very intuitive since behavior is caused or controlled by needs (e.g., Deci
& Ryan, 2000). Studies examining the relationship between self-reflection frequency
and self-insight have yielded inconsistent results in the past (e.g., Grant et al., 2002;
Harrington & Loffredo, 2010; Harrington et al., 2016; Lyke, 2009), which is discussed
further below. In this study, there was a positive relationship, indicating that the more
often a person engages in self-reflection, the more likely he or she is to come to an
insight. Whether or not self-reflection frequency actually promotes insight requires
further studies that look more closely at the process that lies between reflection and
insight.

Interestingly, age and sex both correlated positively with burnout and sex cor-
related negatively with well-being, indicating that older as well as female participants
in this study showed higher levels of burnout than their younger or male counterparts.
Furthermore, sex correlated slightly positively with job-related self-reflection fre-
quency, suggesting that female study participants engage in job-related self-reflection
somewhat more often than male participants do.

As for the hypotheses, the main finding of this study was that job-related insight
predicts well-being and burnout better than the need for self-reflection or the frequency
of job-related self-reflection. This finding is in line with previous research on self-re-
flection (e.g., Harrington et al., 2016; Lyke, 2009; Nilsson et al., 2022; Stein & Grant,
2014) and shows that gaining insight into the whys of one’s career choice, the way
one wants to approach students and knowing about one’s strengths and weaknesses
concerning the teaching profession is an important factor in predicting well-being and
burnout.

As Lyke (2009) argues, understanding one’s own motives, strengths and weak-
nesses is an emotional and cognitive experience that is associated with a feeling of
well-being, as opposed to mere self-reflection, which does not necessarily lead to
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higher levels of job-related insight, as it might have a stronger association with nega-
tive rumination (e.g., Lyubomirsky, Tucker, Caldwell, & Berg, 1999). Stein and Grant
(2014) found that insight can increase positive core self-evaluations — referring to “a
basic, fundamental appraisal of one’s worthiness, effectiveness, and capability as a
person” (Judge, Erez, Bono, & Thoresen, 2003, p. 304) — which in turn lead to higher
levels of well-being. Apart from these findings, research on why self-insight shows a
stronger relationship to indicators of well-being than self-reflection is still scarce. Al-
though previous studies provide promising findings on this relationship, more research
is needed to address the question of why self-reflection and self-insight show different
relationships to well-being.

Nevertheless, the findings of this study show the importance of promoting job-
related self-insight in student teachers. In line with Stein and Grant’s (2014) findings,
job-related insight might be associated with more positive core self-evaluations re-
garding one’s future role as a teacher. This could entail self-esteem, occupational self-
efficacy, and an internal locus of control (Stein & Grant, 2014), so that student teachers
who experience high levels of insight might feel they can take action themselves, have
skills at their fingertips to handle and successfully navigate the adversities they will
inevitably face in the teaching profession. They may be more likely to feel comfortable
about their future role as a teacher, are at peace with their career choice, know their
own professional strengths and development opportunities, are aware of the challenges
associated with the teaching profession and have appropriate coping skills for these,
or know how to develop them. As Judge (2009) states, individuals with positive core
self-evaluations “perform better on their jobs, are more successful in their careers, are
more satisfied with their jobs and lives, report lower levels of stress and conflict, cope
more effectively with setbacks, and better capitalize on advantages and opportunities”
(p. 58). Following this line of argument, job-related insight may be able to serve as a
resilience factor, which can be valuable on the path to the teaching profession (Murphy
et al., 2020). Knowing about one’s own future role as a teacher already during teacher
training can have a benefit in preventing long-term losses in performance and health
in later working life, potentially preventing psychopathological illness and exhaustion,
and contributing to a long-term healthy ability to work (Murphy et al., 2020; Wosnitza
et al., 2018).

Conclusion

The results of this study suggest that job-related self-insight, but not job-related
self-reflection nor the need for self-reflection, significantly predicts levels of well-
being and burnout in student teachers. Job-related insight could serve as a resilience
factor in light of the high job demands in the teaching profession. Interventions should
aim to improve the job-related insight of student teachers (e.g., Wosnitza et al., 2018).

One limitation of this study is its cross-sectional design, which does not allow
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conclusions to be drawn about the direction of effect. It may well be that well-being
and feelings of burnout themselves have an effect on job-related insight (e.g., Silvia &
Abele, 2002), in a way that individuals with high levels of well-being and low levels
of burnout are more likely to gain job-related insight, because they have the mental
capacity to engage in self-reflection. Of course, other variables may be responsible for
the relationship between insight and aspects of well-being, such as personality traits,
crucial life events, or psychopathological factors such as depression. Experimental
methods would be needed to test such relationships. For example, an intervention that
promotes job-related insight during teacher training could be developed to test the
effect on well-being and burnout using a classic randomized controlled trial (RCT)
approach (e.g., Bredehoft & Walkenhorst, 2021). As Nilsson et al. (2022) suggest, this
might be a way to shed light on the question of what mechanisms lead to self-insight.

Another limitation was the overrepresentation of female participants in this study
and the sample was limited to first semester students only. Based on the finding that
age and sex showed significant relationships to well-being and burnout, with female
students scoring slightly lower on well-being and higher on burnout, as well as older
students scoring higher on burnout, future studies should look for a more balanced
proportion of male and female study participants and also examine students in higher
semesters to map a possible development of job-related insight over the course of their
studies. It would also be interesting for future studies to investigate to what extent the
results regarding job-related insight can be extended to other professions. For this pur-
pose, it would be necessary to develop an instrument that measures job-related insight
independently from the job.

As for practical implications, the results of this study suggest that special support
programs to increase reflective competence and enhance job-related insight already
make sense during teacher training (e.g., Parpala & Postareff, 2021; Wosnitza et al.,
2018). Creating seminar-style student groups that engage in guided reflections on mat-
ters related to their professional growth could be a plausible approach. This method
would enable students to address the personal challenges of entering the teaching pro-
fession during the initial phases of their careers to help them gain job-related insight,
which in turn could have positive effects on higher levels well-being and lower levels
of burnout. Additionally, it would assist student teachers in pinpointing specific areas
that require further development on an individual basis.
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