

[image: image1]
Emotional factors and self-efficacy in the psychological well-being of trainee teachers









 


	
	
ORIGINAL RESEARCH
published: 10 September 2024
doi: 10.3389/fpsyg.2024.1434250








[image: image2]

Emotional factors and self-efficacy in the psychological well-being of trainee teachers

Raquel Gilar-Corbi*, Natalia Perez-Soto*, Andrea Izquierdo, Juan-Luis Castejón and Teresa Pozo-Rico


Department of Developmental Psychology and Didactics, University of Alicante, Alicante, Spain

Edited by
 Maggie Yue Zhao, The University of Hong Kong, Hong Kong SAR, China

Reviewed by
 Ioannis Dimakos, University of Patras, Greece
 Claudia Lenuta Rus, Babeş-Bolyai University, Romania

*Correspondence
 Raquel Gilar-Corbi, raquel.gilar@ua.es; Natalia Perez-Soto, natalia.perezsoto@ua.es 

Received 17 May 2024
 Accepted 26 August 2024
 Published 10 September 2024

Citation
 Gilar-Corbi R, Perez-Soto N, Izquierdo A, Castejón J-L and Pozo-Rico T (2024) Emotional factors and self-efficacy in the psychological well-being of trainee teachers. Front. Psychol. 15:1434250. doi: 10.3389/fpsyg.2024.1434250
 

Introduction: The relationship among emotional intelligence, stress, and self-efficacy is a crucial factor in shaping psychological well-being. It has a significant impact on important areas such as health, academic and professional performance, and overall quality of life.

Methods: Using a hierarchical approach, this study aimed to identify, the specific predictors of psychological well-being, including emotional intelligence, stress, resilience, burnout, and self-efficacy, among higher education students pursuing a bachelor’s degree in education. We also examined gender differences among these predictors. This study involved 338 higher education students pursuing a primary education teaching degree.

Results: The results obtained using the hierarchical regression analysis technique, indicated that the resilience measure, the burnout measure, and the factor of the teacher self-efficacy measure related to self-efficacy in coping with challenges and effectiveness in dealing with change in the educational context, significantly contributed to explaining psychological well-being in the total sample. Furthermore, the predictors of psychological well-being differed between male and female samples.

Discussion: Finally, these findings are discussed in terms of their theoretical and practical implications for improving the training process of future teachers.
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1 Introduction

In the dynamic and demanding landscape of education, teachers’ psychological well-being is recognized as an essential component of human life that is crucial for effective professional activity and self-efficacy (Tikhomirova et al., 2022). Mugambi et al. (2015) suggested that psychological well-being is crucial not only for teachers’ personal health and satisfaction but also for the quality of the instruction they provide, which influences the overall learning environment. Psychological factors such as emotional intelligence (EI), stress management, resilience, burnout, and self-efficacy are central to this well-being (Kyriazopoulou and Pappa, 2023; Maamari and Salloum, 2023; Mancini et al., 2022; Pozo-Rico et al., 2020; Pozo-Rico et al., 2023; Supervía and Bordás, 2020; Wang and Wang, 2022). Understanding the intricate interplay among these factors is essential for promoting the holistic development and effectiveness of educators. Research has shown that EI is positively associated with psychological well-being and negatively related to burnout among educators (Lucas-Mangas et al., 2022; Suárez-Martel and Santana, 2021). Psychological well-being, particularly environmental mastery and personal growth, mediates the relationship between EI and burnout and acts as a protective factor (Suárez-Martel and Santana, 2021). Occupational stress negatively affects teachers’ psychological well-being, but EI, self-efficacy, coping strategies, and social support can moderate this relationship (Salami, 2010). EI has been found to predict various indicators of well-being as well as physical and psychological health (Sarrionandia and Mikolajczak, 2019). However, methodological limitations in the current research, such as overreliance on self-reported measures and overlap with personality measures, necessitate further investigation to fully understand the intricate interplay between EI, stress management, and educator well-being (Zeidner et al., 2012). Studies such as Akfirat (2020) have shown that general self-efficacy and certain cognitive emotion regulation strategies are significant predictors of psychological well-being in trainee teachers.

The notion of well-being, understood as a reflective appreciation of an individual’s life experiences, has evolved significantly, encompassing perspectives that include subjective, psychological and social well-being, along with holistic views that integrate physical health, mental well-being, community connection, and bonding with the natural environment (Kumar, 2022; Ng and Fisher, 2013). In the educational sphere, teacher well-being has gained new urgency, especially considering the unprecedented challenges posed by the pandemic. The importance of this well-being lies not only in its direct influence on teaching quality but also in its capacity to create positive learning environments and support the socioemotional development and psychological well-being of students. EI, which encompasses the ability to perceive, understand, and regulate emotions (Mayer and Salovey, 1993, 1997), is widely recognized as a cornerstone of adaptive functioning and well-being across various domains. Individuals with high EI are better equipped to navigate interpersonal relationships, cope with stressors, and maintain psychological equilibrium among challenges (Aldrup et al., 2023; Liu et al., 2023; Pozo-Rico et al., 2023). Deepa (2024) found a significant association between EI and psychological well-being among teachers and students in higher education. Razia (2016) also revealed a positive and significant relationship between these variables, although with gender differences, showing that male teachers had better well-being. Conversely, stress responses can manifest as negative emotions, such as anxiety, anger, and depression, which can undermine teacher effectiveness and satisfaction (Igeño-Cano, 2020; Brady et al., 2023; Iacolino et al., 2023). Chronic stress is pervasive in educational settings, significantly influencing teacher well-being and job performance. Lazarus and Folkman’s (1986) Stress and Coping theory provides a framework for understanding how individuals manage perceived stressors, which is vital for educators who face diverse daily challenges. Additionally, chronic stress can lead to burnout, characterized by emotional exhaustion, depersonalization, and reduced personal accomplishment, ultimately undermining educators’ effectiveness and satisfaction (Gutiérrez et al., 2006; Brady et al., 2023; Iacolino et al., 2023). Research has consistently shown a negative relationship between teacher burnout and psychological well-being (Orellana, 2022; Rellon et al., 2024). Other studies have also shown a significant negative relationship between teachers’ occupational stress and their psychological well-being (Leonardi and Astuti, 2023; Vazi et al., 2013; Kaur et al., 2024; Poormahmood et al., 2017). Higher levels of job stress are associated with lower psychological well-being among teachers (Leonardi and Astuti, 2023; Vazi et al., 2013).

In contrast, resilience, originating from the Latin ‘Resilere,’ meaning ‘to bounce back’ or ‘return to the original state,’ is defined as the ability to return to a state of normalcy or even achieve positive change after facing conflict, risk, or failure. Resilient individuals demonstrate the capacity to bounce back from setbacks, adapt to changing circumstances, and maintain a sense of purpose and optimism amid adversity (Rodríguez-Sánchez et al., 2021; Hamadeh et al., 2021; Cheng et al., 2023; Cherkasskyi et al., 2023; Pérez J. M. et al., 2020; Vargas and García, 2021; Saldarriaga et al., 2022). Resilience is associated with teachers’ psychological well-being and has been identified as a significant predictor (Mat-Zin et al., 2023).

Teacher self-efficacy, as defined by Bandura’s (1973) Social Cognitive Theory, refers to a teacher’s belief in their capacity to affect student outcomes. High self-efficacy encourages teachers to set ambitious goals and persist through challenges, thus significantly impacting educational outcomes. Educators with high self-efficacy are more likely to persevere despite challenges and employ effective teaching strategies, which plays a crucial role in shaping teacher motivation, behavior, and job satisfaction (Dunn and Rakes, 2011; Pajares and Schunk, 2002; Lazarides et al., 2021; Lazarides et al., 2023; Aldrup et al., 2023; Geraci et al., 2023; Iacolino et al., 2023). Research has consistently shown a significant negative relationship between teachers’ occupational stress and psychological well-being (Leonardi and Astuti, 2023; Kaur et al., 2024; Poormahmood et al., 2017).

Including EI, stress management, defined as interventions designed to reduce the impact of workplace stressors (Tejasree, 2019), and self-efficacy in teacher training is an essential strategy for promoting an education that transcends academic excellence, seeking the holistic well-being of all members of the educational community (Téllez-Martínez et al., 2021). Focusing on the educational context, the relationship between these three constructs takes on a critical dimension, influencing not only the personal and professional growth of educators but also the creation of optimal learning environments. In this aspect, EI reveals itself as a powerful tool for effectively managing emotions, both one’s own and those of others, offering coping strategies that promote greater self-efficacy and, consequently, reinforced psychological well-being. Recent studies (Navas-Casado et al., 2023) have highlighted its role in improving personal competence perception, emphasizing its contribution to the development of a sense of control and individual efficacy. Given the significance of these psychological constructs in shaping teacher well-being, the objective of this study is to examine their interrelationships and their collective impact on the psychological well-being of higher education students pursuing a bachelor’s degree in education. Specifically, we aim to investigate the predictive power of EI, stress, resilience, burnout, and self-efficacy on psychological well-being while exploring possible gender differences in these predictions.


1.1 Emotional intelligence in teacher training

The EI is acknowledged as a key competence in education (Howard and Cogswell, 2018; Pozo-Rico et al., 2018). Mayer and Salovey (1993) defined EI as the ability to manage one’s own emotions and that of others, discern them, and use this information to guide their thoughts and actions. This perspective underscores how EI manifests differently across genders, suggesting that men and women may display variations in their capacities for self-awareness, self-regulation, motivation, empathy, and social skills (Sojer et al., 2024). Research by Akram et al. (2020) and Hassan (2019) indicated a strong correlation between EI and psychological well-being among teachers. Such gender differentiation in EI invites a deeper exploration of how these emotional skills develop and are applied in diverse social and professional contexts, offering a richer understanding of human dynamics (Mercader-Rubio et al., 2022). Although the importance of EI in teacher training has been highlighted, further practical research is needed to develop applied programs and effective methodologies that enable teachers to lead educational projects tailored to school needs, thereby improving the quality of teaching provided (Gilar-Corbi et al., 2019a).

The benefits of EI training for teachers include increased self-esteem, self-efficacy, motivation, and job satisfaction; reduced stress, anxiety, burnout, and conflicts; and improved empathy, assertiveness, cooperation, leadership, creativity, innovation, and teaching quality (Bar-On and Parker, 2000; Procópio et al., 2016). Behavioral approaches to EI suggest that competencies can be developed through training programs in various contexts, with sustainable improvements over time (Gilar-Corbi et al., 2020; Pozo-Rico et al., 2020; Boyatzis, 2008).

Delving the intersection between EI and other domains of personal development, it is essential to direct our attention toward a concept that has gained prominence in recent studies: resilience. The synergistic relationship between EI and the capacity to withstand and overcome adversities represents a fertile field of research that offers promising perspectives. Various studies have found a positive correlation between EI and resilience. Veloso-Besio et al. (2013) and Cebollero-Salinas et al. (2022) both observed that higher levels of EI were linked with greater resilience in special education officers and university students. These findings are consistent with those of González-Valero et al. (2021), who emphasized the crucial role of EI in fostering resilience, especially in adverse situations. This body of research underscores not only the importance of EI as an intrapersonal skill but also its transformative impact on individuals’ ability to face and overcome challenges, thus opening new avenues for the exploration and strengthening of resilience. Resilience, understood as the capacity to react and recover with positive energy despite adversities, is essential in the teaching field to face difficulties, restore balance, and promote personal and professional growth (Aguaded and Almeida, 2016). Its development and strengthening in teachers can be achieved through training in socioemotional competencies, providing skills, strategies, and resources to manage emotions, improve communication, and create a positive and safe learning environment (Gilar-Corbi et al., 2019b; Pozo-Rico et al., 2020).



1.2 Stress and burnout in trainee teachers

Adapting to university life is a key period marked by challenges that can impact student well-being and lead to dropout in the first year. Current research underscores the complexity of this transition, highlighting the importance of self-regulation, time management, and coping strategies (Pérez A. B. D. et al., 2020). Self-regulation involves the ability to manage one’s thoughts, emotions, and behaviors in pursuit of specific goals (Kalamazh et al., 2024). Time management is described by Fuente et al. (2015) as being implicitly related to self-regulated learning, functioning as a metacognitive process variable. Furthermore, coping strategies are mechanisms utilized to handle stress, closely linked to self-regulation, underscoring their importance in maintaining psychological resilience (Kalamazh et al., 2024). The conceptualization of academic stress has been clarified, differentiating between stress, anxiety, and worry, and recognizing its multifaceted nature as a challenging interaction between the student and the educational environment (Roa et al., 2023). Teacher stress, defined as an amalgam of negative emotions stemming from challenges such as student discipline, workload, and classroom diversity, is deeply influenced by gender differences (Collie et al., 2012; Liu and Onwuegbuzie, 2012).

Research on gender differences in educators’ psychological well-being revealed complex patterns. Some studies have reported that women have higher overall psychological well-being (Tribhuvan, 2020). Gender differences were observed in several dimensions, including stress levels (Matud et al., 2019), resilience (Baguri et al., 2022), self-efficacy (Wisudawati, 2023), EI (Madhukar, 2021), and burnout (García-Arroyo et al., 2019). These findings highlight the importance of considering gender differences when studying educators’ psychological well-being. Understanding these differences can help educational institutions more effectively address the well-being of faculty members (Nazir et al., 2021).

The incorporation of a gender perspective reveals how social norms and expectations about roles significantly influence teachers’ perceptions and stress management. This approach not only enhances our understanding of the challenges faced by educators but is also fundamental in designing inclusive interventions that promote well-being and equitable professional development. Recent studies underscore the importance of adapting coping strategies and burnout prevention to these gender differences, adapting specific solutions that mitigate stress and foster a healthy and supportive educational environment (Sabater and Mata, 2019; Adasi et al., 2020; Gustems-Carnicer et al., 2020). For instance, a study conducted in Ecuador found that women report higher levels of academic stress perception than men, at a ratio of 2 to 1, highlighting the necessity for differentiated approaches to managing academic stress (Mena et al., 2023). Similarly, another study revealed that during the COVID-19 pandemic, female university students in Spain exhibited significantly higher levels of academic stress than their male counterparts, along with differences in the coping strategies employed by each gender (Marco-Ahulló et al., 2022).

Furthermore, it has been demonstrated that in the educational context, women are more likely to use emotion-focused coping strategies, whereas men tend to favor positive reappraisal and planning strategies to handle academic challenges (Latif and Amirullah, 2020). These differences in coping mechanisms can influence the effectiveness of interventions aimed at reducing stress and preventing burnout in teachers and students. Consider these gender differences is crucial when designing professional development programs and support mechanisms for educators. For example, female teachers often face unique stressors related to work-life balance and societal expectations, necessitating specific interventions to address these needs (Sigcha and Gómez, 2022). Additionally, incorporating a gender lens into professional development programs can help address these specific needs, leading to more effective stress management and improved job satisfaction (Miles and Naumann, 2023). Exams, time management, and academic overload have also emerged in recent studies as key stressors in the university setting (West et al., 2021). These studies suggest that the true source of stress is not the assessments themselves, but rather the combination of a high workload with tight deadlines, emphasizing the relevance of implementing intervention programs that focus on effective time management and the development of productive study habits (Toral et al., 2023). Teacher stress impacts not only the well-being of teachers but also the quality of teaching and academic performance. It also relates to a reduction in teacher self-efficacy (Klassen et al., 2013). Furthermore, it affects the school climate, coexistence, learning, and the development of students, as stressed teachers can transmit negative emotions, generate conflicts, and show hostile or indifferent attitudes (Fernández-Berrocal, 2023).

The relationship between teacher stress and negative aspects, such as decreased job satisfaction, reduced commitment, and increased burnout, continues to be a relevant topic of study (Rojas-Solís et al., 2021). Teacher burnout, understood as a response to chronic work stress, is characterized by emotional exhaustion, depersonalization, and a reduction in personal accomplishment (Maslach and Leiter, 2022). The impact of burnout extends beyond the personal realm of the teacher, negatively affecting the quality of education, generating discontent, dissatisfaction, and an increase in workplace absenteeism. This underscores the importance of effectively addressing this phenomenon to safeguard the integrity and future of the teaching profession (Quintero and Hernández, 2021). Burnout negatively impacts performance and teaching quality, affecting the teacher–student relationship (Vandenberghe and Huberman, 1999; Baek et al., 2023).

Preventing burnout offers protection and contributes to optimal psychological development at work (Braun et al., 2020; McKenzie et al., 2019). Preventing teacher burnout is also associated with classroom benefits, such as reducing disruptive student behavior and enhancing overall stability (Schnaider-Levi et al., 2020; Rana and Soodan, 2019). Moreover, it positively impacts student motivation and academic commitment (Sönmez and Kolaşınlı, 2021; Adams et al., 2019). Teachers with low levels of stress and no symptoms of burnout, coupled with students exhibiting high coping skills, have been shown to have enriched outcomes for students (Wang et al., 2020; Romano et al., 2020).



1.3 Teacher self-efficacy and its pivotal role

The importance of psychological well-being has emerged strongly in the training of future teachers, proposing an expansion of educational focus that transcends the traditional emphasis on self-efficacy. Although Bandura (1995) highlighted self-efficacy as a crucial element in individuals’ capacity to manage and execute necessary actions toward achieving specific goals, promoting solid psychological well-being among educators in training has become fundamental. In this initial phase, the consolidation of a robust state of well-being is presented as an essential pillar, particularly when opportunities to validate self-efficacy through practical experiences are limited. Recent supports this comprehensive view of teacher training, which encompasses both the development of self-efficacy and the promotion of psychological well-being, offering a more solid foundation for the professional and personal growth of future educators (Calicchio, 2023). Finally, Hobfoll and Freedy’s (2017) Conservation of Resources Theory (COR) emphasizes the importance of protecting personal resources, such as resilience and self-efficacy, to prevent burnout. Practical applications of this theory are crucial for developing resilience and self-efficacy among educators, fostering an organizational culture that values and supports employee well-being (Eikenhout et al., 2022; Fernández-Valera et al., 2019; Maffoni et al., 2021; Sommovigo et al., 2019). This holistic approach is reinforced by integrating the gender perspective in teacher training, a key element that directly affects self-efficacy and psychological well-being. Research has revealed that psychological well-being, beyond previous experience, is crucial in teacher preparation, reshaping our focus toward job satisfaction, stress, and burnout in the profession (González-Valero et al., 2021). These studies underscore the need for a holistic training approach that includes the gender dimension, not only to enhance perceived self-efficacy but also to promote greater psychological well-being, fostering inclusive and equitable educational practices.

Moreover, a review of studies on ‘teacher self-efficacy’ in various educational contexts sheds light on how this concept influences student motivation and learning outcomes (Firmansyah et al., 2018; Rezaull et al., 2021). Studies similar to those conducted by Bárbara-Sánchez et al. (2021) and Matos et al. (2022) highlight the importance of factors such as satisfaction, preparation, and infrastructure in shaping teacher self-efficacy. These collective contributions highlight the determinative role of teacher self-efficacy in both teaching practices and student outcomes, underscoring its interconnection with addressing psychological well-being and gender perspectives in teacher training to cultivate a healthier and more satisfying educational environment for all.

Recapping current knowledge, it is recognized that teachers’ psychological well-being is crucial not only for their own health and personal satisfaction but also for the quality of the instruction they provide (Tikhomirova et al., 2022). This, in turn, affects the overall learning environment (Mugambi et al., 2015). This well-being is shaped by a number of key psychological factors, including EI (Deepa, 2024), stress (Kaur et al., 2024), resilience (Mat-Zin et al., 2023), burnout (Braun et al., 2020), and self-efficacy (Calicchio, 2023). EI, which is positively associated with psychological well-being and negatively with burnout, plays a protective role (Suárez-Martel and Santana, 2021). The implementation of effective stress management techniques, coupled with the utilization of coping strategies and social support, can serve to mitigate the adverse effects associated with occupational stress (Abad, 2020). The capacity to adapt and overcome adversity, defined as resilience, is also closely linked to teachers’ psychological well-being (Mat-Zin et al., 2023). In terms of self-efficacy, educators who demonstrate a high level of this construct tend to persevere in the face of challenges and implement more effective teaching strategies (Aldrup et al., 2023).

Nevertheless, despite comprehensive research examining these variables in isolation, there is a notable absence of studies that investigate their interrelationship and impact on teachers’ psychological well-being. This lack of emphasis on examining the joint contribution of EI, stress, resilience, burnout, and self-efficacy on psychological well-being represents a significant gap in the existing literature. Gaining insight into the manner in which these factors are intertwined could prove invaluable for the development of more efficacious strategies to promote well-being in educational settings.

The study addresses critical gaps in the existing literature on teachers’ psychological well-being by adopting a comprehensive approach that simultaneously considers EI, resilience, self-efficacy, and burnout. While previous research has often focused on these factors individually or within limited contexts, this study advances the field by systematically exploring the interactions between these elements and their predictive power with respect to the psychological well-being of future educators.

This study makes a significant contribution to the field by developing a more robust theoretical framework that elucidates the interrelationships between EI, resilience, self-efficacy, stress, and burnout, and their collective contribution to explaining the psychological well-being of trainee teachers. This remains an understudied area in the current literature. Moreover, the research enhances our comprehension of the gender-based distinctions in the relationship between these psychological elements and well-being. It offers a nuanced analysis of how the different experiences and challenges faced by male and female educators influence their psychological outcomes.

Moreover, the study proposes intervention strategies based on a comprehensive and multifaceted analysis, offering not only new insights into the interconnections between the concepts under examination, but also a robust foundation for the formulation of training programs and institutional policies that are responsive to the evolving and complex demands of the contemporary educational landscape.

This study aimed to identify key predictors of psychological well-being, such as EI, stress, resilience, burnout, and self-efficacy, among undergraduate students in education, exploring how these factors contribute differently across genders. From this objective, the following hypotheses are derived:

Higher levels of EI are associated with lower levels of stress and burnout and higher levels of resilience, self-efficacy, and psychological well-being.

Conversely, higher levels of stress were associated with increased burnout and decreased psychological well-being, whereas higher levels of resilience and self-efficacy were associated with lower levels of stress. In addition, gender differences may exist in the relationships between these psychological factors and psychological well-being, potentially leading to variations in the predictors of well-being based on gender.




2 Materials and methods


2.1 Participants

This study included 338 higher education students pursuing a degree in primary education teaching. Among them, 27.2% were female and 72.8% were male, with a mean age of 20.55 (SD = 4.173) years. Moreover, 172 students were in their first year, whereas 166 were in their second year.



2.2 Measures


2.2.1 Trait meta-mood scale (TMMS-24)

TMMS-24, developed by Fernández-Berrocal et al. (2004) as a reduced and adapted version of the original scale by Salovey et al. (1995), was used to assess participants’ perceived EI. This scale consists of 24 items and 3 factors: emotional attention (α = 0.90), emotional understanding (α = 0.90), and emotional regulation (α = 0.86). The items were rated on a 5-point Likert scale, from 1 (strongly disagree) to 5 (strongly agree). A representative example is “I can often identify my feelings” (item 10).



2.2.2 Connor–Davidson resilience scale (CD-RISC)

The Spanish-adapted version by Manzano-García and Ayala (2013) of the original scale developed by Connor and Davidson (2003), consisting of 25 items, was used. This version consists of 25 items and 3 components: resilience, cleverness, and optimism. In the study by Pozo-Rico et al. (2023), each component of the scale showed a reliability of α = 0.94 for resilience, α = 0.93 for resourcefulness, and α = 0.92 for optimism. The items were rated on a 5-point Likert scale, from 0 (strongly disagree) to 4 (strongly agree). A representative example is “I tend to bounce back after a hardship or illness” (item 8).



2.2.3 European Spanish version of the perceived stress scale (PSS)

The European Spanish version of a 10-item scale was used to assess participants’ perceived stress, specifically their feelings and thoughts over the last month. Originally developed by Cohen et al. (1983) in the United States, this scale was adapted to the Spanish context by Remor (2006). This adaptation demonstrated a Cronbach alpha of.82. Participants responded on a 5-point Likert scale, ranging from 0 (never), 1 (almost never), 2 (sometimes), 3 (often), to 4 (very often). A representative example is “In the last month, how often have you felt nervous or stressed?” (item 3).



2.2.4 Norwegian teacher self-efficacy scale

The scale by Skaalvik and Skaalvik (2007), comprising 24 items, was used to measure teacher self-efficacy across six dimensions. These include instruction effectiveness (instruction), adaptation of teaching to the individual needs of students (adaptation teaching), achievement of student motivation (achievement motivation), achievement of maintaining discipline in the classroom (maintain discipline), ability to collaborate with members of the educational community (collaborate teachers/parents), and coping with challenges and effectiveness in dealing with change in educational contexts (cope with change). Reliability was demonstrated in the study by Pozo-Rico et al. (2023), with Cronbach alpha values ranging from 0.73 (achievement motivation) to 0.97 (maintain discipline). Participants responded on a 7-point Likert scale, with 1 (not at all sure), 3 (fairly unsure), 5 (fairly sure), and 7 (absolutely sure). An example is “Finding suitable solutions to conflicts of interest that arise with other teachers” (item 7).



2.2.5 Maslach burnout inventory (MBI)

The MBI, consisting of 22 items, was used to explore participants’ feelings and thoughts regarding their work environment through three dimensions: emotional exhaustion, depersonalization, and personal accomplishment. Burnout syndrome is considered present when there are high scores in the first two dimensions (emotional exhaustion and depersonalization) and low scores in the third (personal accomplishment). The Spanish version used has been adapted and validated by Seisdedos (1997), based on the original work of Maslach et al. (1986). The Cronbach alpha values obtained in this validation are as follows: 0.89 for emotional exhaustion, 0.77 for depersonalization, and 0.74 for personal accomplishment. Items were rated on a 7-point Likert scale, from 0 (never) to 6 (every day). A representative example is “At work, I feel that I am ‘at the end of my rope’” (item 20).



2.2.6 Psychological well-being

The Ryff (1989) scale, consisting of 33 items, was used to measure perceived psychological well-being across six factors. Specifically, the Spanish version validated by Pozo-Rico et al. (2023) was used, with the following Cronbach alpha values: 0.91 for self-acceptance, 0.92 for positive relationships, 0.93 for autonomy, 0.91 for environmental mastery, 0.91 for purpose in life, and 0.92 for personal growth. Participants responded on a 6-point Likert scale, from 1 (strongly disagree) to 6 (strongly agree). An example is “I am an active person in carrying out the projects I set for myself” (item 12).




2.3 Procedure

The researchers initially sought authorization from professors teaching in the first and second years of the bachelor’s degree to access their classes and propose the study to students. Upon receiving approval, the investigators explained the study objectives to the students and requested their voluntary participation. Compliance with ethical guidelines was ensured, and all participants provided written informed consent following the principles outlined in the Declaration of Helsinki. The investigators administered the measurement instruments during 1-h sessions in the first semester of the 2023–2024 academic year. The study protocol was approved by the Ethics Committee of the University of Alicante (Ref. UA-2021-12-09_2).



2.4 Data analysis

From the basic correlational design, a predictive analysis was performed using a hierarchical regression analysis technique to determine whether each block of variables (the different factors of each of the measures used) introduced successively in the regression equation makes a statistically significant additional contribution to psychological well-being beyond that already explained by the previous variables. Finally, hierarchical regression analyses were conducted, differentiating by gender, using the SPSS v.29 software package.




3 Results

The results will be presented under different headings depending on the type of data analysis performed.


3.1 Descriptive and correlational analyses

The correlation coefficients (Pearson’s r) between the variables are presented in Table 1. Among all the correlations shown in the correlation table, the total score of the psychological well-being measure showed significant positive correlations with two factors of the EI measure (understanding and regulation), all factors of the resilience and teacher self-efficacy measures, and with the personal accomplishment factor of the burnout measure. Simultaneously, it exhibited significant negative correlations with the exhaustion and depersonalization factors of the burnout and stress measures.



TABLE 1 Intercorrelation between variables.
[image: Table1]



3.2 Hierarchical regression analysis

The results of the cumulative variance partitioning, which was performed through hierarchical regression analysis to predict the psychological well-being of future teachers, are summarized in Table 2. The table includes only the variables found to be significant in the prediction. The entry of the variables has been determined based on the causal sequence derived from the literature reviewed in the introduction. Specifically, the block of variables related to the EI measure was the first to be introduced into the equation (Step1: emotional attention, emotional understanding, emotional regulation). Subsequently, the block of variables related to the resilience measure followed (Step 2: resilience, cleverness, optimism). Next, the stress measure was incorporated (Step 3: stress SPSS). Then, the block of factors related to the self-efficacy measure was introduced (Step 4: instruction, adaptation teaching, achievement motivation, maintain discipline, collaborate teachers/parents, cope with change). Finally, the block of factors related to the burnout measure was added to the analysis (Step 5: emotional exhaustion, depersonalization, personal accomplishment). Each of the blocks made an additional contribution to the explanation of the criterion (psychological well-being). However, although the blocks of variables were initially significant predictors of the criterion variable upon their entry to the equation, some of these variables became non-significant in later steps as other blocks of variables were introduced. Thus, the variables that made a significant contribution to the explanation of psychological well-being were the cleverness factor, followed by the exhaustion factor in a negative direction. In third place was resilience, whereas in fourth place was the coping with challenges and effectiveness in dealing with change in the educational context factor, albeit in a negative direction. The personal fulfillment factor was significant in fifth place, and the depersonalization factor, in a negative direction, was significant in sixth place. Thus, we observed that each block made a statistically significant additional contribution to explaining psychological well-being is statistically significant, resulting in a total explained variance percentage of 71.3%.



TABLE 2 Hierarchical regression analysis predicting psychological well-being: total sample.
[image: Table2]

Next, hierarchical regression analyses were conducted separately for each gender (male and female), following the same causal sequence as indicated above. The results of these analyses are presented in Tables 3, 4. The findings reveal that, in the female group, each block made an additional contribution to explaining psychological well-being. Specifically, the variables that made a significant contribution to explaining the criterion were as follows: The cleverness factor took first place, followed by the exhaustion factor in a negative direction. In third place was the resilience factor, followed by the self-efficacy factor in the achievement of student motivation. The coping with challenges and effectiveness in dealing with change in the educational context factor took fifth place, albeit in a negative direction. Finally, in sixth place was the personal fulfillment factor. Together, these variables accounted for 73.5% of the total variance explained.



TABLE 3 Hierarchical regression analysis predicting psychological well-being: women.
[image: Table3]



TABLE 4 Hierarchical regression analysis predicting psychological well-being: men.
[image: Table4]

In contrast, in the male group, the results of the hierarchical regression indicate that each block made an additional contribution to explaining psychological well-being. In addition, the variables that made a significant contribution to the explanation of the criterion were as follows: the cleverness factor took first place, followed by the depersonalization factor, albeit the negative sense. Finally, in third place was the personal fulfillment factor. Together, these variables accounted for 73.3% of the total variance explained.




4 Discussion

The findings of this study offer a thorough examination of the intricate relationships among EI, resilience, burnout, teacher self-efficacy, and psychological well-being in prospective teachers. They present a complex web of interconnected factors that shape the mental landscape of future educators. In today’s dynamic and ever-evolving educational environment, where teachers face diverse challenges on a daily basis, understanding the elements contributing to their psychological well-being is crucial, consistent with other studies highlighting the importance of this issue (Lucas-Mangas et al., 2022; Pei et al., 2022; Pozo-Rico et al., 2023). This study not only reveals the complex interplay among these factors but also provides insight into the nuanced nature of psychological well-being within the context of teacher training.

First, the correlation analysis revealed significant associations among the various psychological constructs measured in the study. Notably, psychological well-being exhibited positive correlations with factors of EI, resilience, teacher self-efficacy, and personal accomplishment, whereas it showed negative correlations with burnout factors and stress. These findings align with previous research indicating the interconnectedness of these constructs within the context of teacher well-being (Liang et al., 2022; Mennes et al., 2023). Specifically, factors such as emotional regulation, resilience, and self-efficacy appear to play pivotal roles in shaping teachers’ psychological well-being (Carroll et al., 2021; Ghasemi, 2022; Mclean et al., 2023a; Yang and Du, 2024). Furthermore, the differential correlations observed among the variables underscore the nuanced interplay between individual characteristics and environmental stressors in influencing teacher mental health (Derakhshan et al., 2023; Yang et al., 2023).

Second, the hierarchical regression analysis further elucidated the unique contributions of different psychological factors to predicting psychological well-being among future teachers, consistent with findings from previous studies (Branquinho et al., 2023; Zhang and Luo, 2023). The sequential entry of variables based on theoretical frameworks revealed the cumulative impact of EI, resilience, stress, self-efficacy, and burnout on well-being, in line with other research findings (Baguri et al., 2022; Ratanasiripong et al., 2022; Zhang and Luo, 2023). Notably, resilience emerged as a consistent predictor across genders. However, gender-specific analyses revealed nuanced patterns: women exhibited stronger associations between self-efficacy and well-being, whereas men demonstrated heightened sensitivity to depersonalization within the burnout construct. These gender-specific nuances underscore the importance of considering diverse individual characteristics and experiences in promoting teacher well-being.

It is important to note that when the variables related to EI were introduced in the first step of the hierarchical regression, they significantly contributed to the explanation/prediction of the criterion variable, psychological well-being. However, when the variables related to resilience were included in the equation in the second step, some of the variables related to EI no longer made a significant contribution. In addition, when the variable related to stress was introduced in the third step, EI no longer significantly contributed to explaining the criterion variable. Similarly, the stress variable, when introduced in the third step, significantly contributed to the explaining the criterion variable. However, in the fifth step, when the burnout variables were introduced, stress no longer significantly contributed to the prediction or explanation of psychological well-being.

Considering that each block of variables independently has a significant effect on psychological well-being, the combined effect of all variables diminishes the significance of EI and stress. This indicates that EI and stress may have an indirect effect on psychological well-being, possibly mediated by resilience and burnout. As a topic for future research, we suggest further investigation into the moderating and mediating relationships among the study variables.

Finally, the findings not only highlight the multifaceted nature of teacher well-being but also underscore the intricate interplay of psychological factors that influence it. Teachers play a pivotal role in shaping the academic, emotional, and social development of their students. However, they often encounter significant challenges and stressors within the educational landscape (Altinay and Bicentürk, 2023). As evidenced by the results, factors such as resilience, EI, self-efficacy, and burnout collectively impact teacher well-being, reflecting a complex web of individual characteristics and environmental pressures.

To cultivate a nurturing and sustainable educational environment, it could be beneficial for educators to implement targeted strategies aimed at bolstering key psychological factors. Employing such approaches may be advisable to ensure the well-being and effectiveness of the teaching staff (Agyapong et al., 2023; Emerson et al., 2023). Enhancing teacher resilience could be crucial, as it equips teachers with the adaptive coping skills necessary to navigate the myriad challenges inherent in the teaching profession. Resilient teachers might be better equipped to bounce back from setbacks, maintain a positive outlook despite adversity, and maintain their passion for teaching despite the inherent stressors (Abu Hasan et al., 2022; Emerson et al., 2023; Han et al., 2023; Mao et al., 2024).


4.1 Educational implications and future research directions

A key practical implication could be the development of specific training programs that offer concrete tools and strategies to strengthen resilience, as it is rarely included as a specific training topic (Regalado et al., 2021). Enhancing the capacity of trainee teachers to face daily classroom challenges in the future may be essential, as evidenced by other studies, such as that of Bordás (2023). These programs could include mindfulness workshops and stress management techniques designed to provide educators with effective resources to manage stress and meet students’ diverse needs (Haydon et al., 2019; Terrell et al., 2023).

Moreover, fostering EI among teachers may promote self-awareness, empathy, and effective interpersonal relationships. By cultivating EI skills, educators could better understand and manage their own emotions, navigate interpersonal dynamics with students and colleagues, and create a supportive classroom environment conducive to learning and well-being (Maharaj and Ramsaroop, 2022; Wang, 2023; Woolcott et al., 2023).

In addition, empowering teachers with a strong sense of self-efficacy could be crucial for bolstering their confidence in their ability to positively impact student outcomes. Teachers with high self-efficacy beliefs are more likely to set ambitious goals, persist in the face of challenges, and use effective teaching strategies to meet students’ diverse needs (Chen and Liu, 2020; Wilcoxen et al., 2020). Providing professional development opportunities that enhance teacher efficacy could have far-reaching benefits not only for teacher well-being, but also for student achievement and overall school climate (Karim et al., 2022).

A practical strategy to achieve this might be to establish peer support networks in which active professionals at the same educational stage as trainee teachers can share experiences and strategies for managing situations of high emotional demand in the classroom. These networks could allow trainee teachers to analyze real situations and develop possible responses, taking into account the experiences and suggestions of their colleagues. Descoeudres (2023) suggest that sharing experiences might foster wellbeing and professional development. This could facilitate the acquisition of skills to resolve conflicts with students or colleagues in a respectful and effective manner, thereby promoting a collaborative and continuous learning environment. For example, Boyle (2019) emphasized the importance of developing a professional support network that includes direct supervisors, colleagues, and mentors to manage mental health and gain deeper insights into teaching.

Furthermore, mitigating burnout among teachers could be paramount to preserving their mental health and preventing attrition within the profession. Burnout not only diminishes teachers’ well-being but can also compromise their effectiveness in the classroom and detract from student-learning outcomes (Burger, 2024; Cohen et al., 2024; Igu et al., 2023; Mclean et al., 2023b). Implementing organizational policies and practices that promote work–life balance, foster a culture of appreciation and support, and provide resources for stress management and emotional regulation could help mitigate burnout risk among educators (Nemiro et al., 2022; Ulla and Poom-Valickis, 2023).

Moreover, recognizing gender-specific differences in the manifestation and predictors of teacher well-being underscores the importance of tailoring interventions to address the unique needs and challenges faced by male and female educators. For example, interventions targeting self-efficacy might be particularly beneficial for female teachers who may face additional societal pressures and expectations in balancing their professional and personal roles. Conversely, interventions aimed at mitigating depersonalization and fostering a sense of personal fulfillment might be more salient for male teachers, who may experience distinct challenges in navigating their professional identities and emotional well-being within the educational context (García-Alvarez et al., 2023; Kollerová et al., 2023; Masková, 2023; Seibt and Kreuzfeld, 2023).

Essentially, fostering teacher well-being may require a multifaceted approach that addresses the unique interplay of psychological factors while recognizing and addressing gender-specific differences. By investing in resilience, EI, self-efficacy, and burnout-mitigation strategies tailored to the diverse needs of educators, we could create a more supportive and sustainable educational environment that nurtures both teacher and student success.

Lastly, the limitations of this study are worth noting, as they may have influenced the results. Firstly, the sample was limited to 338 primary education students from a single institution. This restriction might limit the generalizability of the findings to other student populations in different geographical and educational contexts. Future research could benefit from considering larger and more diverse samples to verify the external validity of the obtained results.

Moreover, the cross-sectional design of the study prevents the establishment of causal relationships between the examined variables. Although significant associations were identified, it cannot be concluded that one variable causes changes in another. Longitudinal studies might be necessary to examine how these relationships develop and change over time, providing a deeper and more dynamic understanding of the factors influencing the psychological well-being of trainee teachers.

Another important limitation is the use of self-report questionnaires for data collection, which can introduce biases such as social desirability and a lack of accurate introspection by participants. Future research could benefit from incorporating mixed methods, including qualitative interviews and direct observations, to complement and validate the quantitative data and offer a more holistic view of teachers’ experiences.

The study focused on a specific set of variables: EI, stress, resilience, burnout, and self-efficacy. However, other important factors, such as social support, intrinsic motivation, and working conditions, were not considered. Future research might explore the influence of these and other additional variables to obtain a more comprehensive understanding of psychological well-being in teachers.

As for future research directions, it could be highly beneficial to develop and evaluate intervention programs designed to improve resilience and EI among students and teachers, given the relevance of these factors in psychological well-being identified in the present study. Evaluating the long-term effectiveness of these programs and their impact on well-being and professional performance might provide valuable practical contributions.

It would also be pertinent to investigate the possible mediating and moderating roles of resilience and burnout in the relationship between EI and psychological well-being. This may provide a more detailed view of the underlying mechanisms that influence well-being, allowing for the development of more specific and effective interventions.

Additionally, exploring how different educational contexts and institutional policies affect the psychological well-being of teachers might offer important practical implications. Comparing institutions with different levels of organizational support and resources might allow for the identification of effective practices that could be more widely adopted.

Finally, conducting longitudinal studies that follow education students throughout their training and into the early years of their professional careers could help understand how well-being factors and coping strategies evolve over time. Similarly, examining how cultural differences can influence the relationships between EI, stress, resilience, self-efficacy, and psychological well-being through comparative studies between different countries could reveal significant cultural variations and similarities.

Incorporating these considerations and suggestions in future research could strengthen the field of study by providing a more complete and nuanced understanding of psychological well-being in the context of teacher training.



4.2 Translating research into practice

Building on the insights gained from this study, it may be beneficial to develop practical applications that directly address educators’ needs and challenges. Specifically, the following actions may be prioritized:

1. Implementation of Resilience Training: based on the study’s findings, creating targeted resilience training programs for teachers may be valuable. These programs could focus on developing coping strategies, stress management techniques, and enhancing emotional resilience to better handle the demands of the teaching profession (Abu Hasan et al., 2022; Regalado et al., 2021).

2. Promotion of EI: integrating EI development into professional development curricula may help teachers manage their emotions and improve their interpersonal relationships. This could contribute to a more supportive and effective teaching environment (Maharaj and Ramsaroop, 2022; Wang, 2023).

3. Support for Self-Efficacy: enhancing teachers’ self-efficacy through targeted professional development opportunities could be crucial. This may involve workshops and mentoring programs designed to build confidence and improve teaching effectiveness (Chen and Liu, 2020; Karim et al., 2022).

4. Addressing Burnout: implementing organizational practices that promote work-life balance and provide stress management resources could be instrumental in mitigating burnout and supporting teacher well-being (Burger, 2024; Nemiro et al., 2022).

By focusing on these practical applications, educational institutions could more effectively address the psychological factors highlighted in this study, fostering a healthier and more supportive environment for both teachers and students.

Our research makes a substantial contribution to the field of teacher well-being by exploring the intricate interplay between EI, resilience, self-efficacy, stress and burnout. Whereas previous studies have often investigated these factors in isolation, our study integrates them into a unified theoretical framework. This approach provides a more comprehensive understanding of the interrelationships between these elements and their predictive power with regard to teacher well-being, addressing an important gap in the current literature. By bringing these factors together in a coherent model, we advance our understanding of the collective impact of these variables on educators’ psychological well-being and contribute to the development of a more comprehensive theoretical framework.

In addition to enhancing theoretical comprehension, our research provides significant insights into the gender-specific nuances of the interrelationships between these psychological variables and psychological well-being. This nuanced perspective helps to highlight the varied experiences and challenges faced by male and female educators, emphasizing the need for gender-sensitive approaches in developing interventions. Such insights are crucial for designing more effective and personalized strategies that cater to the diverse needs of teachers.

The study also provides actionable recommendations for translating these findings into practice. Specifically, we suggest developing targeted resilience training programs to equip teachers with coping strategies and stress management techniques. Incorporating EI development into professional training curricula can further support teachers in managing their emotions and improving interpersonal relationships. Enhancing self-efficacy through workshops and mentoring programs can build teachers’ confidence and effectiveness. Additionally, implementing organizational practices that promote work-life balance and provide stress management resources can help mitigate burnout. These practical recommendations aim to foster a supportive and healthy educational environment, benefiting both teachers and students.




5 Conclusion

The findings of this research underscore the intricate web of psychological factors that influence teacher well-being and how these elements directly impact the quality and sustainability of the educational environment. Our commitment to educational excellence and quality drives us to recognize the fundamental importance of bolstering resilience, EI, and self-efficacy among educators while mitigating burnout.

Targeted and effective intervention strategies could be beneficial in addressing these challenges and moving toward a more robust education system suitable for the 21st century. First, we could invest in professional development programs that strengthen teachers’ resilience, EI, and self-efficacy. These programs could provide educators with the tools and resources needed to navigate the complexities of their profession and thrive amid adversity (Bishop and High, 2023; Pozo-Rico and Sandoval, 2020; Romano et al., 2021; Sousa and Barros, 2017; Wilkins et al., 2023).

Furthermore, organizational policies and practices could be implemented to create a supportive and nurturing work environment. This includes promoting work–life balance, fostering a culture of appreciation and support, and providing resources for stress management and emotional well-being. By prioritizing teacher well-being, we can cultivate a more positive and enriching educational experience for both teachers and students alike (Li et al., 2022; Liang, 2024; Suleyeva et al., 2022).

Moving forward, it might be beneficial to tailor interventions to address the unique needs and challenges faced by educators, while also recognizing and embracing the evolving demands of the 21st century. Therefore, it could be advantageous to employ strategies that promote innovation, diversity, and adaptability in a dynamic educational landscape. Emphasizing these principles could help maintain responsiveness to the dynamic nature of modern education, ultimately fostering an environment conducive to growth and success for both educators and students (García-Alvarez et al., 2023; Kollerová et al., 2023; Masková, 2023; Seibt and Kreuzfeld, 2023).
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