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 This study examines the impact of participation in an online wellbeing course on 
teachers’ perceived self-efficacy. A pre-test/post-test design was employed with a 
sample of 118 teachers. Data were collected using a five-subscale questionnaire 
adapted from the Norwegian Teacher Self-Efficacy Scale (NTES), assessing 
Instruction, Adaptation, Motivation, Discipline, and Cooperation. The findings 
indicate a positive effect of the online wellbeing course on four dimensions of 
teacher self-efficacy: Instruction, Adaptation, Motivation, and Discipline, 
suggesting that targeted online interventions can enhance key professional 
competencies. However, no significant changes were observed in the Cooperation 
dimension. Further analysis revealed a statistically significant relationship between 
teaching experience and the Cooperation subscale, indicating that more 
experienced teachers may perceive greater efficacy in collaborative practices. 
Overall, the results highlight the potential of online wellbeing training as an 
effective approach to supporting teachers’ self-efficacy, professional growth, and 
overall wellbeing. These findings contribute to discussions on teacher 
development and support. 
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INTRODUCTION 

From the concept of self-efficacy to teacher self-efficacy 

Self-efficacy has been a widely studied dimension in the field of teacher professional 
development (Skaalvik & Skaalvik, 2007; Taschner et al., 2024; Waddington, 2023). 
Effectiveness in teaching plays an important role in teacher autonomy, providing a 
greater sense of control, increasing the teachers` feelings of competence and wellbeing 
(Ferreira et al., 2024). The teachers` perceptions of self-efficacy has not only a positive 
impact on their professional development, but it also influences the students' motivation 
and learning (Emiru, & Gedifew, 2024; Hussain, 2022), the teachers` relationships with 
colleagues and parents (Sungtaek & Sungmin, 2014), as well as the choice of pedagogic 
and classroom management methodologies and strategies (Skaalvik & Skaalvik, 2007; 
Taschner et al., 2024). 

There is evidence in the literature for the role of self-efficacy as an enhancing factor of 
personal wellbeing (Célik & Kahrama, 2018; Ferreira et al., 2024; Gündüz, 2022; 
Skaalvik & Skaalvik, 2007). According to Pajares (2007), a person with strong self-
efficacy beliefs sees the most difficult tasks as challenges and not as insurmountable 
obstacles. In turn, this type of perception leads to the ability to define clearer objectives, 
maintain greater commitment and sense of confidence in their accomplishment skills. 

There is a robust and growing body of empirical evidence in the educational research 
literature supporting a multifaceted relationship between teachers' self-efficacy and key 
professional dimensions, including their wellbeing, stress levels, job satisfaction, 
perceived teaching effectiveness, classroom management skills, overall performance, 
and ability to engage students in school tasks. This connection has been consistently 
documented across diverse cultural and methodological contexts by scholars including: 
Castro Silva and Silva (2015), who highlighted the role of self-efficacy in buffering 
stress; Castro Silva et al. (2024), who linked it to sustained professional resilience; 
Emiru and Gedifew (2024), who emphasised its impact on instructional quality; Gündüz 
(2022), who explored its ties to motivation; Hussain and Khan (2022), who focused on 
performance outcomes; Klassen and Tze (2014), who provided a meta-analytic 
synthesis; Ross and Bruce (2007), who examined classroom dynamics; Skaalvik and 
Skaalvik (2007), who centred on collective efficacy; Taschner et al. (2024), who 
focused on contemporary digital teaching environments; and Waddington (2023), who 
addressed student involvement. Collectively, these studies underscore that higher self-
efficacy not only equips teachers to navigate daily challenges more effectively but it 
also creates a positive feedback loop, enhancing their emotional health, instructional 
practices, and student outcomes while reducing burnout risks. 

Gündüz (2022) reports that as teachers' perceived self-efficacy increases their levels of 
psychological wellbeing also increase and vice-versa. Such results indicate potential 
problems and threats, and lead to a negative perception of the environment and 
situations of greater anxiety and stress (Gündüz, 2022; Täschner et al., 2024). Other 
studies (e.g. Çelik & Kahraman, 2018; Skaalvik & Skaalvik, 2007) indicate a negative 
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association between the perception of self-efficacy and burnout. Çelik and Kahraman 
(2018) state that the perception of self-efficacy is important for dealing with the 
difficulties inherent to work. Skaalvik and Skaalvik (2007) emphasise that teachers' 
perception of self-efficacy must be understood as a multidimensional concept, as it 
relates to various dimensions of teachers` work such as: instruction/teaching, adequacy 
of learning to students' individual needs, student motivation, maintaining discipline, 
cooperating with peers and parents, and the ability to deal with change and challenges. 
The same authors also add that beliefs are built, above all, based on previous 
experiences, and emotional exhaustion can result in a reduction in achievements, 
negatively affecting self-efficacy. 

With regard to teachers' educational environment, classroom management has been an 
important aspect related to teachers` perception of self-efficacy. Teachers with high 
self-efficacy reveal ability to successfully manage a classroom group, maintain 
discipline and create effective learning time (Hettinger, 2024). Some studies reveal that 
teachers with a high perception of self-efficacy tend to use more methodologies that 
promote student autonomy, adjusted to learning needs (Emiru & Gedifew, 2024; 
Gündüz, 2022; Hussain & Khan, 2022; Ross & Bruce, 2007; Wettstein et al, 2021). 
Such methodologies positively influence student performance, keeping them more 
involved in the tasks and more motivated to learn (Emiru & Gedifew 2024; Ferreira, 
2022). 

The study by Emiru and Gedifew (2024) with 652 high school teachers showed the 
existence of a significant positive correlation between teachers' self-efficacy beliefs and 
student engagement. Teacher self-efficacy was assessed in the dimensions of student 
involvement, classroom management, and teaching strategies. The findings of this study 
also revealed a significant positive correlation between students' cognitive engagement 
and teaching/instruction strategies. In this sense, it seems that the most effective 
teachers tend to adopt a more flexible pedagogical approach supported by student-
centred teaching strategies (Taschner et al., 2024) favouring critical thinking, analysis 
and synthesis and positively influencing student performance (Ross & Bruce, 2007). 

To promote a safe classroom climate the teacher must have the ability to establish and 
maintain fruitful relationships with their students (Hettinger et al., 2024; Wettstein et 
al., 2021). The study by Reis-Jorge et al. (2024) also suggests that the perception of a 
positive school climate is associated with student involvement in school activities, and 
consequently greater interest and motivation for learning. 

The relationship between teachers and peers is also a dimension that impacts the 
perception of self-efficacy (Castro Silva & Silva 2015; Lim & Eo, 2014; Skaalvik & 
Skaalvik, 2007; Wettstein et al., 2021). The perceived collective efficacy impacts 
individual teacher self-efficacy (Skaalvik & Skaalvik, 2007). Therefore, it is in schools 
where the degree of perception of collective efficacy is highest that teachers are more 
persistent and committed to achieving their objectives (Wettstein et al., 2021). Teachers' 
perceptions of self-efficacy have been seen to have a positive influence on collaborative 
work since teachers with high perception of self-efficacy appear to be more committed 
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to their work, to value more their professional experience and to be more prone to 
sharing new ideas (Castro Silva & Silva, 2015; Sánchez-Rosas et al., 2023).  

The present study was concerned with investigating the impact of attendance of a 
wellbeing online course on teachers` perceived self-efficacy and to explore those 
perceptions in relation to sociodemographic variables such as age, academic 
qualifications, teaching experience and years of service in the current schools. 

The online wellbeing course 

The online wellbeing course was developed as part of the European Erasmus KA3 
Project “Teaching to Be – Supporting Teachers` Professional Growth and Wellbeing in 
the Field of Social and Emotional Learning” which involved eight countries (Austria, 
Slovenia, Spain, Estonia, Italy, Lithuania, Norway, and Portugal). This project main 
objectives were: 1) to develop a set of innovative teacher training and professional 
development practices; 2) to contribute to the improvement of the teachers' professional 
teaching and learning environment; and 3) to contribute to the definition of effective 
policy measures for the professional wellbeing of teachers (Talič et al., 2023). In order 
to meet these objectives, the aforementioned course was developed using participatory 
action research methodology through focus groups carried out with the teachers 
(Schrank et al., 2024). 

The online course had an interactive component through a game on the “Gamelearn” 
platform that served as support and context for the activities proposed in the teachers’ 
book. The course was organised for 12 weeks, with specific objectives and activities to 
be carried out by the teachers mostly individually on a weekly basis.  

For each week and respective theme, the teachers were asked to carry out an activity. 
All the activities were designed following an identical organisation and with different 
levels of complexity: Inquire; Gather; Progress; Apply. This structure aimed at 
promoting reflection and the application of course content in the teachers` daily 
practices with students and colleagues. As an example, Table 1 represents week 3 of the 
course. 
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Table 1 
Example of an activity of the online course – Week 3 
Week 3 - Emotions, behaviours and beliefs. 

objectives Tasks - phases Inquire and Apply 

 
Let´s connect 
our emotions, 
behaviour 
and 
emotions; 
 
 
What is 
blocking my 
social 
relationships? 
 
 
Considering 
emotional 
drives to 
flourish. 
 
 
 
 
 

Inquire: 
Think of a professional situation - At the school where you felt sad, angry, or bad in some 
way. Reflect on the following questions and proposals through model ABC and write down 
the answers: 
1. Describe a specific situation. 
2. What thoughts did you have in this situation? 
3. How did you react to the situation? How did it make you feel? 
Gather: 
The importance of guiding our compass. 
“We point out our inner compass:  our feelings, emotions, and intuition” 
Progress: 

Finding opportunities to reflect and think about our inner compass is important.  
How do our thoughts influence us? 
Before reacting to a situation, take a deep breath and exhale, talk to someone about how 
you feel (colleague, friend out of the school, partner, siblings, etc.). Later, you will be more 
prepared to evaluate the situation. 
Apply: 

Fill the following table with your examples. You can follow the guidelines from the inquire 
and progress phases /the model ABC and the patterns issue) 
 

A - situation B – Thoughts (beliefs): 
The pattern 

C – Emotions/behaviours 
I alternatively take 

   
 

METHOD 

This is a quantitative longitudinal survey study with a pre-test/post-test design 
administered online. This type of study is particularly well-suited to examining 
population-level change over time and evaluating the impact of an intervention on 
measured outcomes. 

Sample 

One hundred and sixteen teachers took part in this study: 104 (89,7%) women and 12 
(10,3%) men. The observed age distribution was as follows: 25 (21.6%) participants 
between 25 and 44 years of age; 52 (44.8%) between 45 and 54 years, and 39 (33.6%) 
over 54 years of age. Regarding teaching experience, 4 (3.4%) participants have less 
than 6 years of experience, 16 (13.8%) have between 6 and 15 years, 13 (11.2%) have 
between 16 and 25 years, and 26 (22.4%) have more than 25 years of experience. In 
terms of academic qualifications, 86 (74.2%) participants have a bachelor's degree, 26 
(22.4%) have a master's degree and 3 (2.6%) have a doctorate. Regarding the number of 
years at their current schools, 39 (33.6%) have been working for less than 6 years, 41 
(35.3%) between 6 and 15 years, 15 (12.9%) between 16 and 20 years, and 20 (17.2%) 
more than 20 years. This is a non-parametric sample formed by the teachers who 
participated in an online course on teacher wellbeing. 
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The participants were contacted personally. For informed consent, they were informed 
about the aims of the study and the voluntary nature of participation. They were also 
informed that the results of the study would be used for publication purposes and 
assured of confidentiality and anonymity in the treatment and use of the data.  

Data collection and analysis 

The data were collected through a questionnaire with a total of 20 items organised into 
5 subscales with 4 items each, taken from the Norwegian Teacher Self-Efficacy Scale 
(NTSES) (Skaalvik & Skaalvik, 2007) as follows (Table 2): 

Table 2  
Description of the survey instrument – subscales and corresponding items 
Subscales Items 

Instruction  
(providing 
explanations and 
giving instructions) 

1. Explain central themes in your subjects so that even the low-achieving students 
understand.  
2. Provide good guidance and instruction to all students regardless of their level of 
ability.  
3. Answer students’ questions so that they understand difficult problems. 
4. Explain subject matter so that most students understand the basic principles. 

Adaptation 
(adapting education 
to individual 
students` needs) 
 

5. Organize schoolwork to adapt instruction and assignments to individual needs.  
6. Provide realistic challenge for all students even in mixed ability classes. 
7. Adapt instruction to the needs of low-ability students while you also attend to the 
needs of other students in class.  
8. Organize classroom work so that both low- and high-ability students work with 
tasks that are adapted to their abilities. 

Motivation 
(motivating 
students) 
 

9. Get all students in class to work hard with their schoolwork.  
10. Wake the desire to learn even among the lowest achieving students.  
11. Get students to do their best even when working with difficult problems.  
12. Motivate students who show low interest in schoolwork. 

Discipline 
(keeping discipline) 
 

13. Maintain discipline in any school class or group of students.  
14. Control even the most aggressive students.  
15. Get students with behavioural problems to follow classroom rules.  
16. Get all students to behave politely and respect the teacher 

Cooperation 
(cooperating with 
colleagues and 
parents) 
 

17. Cooperate well with most parents.  
18. Find adequate solutions to conflicts of interest with other teachers.  
19. Collaborate constructively with parents of students with behavioural problems.  
20. Cooperate effectively and constructively with other teachers, for example, in 
teaching teams. 

A 7-point interval Likert scale was used ranging from 1 –“Absolute uncertainty” to 7- 
“Absolute certainty”. The data were analysed statistically. The Kaiser-Meyer-Olkin and 
the Bartlett’s sphericity tests were used to assess the suitability of applying an 
exploratory factor analysis to the data (answers of pre and post-test). The Cronbach`s 
alpha was calculated to assess the reliability of the pre and post-test data. The 
Kolmogorov-Smirnov and the Levene tests were used to verify the assumptions of 
normality and homogeneity of the sample variances. The Wilcoxon test was used to 
identify in each item significant differences between pre and post-test answers. The 
ANOVA and Kruskal-Wallis tests were used to identify significant differences in the 5 
dimensions of the Self-Efficacy scale in relation to the sociodemographic variables. 
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FINDINGS 

Factor analysis  

The suitability of applying an exploratory factor analysis to the pre and post-test data 
was confirmed by the Kaiser-Meyer-Olkin measurement value (pre-test: KMO = 0.872; 
post-test: KMO = 0.873) and Bartlett's sphericity test (pre and post-test: p-value < 
0.001). The exploratory factor analysis carried out identified the same five factors to 
pre- and post-test data with theoretical and empirical relevance that explain 77% of the 
total variance for pre-test and 78,9% for post-test: Factor 1 – Instruction - items 1, 2, 3 
and 4; Factor 2 – Adaptation - items 5, 6, 7, 8; Factor 3 – Motivation - items 9, 10, 11, 
12; Factor 4 – Discipline - items 13, 14, 15 and 16; Factor 5 – Cooperation - items 17, 
18, 19, 20. The results presented in Table 3 indicate total coincidence between the 5 
subscales defined in the questionnaire and the 5 factors obtained from the analysis 
carried out. 

Table 3 
Extraction coefficients for the 5 factors identified 

 
F1 - Instruction 
pre-test    post-test 

F2 - Adaptation 
pre-test    post-test 

F3 - Motivation 
pre-test    post-test 

F4 - Discipline 
pre-test    post-test 

F5 - Cooperation 
pre-test    post-test 

Item1   .829            .679   .216              .240   .185              .333    .131             .270   .007             .228 

Item2   .776              .820   .195              .246   .125              .209   .236              .210   .136             .051 

Item3   .836              .751   .144              .192   .130              .134   .081              .290   .231             .347 

Item4   .730              .842   .137              .249   .100              .099   .113              .086   .222             .169 

Item5   .399              .242   .643              .766   .182              .213   .141              .156   .150             .269 

Item6   .199              .288   .784              .718   .182              .323   .268              .222   .202              .076 

Item7   .198              .220   .765              .706   .276              .193   .079              .291   .271              .242 

Item8   .137              .254   .850              .688   .230              .321   .039             .139   .177              .224 

Item9   .102              .337   .285              .242   .671              .737   .153             .191   .184             -.009 

Item10   .160              .202   .245              .081   .810              .900   .183             .125   .208              .110 

Item11   .167              .059   .208              .350   .794              .759   .134             .150   .163              .253 

Item12   .154              .103   .094              .335   .855              .790   .267             .169   .092              .224 

Item13   .174              .293   .054              .131   .185              .258   .861             .754   .161              .132 

Item14   .150              .140   .184              .133   .119              .153   .878             .888   .100              .116 

Item15   .144              .184   .104              .198   .153              .073   .911             .872   .154              .163 

Item16   .095              .118   .095              .171   .247              .137   .853             .856   .164              .143 

Item17   .212               .451   .116              .105   .160              .204   .252             .353   .790              .598 

Item18   .130              .146   .401              .130   .177              .148   .109             .223   .694              .842 

Item19   .110              .176   .088              .215   .218              .074   .384             .459   .785              .679 

Item20   .239              .152   .328              .322   .149              .169   -.016          -.068   .697              .742 

A correlation analysis was then carried out between the five factors obtained for the pre 
and post-test. Analysis of the results shows that all the factors are positively correlated, 
that is, an increase in one factor corresponds to an increase in the other (0.378 ≤ r 
≤0.581). All calculated correlations are statistically significant (p-value < 0.01), the 
strongest correlation being between factors Adaptation and Cooperation (r = 0.581) and 
the weakest being between factor Teaching and Discipline (r = 0.378). 

Reliability analysis 

The internal consistency of the 5 dimensions was previously analysed by calculating 
Cronbach's alpha for pre- and post-test data. Overall, a Cronbach's alpha of 0.93 was 
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obtained for pre-test and a Cronbach's alpha of 0.92 for post-test, indicating a very good 
internal consistency of the instrument. The same procedure was used to assess the 
internal consistency of each of the dimensions. The results obtained show a Cronbach's 
alpha between 0.86 and 0.94 for pre-test and a Cronbach's alpha between 0.87 and 0.93 
for post-test, revealing a very good internal consistency of the dimensions as shown in 
Table 4. 

Table 4 
Pre- and post-test dimensions internal consistency (Cronbach`s alpha) 
Dimension Cronbach`s Alfa value 

 Pre-test Post-test 

F1. Instruction 0.87 0.91 

F2. Adaptation 0.89 0.87 

F3. Motivation 0.88 0.90 

F4. Discipline 0.94 0.93 

F5. Cooperation 0.86 0.85 

Item-by-item analysis 

To analyse the impact that playing the online game had on how the teachers rated the 
self-efficacy scale, an item-by-item study was carried out to identify significant 
differences in the pre- and post-test responses (Table 5). 

Table 5 
Identification of significant differences in item responses obtained in the pre- and post-
test 

Item Mean score Effect size score * p-value 

 pre-test post-test   

Instruction   -0.30 0.006 

Item 1      5.66 5.84 -0.24 0.020 

Item 2      5.27 5.53 -0.30 0.006 

Item 3      5.32 5.51 -0.24 0.050 

Item 4      5.22 5.46 -0.24 0.034 

Adaptation   -0.38 < 0.001 

Item 5     5.29 5.53 -0.25 0.019 

Item 6     5.06 5.35 -0.32 0.003 

Item 7     4.72 5.20 -0.46 <0.001 

Item 8     5.00 5.34 -0.30 0.006 

Motivation   -0.34 0.005 

Item 9     4.84 5.14 -0.26 0.012 

Item 10     4.84 5.07 -0.24 0.044 

Item 11     4.89 5.04 -0.19 0.140 

Item 12     4.71 5.09 -0.41 0.001 

Discipline   -0.33 0.001 

Item 13     5.21 5.57 -0.34 0.001 

Item 14     4.79 5.13 -0.30 0.006 

Item 15     4.85 5.16 -0.28 0.005 

Item 16     4.84 5.17 -0.28 0.004 

Cooperation    -0.14 0.221 

Item 17     5.72 5.84 -0.14 0.261 

Item 18     5.50 5.63 -0.14 0.205 

Item 19     5.43 5.67 -0.24 0.020 

Item 20     5.86 6.01 -0.18 0.116 

* The effect size score was calculated using Glass's delta. 



 Barqueira, Pacheco, Reis-Jorge & Ferreira       415 

International Journal of Instruction, October 2026 ● Vol.19, No.4 

In the Instruction dimension, all the items showed significant differences between the 
answers obtained in the pre- and post-test (0.006 ≤ p-value ≤ 0.05). The average scores 
in the post-test were higher in all items than those obtained in the pre-test. The effect 
size scores (ES) indicate moderate improvement was observed in teachers' perception of 
instruction (ES = - 0.30): item 1, slight improvement (ES = -0.24) and items 2–4, small 
to moderate improvements (ES = - 0.24 to -0.30). Also, in the Adaptation dimension, all 
the items showed significant differences between the answers obtained in the pre- and 
post-test (0.001 ≤ p-value ≤ 0.019). The average scores in the post-test were higher in 
all items than those obtained in the pre-test. This dimension showed the most substantial 
change, suggesting that teachers felt better adapted after the intervention (ES = -0.38): 
item 5, Small effect (ES = -0.25), items 6 and 8, moderate effect (ES = -0.3 to – 0.32) 
and item 7, strongest item-level effect (ES = -0.46). In the Motivation dimension, only 1 
item did not show significant differences between the answers obtained in the pre and 
post-test (3rd item) (0.001 ≤ p-value ≤ 0.044). In the remaining items, the average 
scores in the post-test were always higher than those obtained in the pre-test. Motivation 
improved with several items showing moderate gains (ES = - 0.34): items 9 to 10, small 
effect (ES = -0.24 to -0.26), item 11, minimal change (ES = -0.19) and item 12, 
Moderate to large effect (ES = -0.41). Also, in the Discipline dimension, all the items 
showed significant differences between the answers obtained in the pre- and post-test 
(0.001 ≤ p-value ≤ 0.006). The average scores in the post-test were higher in all items 
than those obtained in the pre-test. Positive changes were observed across all items (ES 
= - 0.33): items 13–16 all showed moderate improvements (ES = -0.28 to -0.34). In the 
Cooperation dimension, only one item showed significant differences between the 
answers obtained in the pre and post-test (3rd item, p-value = 0.02). This dimension 
showed the smallest change (ES = - 0.14): items 17 and 18, minimal improvements (ES 
= -0.14), item 19, Small but significant change (ES = -0.24) and item 20, small, not 
significant (ES = -0.18). Most dimensions showed statistically significant improvements 
in post-test scores, especially in Adaptation, Discipline, and Motivation. Effect size 
scores ranged from -0.14 to -0.46, indicating small to moderate impacts. The 
Cooperation dimension had the least change. 

Relation between dimensions and sociodemographic variables 

Following the factor analysis carried out in this study, an initial and exploratory analysis 
was carried out with the aim of identifying possible significant differences in the 5 
dimensions of the Self-Efficacy scale in relation to the sociodemographic variables. The 
normality and homogeneity of the sample variances were tested using the Kolmogorov-
Smirnov test and Levene's test, and these assumptions were only met for the dimension 
Adaptation by Age. Thus, the ANOVA test was applied to verify the existence of 
significant differences in average for this dimension by age and the Kruskal-Wallis test 
was applied to identify significant differences in all the other dimensions and the 
sociodemographic variables. The relationship between the five-dimensional sum score 
and teachers’ background variables (age, academic qualifications, teaching experience, 
and years of service at the current school) is summarised in Table 6, which also reports 
the mean and standard deviation for each category of these variables. Across these 
comparisons, statistically significant differences emerged only for the Cooperation 
dimension in relation to teaching experience (p = 0.03). Teachers with very little 
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experience (1–5 years) and those with the longest experience show the lowest levels of 
perceived Cooperation, while the highest scores are found among teachers with 
approximately 6 to 25 years of experience. This suggests a curvilinear pattern in which 
Cooperation is comparatively weaker at the beginning and towards the end of the 
career, and stronger at intermediate stages. Post‑hoc comparisons using the Bonferroni 
test indicate that the significant difference in Cooperation is specifically between 
teachers with 1–5 years of experience and those with 16–25 years of experience (p = 
0.04), highlighting that mid‑career teachers perceive substantially higher levels of 
Cooperation than their early‑career counterparts. 

Table 6 
Relationship between the dimensions of Self-Efficacy and sociodemographic variables 
 Instruction  p Adaptation  p Motivation p Discipline p Cooperation p 

Age 0.22   0.35 0.23 0.96                        0.36 

21-44 21,92 (2,34) 20,72 (2,79) 20,12 (2,63) 19,68 (4,30) 23,28 (2,88) 

45-54 21,83 (3,32) 19,69 (3,66) 19,28 (3,12) 18,83 (3,82) 21,86 (2,94) 

More than 54 20,60 (3,13) 20,20 (3,03) 18,40 (2,30) 20.60 (5,08) 21,80 (3,34) 

Academic 
Qualifications 

0.14 0.16            0.14                        0.50           0.58 

Degree 21,37 (2,96) 19,79 (3,37) 19,35 (2,86) 19,47 (3,80) 22,29 (2,56) 

Master 22,87 (2,59) 21,40 (2,33) 20,40 (2,77) 18,80 (5,02) 23,00 (3,85) 

PhD 20,38 (2,29) 21,20 (2,40) 20,50 (2,90) 18,74 (4,88) 22,50 (2,80) 

Teaching experience 0.34          0.74                  0.99                     0.29         0.03* 

1-5 22,25 (1,70) 19,75 (2,75) 19,50 (4,12) 16,00 (4,32)          19,75 (3,40) 

6-15 22,56 (1,75) 19,94 (3,49) 19,51 (3,67) 20,31 (4,06) 22,81 (3,39) 

16-25 
More than 25 

22,15 (2,85) 
21,00 (3,49) 

21,07 (3,20) 
19,90 (3,29) 

19,61 (1,85) 
19,58 (2,70) 

18,92 (4,13) 
19,46 (4,01) 

24,15 (1,95) 
21,81 (2,79) 

Years at current 
school  

0.73 0.49         0.50 0.11        0.95 

1-5 21,63 (2,97) 20,43 (3,23) 19,47 (2,84) 18,37 (3,99) 22,57 (2,90) 

6-15 21,83 (3,29) 19,83 (3,38) 19,06 (3,23) 20,28 (4,14) 22,33 (3,82) 

16-20 
More than 20 

21,71 (2,06) 
22,50 (2,38) 

20,00 (3,65) 
20,00 (3,27) 

20,71 (2.75) 
20,50 (1,00) 

18,86 (3,67) 
23,25 (3,30) 

22,57 (1,51) 
22,00 (1,83) 

DISCUSSION 

The present study aimed to investigate the impact of attendance of a wellbeing online 
course on teachers' perceived self-efficacy, and to explore those perceptions in 
association with sociodemographic variables such as age, academic qualifications, 
teaching experience and years of service in the current school. The factor analysis of the 
data revealed 5 dimensions related to teaching effectiveness as follows: 
Teaching/Instruction, Adaptation, Motivation, Discipline, and Cooperation. Our 
findings indicate a significant correlation between those dimensions. These findings 
corroborate the direct relationship between teaching effectiveness and teachers` 
personal ability to deal with tasks, obligations, and challenges related to their 
professional activity (Castro Silva et al., 2023; Barni et al., 2019).  

The relationships found between the five dimensions under analysis are in line with 
previous empirical evidence and help to reinforce their theoretical coherence. In 
particular, they converge with the findings of Skaalvik and Skaalvik (2019), who show 
that positive and trusting relationships with colleagues and school leaders, together with 



 Barqueira, Pacheco, Reis-Jorge & Ferreira       417 

International Journal of Instruction, October 2026 ● Vol.19, No.4 

shared values and common goals, are central conditions for developing a strong 
collective sense of teaching effectiveness. These relational and value-based aspects 
contribute not only to how competent and effective teachers feel in their daily practice, 
but also to how much they experience themselves as part of a meaningful professional 
community. In this sense, our results suggest that when schools cultivate collaboration, 
mutual support and a clear, shared educational mission, they are more likely to foster 
teachers’ sense of belonging and strengthen their organisational commitment, which, in 
turn, may sustain higher levels of motivation, engagement and persistence in the 
profession. 

Instruction and teaching efficacy 

Teacher self-efficacy is assumed to be a variable that influences the quality of teachers` 
practices in the classroom context (Tschannen-Moren et al., 2007). Teachers' own 
beliefs in their self-efficacy are an indicator of greater work engagement, greater 
persistence, and greater commitment to informal activities (Lohman, 2006). In 
Holzberger et al.`s (2013) longitudinal study, which explored the reciprocal effects 
between teacher self-efficacy and quality of instruction, significant relationships were 
found between these two dimensions. Significant relationships have been highlighted 
between high levels of self-efficacy and effective classroom management (Woolfolk et 
al., 1990), the use of more innovative teaching methods and the establishment of 
learning objectives (Gaaithi & Yagyi, 1997), the setting of more ambitious learning 
goals for their students (Wolters & Daugherty, 2007), and student autonomy (Woolfolk 
et al., 1990). Following these results, self-efficacy can be considered a relevant aspect 
to be integrated into teacher professional development initiatives (Ross & Bruce, 2007).  

Adapting education to individual students` needs and teaching efficacy 

Classrooms have become more and more heterogeneous, which has increased the 
different paces of students` learning (Nusser & Gehrer, 2020).  This requires teachers to 
adapt their usual teaching methodologies or adopt new ones to meet students` different 
learning needs (Stanat et al., 2017). To respond to this increasingly complex and 
challenging diversity, teachers need to face some challenges with lack of supervision 
and support, and time constraints (Baier et al., 2019; Mengistie, 2020; Prast et al., 
2015). 

The differentiation and individualisation of teaching, and the relationship with self-
efficacy, depends on teachers` persistent efforts and investment in their activity to 
improve the quality of their practices (Burić & Kim, 2020; Kunter, 2013). Several 
studies have indicated significant relationships between teacher self-efficacy and the 
implementation of differentiation and individualisation practices in teaching studies 
(Dixon et al. 2014; Prast et al., 2015; Saloviita, 2018). For example, the study by 
Hartwig and Schwabe (2018) suggests that secondary school teachers who expect to be 
more successful in adapting teaching and using diverse practices in the classroom hold 
higher expectations in their students` performance and successful achievement of 
defined academic objectives. These findings substantiate the view of teaching 
effectiveness as largely dependent on teachers` ability to implement practices of 
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pedagogical differentiation and individualisation in a systematic, organized and 
permanent fashion in their practice (Ferreira, 2022). 

Motivating students and teaching efficacy 

Teacher self-efficacy is also one of the most significant and impactful components of 
student motivation (Burić & Kim, 2020; Emiru et al., 2024). There are several 
motivational constructs related to teacher self-efficacy and the impact on student 
motivation and performance (Klassen & Tze, 2014; Tschannen-Moran et al., 2016). 
When engagement and interaction between teachers and students decreases, there is a 
greater possibility that classroom dynamics will be less interactive and productive 
(Kilday et al., 2016), and there will also be more opportunities for students to not 
complete academic tasks, making the educational experience more difficult (Powell & 
Dunlap, 2009). Some research has highlighted the importance of teacher self-efficacy 
for student morale, effectiveness, and motivation (Greco et al., 2018). However, 
although the findings of some studies point to a substantial relationship between teacher 
self-efficacy and student motivation for learning, research has not been sufficiently 
explicit in the association between these two factors (Bolton, 2018). 

Keeping discipline and teaching efficacy 

Teachers often face classroom management challenges, especially when dealing with 
student behaviours and experiencing negative emotional situations likely to lead to 
reduced levels of self-efficacy and burnout (Cooper, 2019). Problems associated with 
student indiscipline are one of the main factors with the greatest impact on teachers' 
professional development (Dibapile, 2012). Classroom management is critical for 
students’ academic outcomes and teacher effectiveness (Wong et al., 2014). While high 
levels of teacher self-efficacy can have positive influences on the classroom, low levels 
of teacher self-efficacy can lead to teacher frustration in terms of classroom 
management (Ozdemir, 2007). In turn, this frustration appears to be associated with 
feelings of teacher incompetence, resulting in professional dissatisfaction (Brown, 
2012), reduced energy and action (Viel-Ruma et al., 2011), less creativity and 
innovation in the classroom dynamics (Powell & Dunlap, 2009). 

Cooperating with colleagues and parents and teaching efficacy 

Although collaboration with colleagues and parents is a permanent challenge for 
teachers (Vangrieken et al., 2015), several studies (Guidetti et al., 2018; Skaalvik & 
Skaalvik, 2007; Stephanou & Oikonomou, 2018) indicate that interpersonal and 
supportive relationships with peers are positively associated with a healthy educational 
environment and the collective perception of effectiveness. This collaboration promotes 
a set of benefits for students, teachers, and the school (Bovbjerg, K. M., 2006; James et 
al., 2007). The existence of a professional community that works cooperatively in 
relationships with students and tutors promotes feelings of self-efficacy among teachers 
(James et al., 2007; Kelchtermans, 2006). Some specific characteristics of each school 
also seem to influence the level of cooperation between teachers and parents. Leonard 
(2002) states that the number of students per school directly influences this level of 
cooperation, adding that small or medium-sized schools have a more collaborative 
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nature. Thus, teacher collaboration that affects their activities is a critical element for 
changing and improving school conditions, having implications for the organisational 
climate and opportunities for collaboration between different educational agents 
(Dodpenberg et al., 2012; Fináncz et al., 2020; Williams, 2010). 

Impact of the online wellbeing course 

Regarding the impact of the online wellbeing course, the findings of our study revealed 
significant differences in four of the five dimensions of the scale between the pre- and 
post-test. After completion of the online course, the teachers expressed an increase in 
their self-efficacy, particularly in effective classroom management, encouragement of 
student autonomy and motivation, as well as in the dimension of pedagogical 
differentiation and individualisation of teaching, with a particular focus on the 
individual students` needs. In this respect, our findings corroborate some of the results 
of previous studies concerned with the impact of online courses on teachers` 
professional performance as was the case with the study conducted by Linde et al.  
(2023) into the impact of an online professional development course focused on 
teachers' self-efficacy in developing students' self-regulated learning. The authors 
concluded that skill learning by student teachers in online format courses contributes to 
improving self-efficacy and ensuring sustainable learning throughout the teaching 
career. In a similar vein, Semchuk et al.`s study (2023) with educators and educational 
agents revealed a positive impact of attendance of an online course on mental health 
literacy on the participants` focus on self-regulation, emotional literacy, and empathic 
skills.  

Regarding the relationship between the dimensions of self-efficacy and the different 
sociodemographic variables of our participants, there were only significant differences 
between the dimension of cooperation with colleagues and parents and teaching 
experience. Participants with 1-5 years of experience revealed a lower propensity to 
cooperate with peers and parents than their more experienced colleagues. With 
participants with more than 25 years of service, the propensity to cooperate also 
decreased, although al a lower level comparatively with the teachers at the beginning of 
their careers. On the one hand, the development of an effective cooperation stance 
likely to influence teachers' perceptions requires opportunities for collaboration 
integrated into teachers' practices (Doppenberg et al, 2012). On the other hand, 
cooperation skills can also be facilitated by opportunities to observe the practices of 
other teachers and reflect on those practices with colleagues (Plauborg, 2009). These 
aspects may partly justify the results we found in our study, since teachers with fewer 
years of experience have not yet had the opportunity to observe their colleagues' 
practices, nor to reflect on them. According to Martin and Soho (2000), as teachers 
progress in their career, and concomitantly in their teaching experience, their 
perceptions and attitudes towards planning, practices and classroom management 
become more regulated and adapted to their professional contexts.  

CONCLUSION AND RECOMMENDATIONS 

The results of our study reinforce the potential of online training courses for the 
development of teachers` self-efficacy skills, wellbeing and professional development. 
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In the current professional context, where teachers are increasingly urged to perform 
different tasks and face the challenges of work overload, the online environment can be 
particularly suited for teachers to attend training courses asynchronously and manage 
the time available to engage productively in training, thus facilitating their learning and 
professional development processes. 

The results of the present study and other investigations (e.g. Reis-Jorge et al., 2024; 
Skaalvik & Skaalvik, 2007;) suggest that the intersection of the dimensions of self-
efficacy with sociodemographic variables (e.g. age, years of service, gender) should be 
the target of future longitudinal studies that focus specifically on these relationships.  

The 5 dimensions can be used for the development of conceptual and/or analytical 
frameworks in future research, namely to verify the relationship between teachers` self-
efficacy and teachers` classroom management skills. The 5 dimensions can also serve 
professional development purposes through informing the design and implementation of 
teacher training programmes.    

Teachers can benefit from online training courses if these are intentionally designed to 
support self-efficacy, wellbeing, and professional growth. Some possible 
recommendations include: 1. providing flexible, asynchronous participation (offering 
modules that teachers can complete at their own pace; allowing generous time windows 
for tasks to accommodate workload fluctuations). 2. Designing for workload-sensitive 
engagement (keep activities concise and clearly aligned with practice; avoiding 
excessive mandatory synchronous sessions, and using them sparingly and purposefully). 
3. Explicitly targeting self-efficacy experiences (including practice-based tasks, 
classroom scenarios, and opportunities to apply new strategies; integrating feedback and 
reflection prompts focused on teachers’ sense of competence). 4. Integrating wellbeing-
supportive elements (embed content on stress management, boundary setting, and self-
care in teaching; fostering peer-support spaces (forums, small groups) where teachers 
can share experiences safely). 5. Supporting sustained professional development 
(encouraging follow-up activities and communities of practice after course completion).  
6. Using intuitive platforms with clear instructions (providing technical support and 
accessible formats (e.g., downloadable materials, captions). 

Despite time management, work-life balance, motivation, health, and security concerns 
challenges referred in the literature, online courses also offer opportunities for 
professional development (Faza et al., 2024; Wiesner et al., 2024) such as those with 
particular emphasis on self-care, reciprocal support, and positive relationships, thus 
contributing positively to teachers` self-efficacy and wellbeing.  
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