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Abstract. While it is acknowledged that teachers’ social and emotional competences influence the
quality of teacher-student relationships, the role of teachers’ own mental health has been often
overlooked. A plethora of school-based programs have focused exclusively on teaching students’
social and emotional competences, with no emphasis given to the implementors’ social and
emotional competences. The present study is part of a bigger research project and investigated
changes on teachers’ social and emotional competences and resilience, following the
implementation of Promoting Mental Health at Schools (PROMEHS), a school-based program
developed for both students and teachers’ promotion of mental health at schools. The program was
implemented through teleconference during COVID-19. Participants were 152 in-service primary
and secondary education teachers, divided in an experimental and a control group. The Social and
Emotional Competence for Teachers (SECTRS) and the Connor Davidson Resilience Scale (DC-
RISK, 10) were used to measure teachers’ social and emotional competences and resilience. The
study revealed moderate changes on teachers’ competences following the PROMEHS program.
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Teachers’ social and emotional competences

Teaching is an emotionally demanding job with relevance to teachers’ personal and professional
performance (Oliveira et al., 2021). Teachers’ emotions are integral to teaching and play a crucial
role in students’ learning and teacher-student relationships (Lee & Vlack, 2018). Because
classrooms are emotional spaces, teachers are at particularly high risk for experiencing high levels
of stress and negative emotions (Hargreaves, 2000; Kariou et al., 2021), which can diminish
instructional effectiveness, interfere with the ability to implement appropriate classroom
management practices, and lower motivation for teaching (Gilmour et al., 2022). Social and
Emotional Learning (SEL) has recently been suggested in the literature as a protective factor to
stressors of teachers’ daily practice, from which teachers can improve their own social and
emotional competences and general well-being (Jennings et al., 2017; Schonert-Reichl et al.,
2017). Social and emotional learning is the process through which both students and teachers
acquire and effectively apply their social and emotional skills, learn to understand and use
emotions, set positive goals, establish and maintain positive relationships, and engage in
responsible decision making (Collaborative for Academic, Social and Emotional Learning, 2013;
Stillman et al., 2018). Through teachers’ socialization process students acquire skills for regulating
their own emotions, express them appropriately, develop social competence and emotional
understanding, and handle situations with others in a positive way (Denham et al., 2012). SEL
competences are positively associated with greater work satisfaction and reduced stress and
burnout (Jennings & Greenberg, 2009). Research by Jennings and Greenberg (2009) suggests that
socially and emotionally competent teachers are better at understanding and managing their own
and others’ emotions and display stronger relationship-building capability, whereas teachers with
poor social and emotional competences have low perceptions of their ability to support students’
well-being (Sisask et al., 2014).

Resilience in teachers also serves as a protective factor for teachers’ mental health and
well-being (Hascher et al., 2021). Resilience is a dynamic state resulting from an interaction
between personal and professional factors (Yada et al., 2021; Squires et al., 2022). Emotional
competence is one of the personal resources which have been found to explain resilience for
teachers (Ngui & Lay 2020; Schneider et al., 2013). Teacher resilience can be understood as
teachers’ capacity for continuing to bounce back and successfully recovering strengths in the face
of challenging conditions (Brunetti, 2006; Wald et al., 2006). Teachers’ resilience has been
positively linked to teachers’ self-efficacy, professional development, job satisfaction and
commitment (Beltman et al., 2011; Hascher et al., 2021), and negatively associated to depression
and anxiety (Poole et al., 2017; Wells et al., 2001). Resilience was also found to reduce the
association between teachers’ burnout syndrome and subjective well-being (Hu et al., 2020).
Teachers’ social and emotional learning and resilience skills are crucial psychological resources
for their daily practice, helping them to engage in effective and positive practices, building healthy
relationships, and consequently leading to positive mental health outcomes (Mansfield, 2020).
Therefore, nurturing teachers’ social and emotional competences may be a prerequisite for
providing supportive classroom climate. Teachers need to be equipped with social and emotional
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competences to teach, model, and promote these skills to their students (Denham et al., 2012; Katz
et al., 2020).

While teachers’ social and emotional competences influence the quality of teacher-student
relationships, and the quality of learning environments (Morris et al., 2013; Poulou, 2017), the role
of teachers’ own social and emotional competences has been largely overlooked (Jones et al.,
2013). On the contrary, several prevention programs have been developed for teaching students
social and emotional competences (e.g., Ashdown & Bernard, 2012; Cefai et al., 2018;
Collaborative for Academic Social and Emotional Learning, 2009; Durlak et al., 2022; Hart et al.,
2020). In interventions focusing exclusively on students there is a paucity of evidence examining
teacher outcomes (Kim et al., 2021). In Greece, numerous mental health programs have been
implemented, especially in primary schools and central cities, but they were developed to promote
mainly students’ social and emotional competences (Amal Alliance, 2022; Chiementi & Triliva,
1994; Aovn & Twtoo, 2017; Hatzichristou & Lianos, 2016; Kourmousi et al., 2017, 2018;
[Matoidov, 2015; Stylianidis, et al., 2016; Triliva et al., 2014).

However, there is potential for teachers to also benefit from the implementation of SEL
programs (Kim et al., 2021), either these programs were initially developed for students’ social
and emotional competences or directly addressing teachers’ social and emotional competences.
Lizuka et al. (2014) conducted the first study to evaluate the impact of a combined intervention
targeting both teachers’ and students’ social and emotional skills. Their results showed that the
intervention helped students to decrease their levels of anxiety, but the authors provided no
information about teachers’ outcomes. A meta-analysis of 43 studies evaluating the efficacy of
school based SEL interventions, showed small to medium effect sizes favoring the experimental
comparing the control groups, with SEL interventions improving teachers’ social and emotional
competences, well-being and minimizing psychological distress (Oliveira et al., 2021). Research
emphasizing teachers’ SEL per se revealed positive impact on teachers’ personal well-being and
positive emotions (Jennings & Greenberg, 2009; Poulou, 2017), and decrease in their
psychological distress (Jennings et al., 2013; Domitrovich et al., 2016). When SEL interventions
were developed for teachers only, positive outcomes occur for both teachers and students, although
it was not always possible to measure the direct or indirect effects of SEL to teachers or students
separately (Oliveira et al., 2021; Schonert-Reichl et al., 2015).

SEL school-based programs and teachers’ mental health during pandemic

The limited research on teachers’ own social and emotional competences could be attributed to the
assumption that teachers are already competent and have the tacit knowledge to act as social and
emotional competent models for their students (Elliot et al., 2011; Jennings & Greenberg, 2009).
This assumption, however, was faltered during the COVID-19 pandemic during which teachers
had to take care of their own mental health. From the spring of 2020 and during the entire academic
year 2020-2021, the COVID-19 pandemic brought about a variety of changes but also new
demands and challenges for the education system. Teachers across the world had to adapt, continue
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schooling and protect students and their own well-being. Specifically, up to the pandemic, teaching
almost exclusively depended on teachers’ mental health, which was linked to teaching
performance. Teachers need to feel well with themselves to be able to effectively function in the
teaching-learning process, create appropriate conditions for students in educational contexts that
are conducive to learning, and further promote students’ well-being.

The extant research on teachers’ well-being during the pandemic revealed worrying results
for teachers’ well-being and health in general (Cipriano & Brackett, 2020). High rates of
overweight/obesity, weekly alcohol consumption and smoking were observed among 786 Greek
primary teachers (Zagkas et al., 2023). Most participants reported moderate stress levels, while
more than half of them experiencing sleep problems (Zagkas et al., 2023).

Nevertheless, during the early months of the pandemic teachers noted positive changes as
well. They reported, for example, feeling more appreciative of things they took for granted, finding
greater meaning in their work, realizing the importance of feeling supported by family and friends
and being connected to students (Baker et al., 2021). All these factors have been found to foster
resilience in face of crisis (Fredrickson et al., 2003). Resilience as a factor in mental health
promotion has attracted research interest in the past but also during the COVID-19 pandemic.
There is evidence that psychological symptoms during the pandemic were related to resilience
(Serafini et al., 2020). Teachers who experienced more stressors reported more serious mental
health problems, whereas teachers who experienced more protective factors were more likely to
find teaching and coping with the pandemic easier (Baker et al., 2021), and emphasize the
importance of resilience during crisis (Beltman et al., 2011).

Besides the individual-focused interventions for teachers, there are interventions linking
the school context and teachers through school-based programs that promote well-being in the
school context. Following the COVID-19 experience, SEL skills and resilience cultivation for
teachers and students in schools became an outstanding need (Katz et al., 2020). This need resulted
to the implementation of the Promoting Mental Health Program at Schools (PROMEHS), a school-
based mental health curriculum designed to address students’ and teachers’ mental health.
PROMEHS program is a widely used intervention which acknowledges the importance of
collaboration among students, teachers, families, school leaders, community stakeholders and
policy makers (Cefai et al, 2022). PROMEHS was implemented during the 2020-2021 academic
year, with the collaboration of parents, school directors and policy makers. The PROMEHS
curricula activities met the quality criteria identified by CASEL (2020) and aimed to develop a set
of social and emotional competences, particularly helpful in face of challenging situations
(Hascher et al., 2021; Holtge et al., 2021). The PROMEHS framework advocates for the promotion
of teacher well-being as a vital component of effective school mental health strategies (Cavioni et
al., 2023). PROMEHS was implemented in six European countries at the same time (ltaly,
Portugal, Romania, Croatia, Greece, and Latvia; see Cavioni et al., 2023; Colomeischi et al., 2022),
and although it was not initially designed as such, it was administered online due to COVID-19
restrictions. The PROMEHS interventions used a multi-method design (qualitative and
quantitative data), multi-site and multi-informant (school leaders, teachers, support staff, students,
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parents/carers, and policy makers). Data on students’ social and emotional competences,
resilience, emotional and behavioral difficulties, and academic achievement were collected with
student self-report measures, as well as teacher and parent measures. Data on teachers’ own social
and emotional competences, resilience and teaching efficacy were collected through teacher self-
report measures. In the present paper, due to space limitations, we address only teachers’ own
social and emotional competences following a PROMEHS intervention program designed to
promote students’ and teachers’ mental health at schools.

The present study

The present study aimed to address changes in teachers’ perceptions of their social and emotional
competences and resilience following a PROMEHS intervention targeting both teachers’ and
students’ social and emotional competences. The specific research questions were:
1) Do teachers perceive changes in their own social and emotional competences following
an intervention program promoting mental health at schools?
2) Do teachers perceive changes in their resilience following an intervention program
promoting mental health at schools?
The hypothesis was that the intervention would increase teachers’ awareness of positive changes
in their social and emotional competences as well as mental health and resilience.

METHOD

Recruitment and Participants

An open call to schools of Achaia prefecture in Greece resulted in volunteering schools, which in
turn recruited teachers. The study was in accordance with the recommendations of the Ethics
Committee of the University of Patras. Participants were ensured about the anonymity and
confidentiality of their responses by receiving codes and completed a formal online consent form.
One hundred fifty-two teachers teaching in public schools in Achaia prefecture (12 male; 7.9%
and 140 females; 92.1%), were divided into experimental (n = 82; 53.9%) and control (n = 70;
46.1%) groups. Teachers from the same schools were grouped together for the homogeneity of the
intervention. Fifty of them (32.9%) were kindergarten teachers, teaching students aged 5-6 years
old, 60 (39.5%) were primary school teachers, teaching students aged 6-12 years old, 28 (18.4%)
were junior high school teachers, teaching students 12-15 years old, and 16 (10.5%) were lyceum
schoolteachers, teaching students 15-18 years old. Teachers completed questionnaires for their
own social and emotional competences, and resilience.
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Design and Measures

The study was a quasi-experimental cluster study involving experimental and control schools. The
schools were matched for socio-economic status (SES), location (regional or rural), and number
of students enrolment. Data collection took place at two timepoints (pre and post the intervention)
in both experimental and control schools.

Social and Emotional Competence for Teachers (SECTRS)

Teachers’ social and emotional competences were measured with the Social and Emotional
Competence for Teachers (SECTRS; Tom, 2012). SECTRS comprises 25 items reflecting the four
core SEL competences (CASEL, 2020), namely: Teacher-student relationships, describing
positive interactions between teachers and students (7 items), with a sample item “I am aware of
how all of my students are feeling”; Emotion-Regulation, describing teachers’ ability to manage
their own emotions (6 items), with a sample item “ I nearly always stay calm when a student upsets
me”’; Social-awareness, describing teachers’ sensitivity to diversity (6 items), with a sample item
“I appreciate individual and group differences (e.g., cultural, linguistic, socioeconomic, etc.)”, and
Interpersonal relationships, describing teachers’ relationships with parents and staff (6 items). A
sample item is “In conflict situations with staff members, I can effectively negotiate solutions”.
Responses could range from 1 (strongly disagree) to 6 (strongly agree). The SECTRS has been
validated in several European countries (Grazzani et al., 2024) and in Greece (Poulou et al., 2022).
Cronbach’s alphas for the current study were .79 for teacher-student relationships, .72 for emotion
regulation, .68 for social-awareness and .67 for interpersonal relationships.

The Connor Davidson Resilience Scale (CD-RISC, 10)

The Connor Davidson Resilience Scale (CD-RISC, 10; Campbell-Sills & Stein, 2007) is the short
version of the Connor Davidson Scale (CD-RISC, Connor & Davidson, 2003), developed to
measure the ability to cope with adversity. It can be used with adults 18-64 years old. It consists
of 10 items (e.g., “I am able to adapt when changes occur”, or “I can deal with whatever comes
my way) on 5-point Likert scale responses (0 = not at all, to 4 = true nearly all the time). The CS-
RISK, 10 has been translated and adapted in Greek (Tsigkaropoulou et al., 2018). Cronbach’s
alpha for the scale in current study was .89.

The PROMEHS curriculum

The PROMEHS is a mental health curriculum designed to address teachers’ and students’ mental
health. The curriculum was designed following the high-quality criteria identified by CASEL
(2020). In the present study we used two PROMEHS core modules: a) Social and Emotional
Learning (SEL), that is, the process of cultivating skills and attitudes to students and teachers to
develop healthy relationships with self and others. CASEL (2020) identifies five core inter-related
SEL competencies and skills, namely, self-awareness, self-management, social awareness,
relationship skills, and responsible decision-making; b) Promoting resilience, that is, the dynamic
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process of successful adaptation in the contexts of significant threats to development (Ungar,
2018).

Teacher training

Teachers in the experimental group received training by expert teachers (16 hours) and supervision
on curriculum implementation (9 hours) right after the pretest measures. Teachers of the control
group received the same training but after the posttest. To ensure the quality and fidelity of the
implementation, the training and the supervision sessions during the implementation process were
led by teacher trainers with MA and Ph.D. degrees in Educational Psychology and experience in
teacher training. The topics addressed were introduction to PROMEHS curriculum, social and
emotional skills, resilience, emotional and behavioral difficulties, student-teacher relationships,
teachers’ coping strategies for their own mental health, and implementation of PROMEHS
activities in classroom and at home. Teacher training took place before PROMEHS
implementation for the experimental group and at the end of PROMEHS implementation for the
control group (see method section).

Implementation of the PROMEHS curriculum

The PROMEHS curriculum implementation was carried out over a period of six months
(November 2020 to May 2021). Implementation had been planned to be held face to face but due
to COVID-19 restrictions, the curriculum was implemented mainly on-line. Teachers had to
implement 12 activities (one per week), covering all parts of the program, namely SEL, resilience,
and preventing emotional and behavioral difficulties. A set of activities were also applied to assess
the program’s fidelity (the extent to which the implemented intervention corresponds to the
initially scheduled intervention), dosage (the degree of delivered intervention), quality (how well
different program components have been conducted), participants’ responsiveness (the degree of
participants’ engagement, namely teacher, students, parents), and adaptation (changes of the
original program occurred during the implementation) (Martinsone, et al., 2022).

RESULTS

Teachers’ perceptions of their social and emotional competences

Participant teachers were matched by code to combine the pretest and posttest scores. Only teachers who
had scores in both tests were included in the data set. Missing values were replaced by the mean test item
score. Table 1 presents teachers’ ratings on their social and emotional competences.
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Table 1: Teachers’ self-reports on their own social and emotional competence

Subscale Group Phase Mean SD N
Teacher- Experimental Pre 4.76 0.68 4l
Student Post 4.98 0.61 41
Relationships Control Pre 4.78 0.46 35

Post 4.93 0.50 35

_ Experimental Pre 4.55 0.61 41
Emotion Post 4,71 0.56 41
Regulation Control Pre 4.65 0.65 35
Post 4.75 0.53 35

_ Experimental Pre 5.26 0.61 41
Social Post 5.45 0.48 41
Awareness Control Pre 5.31 0.38 35

Post 5.17 0.50 35

Experimental Pre 4.67 0.56 41

Interpersonal Post 4.89 0.54 41
Relationships Control Pre 4.72 0.45 35
Post 4.63 0.48 35

Experimental Pre 3.81 0.60 41

Resilience Post 4.05 0.45 41
Control Pre 3.79 0.55 35

Post 3.83 0.51 35

Two-way mixed ANOVAs (Group: Experimental-Control X Testing Phase: Pretest-
Posttest) were conducted to test the differences between the experimental and control groups
teachers’ perceptions of their social and emotional competencies as well as mental health resilience
before and after the PROMEHS implementation. The results showed that there was no significant
main effect of group in any analysis. However, there were significant effects of phase or interaction
effects of group (experimental and control) with phase (pretest and posttest) in Social Awareness
and Interpersonal Relationships. Specifically, ANOVA results showed that there was no
significant difference between experimental and control groups on the Teacher-student
Relationships, F(1, 74) = .016, p > .05, but there was significant main effect of testing phase, pre-
and posttest phases, F(1, 74) = 15.60, p < .001, no% = .17. The nonsignificant interaction of group
with phase, F(1, 227) = 0.61, p = .43, suggests that both experimental and control groups evolved
in the same way. Also, nonsignificant difference between experimental and control groups was
found in Emotion Regulation, F(1, 74) = .30, p = .58. However, there was a significant main effect
of testing phase, F(1, 74) = 5.46, p < .02, np? = .06, although the effect size was small. The
interaction between group and phase was nonsignificant, F(1, 227) = 0.59, p > .05. Nonsignificant
difference was found between the experimental and control groups in Social Awareness, F(1, 74)
= 1.30, p > .05; the main effect of phase was also nonsignificant, F(1, 74) = 0.19, p > .05. The
interaction effect of Group by Phase was, however, significant, F(1, 227) = 9.41, p < .001, np? =
.11 (see Figure 1), denoting that the experimental group scored higher in the social awareness
compared to the control group following the intervention. Similarly, no significant difference was

162



Teachers’ mental health during COVID-19: An evidence-based program for teachers

found between experimental and control groups on the Interpersonal Relationships, F(1, 74) =
0.89, p > .05. Further, a nonsignificant main effect of testing phase was found, F(1, 74) = 0.29, p
> .05; there was, however, a significant interaction of Group by Phase, F(1, 227) =8.19, p <.001,
ne? = .10 (see Figure 2). Finally, there was a nonsignificant main effect of group in Resilience,
F(1, 74) = 1.80, p > .05, as well of phase, F(1, 74) = 2.43 p > .05. The Group X Phase interaction
was also nonsignificant, F(1, 227) = 1.41, p > .05. As shown in Figure 3, there was only a small
nonsignificant improvement in resilience of teachers in the experimental group compared to the
control group. The mean resilience scores lied in a very low range (from 3.8 to 4.05) of the
resilience scale.
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Figure 1: Teachers’ perceptions of their social awareness as a function of group
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Figure 2: Teachers’ perceptions of their interpersonal relationships as a function of group
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Figure 3: Teachers’ perceptions of their resilience as a function of group

DISCUSSION

The study presented a quasi-experimental cluster research investigating changes in teachers’ social
and emotional competences and resilience following the implementation of an intervention
promoting mental health at schools. Previous research has mainly focused on the effect of mental
health programs delivered at schools on students’ outcomes with limited attention paid to teachers,
as the main implementation agents (Gee et al, 2021). This study described a novel approach to
building on teachers’ own social and emotional competences while implementing a program
targeting simultaneously teachers’ and students” mental health. To our knowledge, this is the first
European study to examine teachers’ perceptions of their own social and emotional competences
following a school-based intervention program during pandemia, in Greece.

Our findings revealed moderate changes in teachers’ social and emotional competences
after the PROMEHS implementation. The changes were observed mainly in social awareness and
interpersonal relationships as well as resilience in the experimental group. We could assume that
these moderate changes in perceptions might be due to the implementation of PROMEHS
program, but still this assumption warrants further investigation. Although training and
implementation was exclusively online, our study could support the argument that teachers benefit
from implementing a SEL program, both directly by teaching activities to students, and indirectly
when they practice and model the skills they teach (Kim et al, 2021).

Teachers have come to understand that they need SEL training and coaching, and that their
own modeling of social and emotional competences through teaching is critical to student success
(Jones et al., 2013; Poulou & Denham, 2022). Nevertheless, teachers receive little support and
training for the implementation of SEL programs in their classrooms, and even less support for the
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cultivation of their own social and emotional skills (Jones et al., 2013). Teacher preparation
programs provide no guidelines or “best practices” for prospective teachers, either to implement
SEL in their classrooms or develop their own SEL for their own well-being (Schonert-Reichl,
2017).

Teachers’ own social and emotional skills are vital to teaching, they need to be cultivated
early in their teaching preparation and supported throughout their careers (Caspary, 2021; Jones et
al., 2013). It is argued that if we want to reach students, we need to support teachers (Schonert-
Reichl et al., 2017). A strong start for helping teachers is to provide them opportunities for
cultivating their own emotional competences (Oberle et al., 2020). Research suggests that socially
and emotionally competent teachers can understand and manage their own and others’ emotions,
have strong relationship-building capabilities, and report higher self-efficacy in teaching (Jennings
& Greenberg, 2009). Evidence showing benefits of such training highlight the importance of
providing teachers with emotional skills to improve coexistence in the classroom, the feeling of
community, educational well-being, attention to educational diversity, and ultimately, academic
results (Pozo-Rico et al., 2023). Furthermore, individuals’ high social and emotional abilities have
a positive impact on their resilience (Garcia-Martinez et al., 2022) that enables them deal with
every day’s adversity of the teaching profession. By promoting teachers’ social and emotional
competences we avoid the devastating ripple effects of teacher burnout (Herman et al., 2017) and
influence their own well-being (Schonert-Reichl et al., 2017).

As highlighted by these studies and reinforced by the COVID-19 pandemic, there is need
to empower teachers with social and emotional abilities and skills to navigate in the uncertainty,
and complexity of teaching profession. By helping teachers to develop an understanding of their
own social and emotional competences and resilience, we could support their functioning and their
ongoing engagement with teaching profession. Current study adds to the growing empirical
evidence for the positive impact of SEL programs to teachers (Jennings et al., 2013; Oliveira et
al., 2021), and to the need for effective teacher preparation programs (Katz et al., 2020). Our
findings provide important insights about the social and emotional skills required for the classroom
context that could be targeted in preservice teacher preparation programs and professional
development initiatives for in-service teachers (Jennings & Greenberg, 2009). We therefore
suggest that teacher training institutions should pay attention to teachers’ personal factors such as
social and emotional competences and resilience to cultivate positive professional attitudes
effectively. Social and emotional competences can be taught and learnt, thus the inclusion of Social
and Emotional Learning education in teacher training courses is necessary, including
implementation and assessment of such programming to support teachers (Katz et al., 2020).

Limitations of the study

Our study has several limitations that must be acknowledged. The context consideration that
limited our efforts need to be considered during data interpretation. School closures and remote
learning due to COVID-19 pandemic resulted in higher attrition rate for schools and participants
than anticipated. Although the intervention was implemented online, we could not preclude
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potential communication between teachers in the experimental or control groups about the
intervention, which might have affected their responses. Our results might differ if PROMEHS
activities had been implemented in real classrooms. Further, respondents’ voluntary participation
and the use of self-report measures are subject to bias and social desirability. Employing a
multimethod and multi-reporter design in conjunction with direct observations should be a goal of
future research addressing the questions we explore. Finally, it is also important to point out that
our data were mainly descriptive precluding causal conclusions.

Implications

The pre- and posttest measures of the study provide some indication of the efficacy of the
PROMEHS intervention program in improving teachers’ social and emotional competences and
resilience, in tele-conference situations. Further research is needed to investigate the effects of
PROMEHS in typical, face to face classrooms. The results of this study could have implications
on the on-going education and training of teachers. The program focused first on the promotion of
teachers’ mental health, giving them knowledge, skills and hands-on activities for their own
professional development along with the materials produced by teachers for students’ development
of social and emotional competences and mental health. Our research findings further render
support to the notion that through school-based interventions focused on both teachers’ and
students’ social and emotional competences could promote teachers’ mental health.
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