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1. BACKGROUND AND RATIONALE

1.1 Well being and teachers mental health
The problem of teachers’ wellbeing has been recently brought to the forefront of the
agenda for improving quality of vocational education and training in Europe. There is a
growing recognition that for teaching and learning to be effective, teachers should have
high levels of wellbeing (OECD, 2018). When national VET systems are struggling to recruit
new teachers and retain their existing staff, VET teachers’ wellbeing has been an unfairly
neglected topic (CEDEFOP, 2004, 2016; Boldrini & Sappa, 2017). In addition to the stress
factors common to all levels of education, VET teachers face specific adversities, which have
negative effect on their wellbeing. These include: undervalued image of the VET sector;
unattractive career pathways for teachers; poor vocational motivation of students; ongoing
changes in national VET systems due to harmonization processes at EU level; continuous
changes in VET content due to rapid development of science & technology. The analysis of
existing teacher wellbeing support schemes in partners’ countries, however, shows a lack of
professional development opportunities for teachers to build the skills they need to deal
effectively with adversities in the workplace. teaching and learning to be effective, teachers
should have high levels of wellbeing (OECD, 2018).
The latest research proves that teachers’ wellbeing is an issue of concern. As Techer
Wellbeing Index (2018) data suggest, the majority of educational professionals, including
those in the VET sector, experience work-related behavioral, psychological or physical
symptoms. More than a half of them have considered leaving the profession within the past
two years. The numbers are not much different for various European countries. If
unaddressed, the issue of poor wellbeing in schools would leave the educational systems in
the EU without qualified and motivated staff, so needed for the development of the
younger generation in the age of rising global competition.
Vocational education and training is subject to permanent transformation in European
countries, which results from the need to adapt it to the labor market and implement new
technologies, as well as from globalization, membership in the European Union, and
modernization of education systems. Building a positive image of vocational education and
training in society is therefore extremely important. Raising awareness of the role and the
need to respect each occupation is an urgent social challenge. There is a need to develop
mental health promotion programs for teachers to strengthen their resilience and to
improve their self-efficacy in the classroom. This, in turn, will help to create positive learning
environment, improve students’ engagement and learning outcomes, and contribute to the
culture of wellbeing in VET schools. Improved self-efficacy and wellbeing of teachers will
eventually result in improved job satisfaction and retention, a social change from which VET
systems in European countries stand to benefit greatly.
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2. METHODOLOGY

2.1 Definition of goals and objectives
Desk Based Research was conducted to collect the triggers and supports for VET teachers’
mental health and wellbeing.
The document contains the environmental triggers and supports, which affect VET
teachers’ wellbeing, exchanged and shared among partners to improve mental health and
wellbeing of VET teachers and provide them with skills in order to monitor and manage
their level of mental wellbeing. Desk Based Research provides effective and evidence-based
examples of individual specific skills development and addressing VET teachers’ wellbeing
management. It also outlines possibilities for mitigating environmental stressors and for
creating positive VET school environment, which would support teachers’ wellbeing.
The main objectives of Desk Based Research are:
- to provide quantitative and qualitative data on mental health and well-being of VET
teachers;
- to identify and explain the environmental triggers and supports, which affect VET
teachers’ wellbeing;
- to identify and describe personal and interpersonal specific skills which could help VET
teachers to improve their wellbeing;
- to identify and describe professional/pedagogical skills, which teachers need to improve
their self-efficacy
The methodology provides comparable data that will contribute to identify common trends.
The transnational analysis will allow to investigate and assess the key environmental factors
that affect VET teachers’ wellbeing, and individual specific skills to improve VET teachers’
mental health and wellbeing in their work setting.
2.2 Design of methodology
2.2.1. Collecting information in all partner countries
The process of collecting, assessment and analysis of the triggers, supports and skills
affecting VET teachers’ mental health and wellbeing was conducted by the Partners. The
aim of the Des Based Research was to:
a) identify key environmental factors influencing teachers’ wellbeing (at least 3 risk factors
that hinder mental health and wellbeing of VET teachers and at least 3 protective factors
that support mental health and wellbeing of VET teachers and
b) describe in detail the specific skills which could support teachers’ wellbeing.
For that purpose, partners shared their experience and research was conducted via Internet,
partners’ networks, state-of-the-art reports, universities, etc. Project team have searched
for factors and defined skills but also analyzed target group’ needs, gaps, barriers,
strengths, and opportunities in reaching their goals. With this analysis in hand, the
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consortium can then select the most important specific skills that can be adapted and used
to address the identified needs.

2.2.2. Selection of most important data to include in the Summary Report
After collecting triggers, supports and skills affecting VET teachers’ mental health and
wellbeing per country, the final report gather and presents the identified data.
The research collect relevant data in partner countries on the needs of VET teachers in
terms of mental wellbeing. This output can serve as a basis to identify the most suitable
contents, approaches and effective strategies for improving the VET teachers’ wellbeing.

3. RESULTS
3.1 Introduction
As mentioned in the previous section, participating partners carried out a comprehensive
desk-based research of evidence on the subject matter. The results of the review process in
each participating country are presented below.

3.2 Bulgaria
3.2.1 Vet Teachers’s situation in Bulgaria
Vocational education in Bulgaria plays an important role in the education system. However,
participation in VET has been decreasing. According to the Institute for Market Economics
(2015), the number of students in VET schools has decreased by 26% since 2000. The latest
Cedefop report on Vocational education in Bulgaria (2018) registers a 10.6% decrease in the
number of VET schools since 2012, due to schools’ closure or merge with bigger VET
providers. There are several reasons for declining participation in VET. On the one hand,
demographic situation (i.e. aging population and outbound migration) objectively
influences the participation rate in VET. On the other hand, the quality of education in many
VET schools is lagging, and vocational education, in general, is associated with low-prestige
and low-paid jobs (Institute for Market Economy, 2015). The drop-out rate of VET learners
in Bulgaria is higher than that of general education leaners due to “socioeconomic factors,
educational difficulties and, increasingly, to emigration which accounts for more than half
of drop-outs” (European Commission, 2017, p. 4).
Some other challenges that VET in Bulgaria faces include: lack of a system for professional
orientation of students; outdated material base and the need for its modernization in view
of the rapid technological development; insufficient practical training that hinders students’
acquisition of various competencies and skills; attraction and retainment of qualified
teachers in VET schools (Institute for Market Economy, 2015).
Bulgaria has one of the most rapidly ageing teaching staff in the EU. Almost half of the
teachers and trainers are 50 years of age or older. In order to attract young teachers to
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schools, in 2017 teacher salaries were increased by 15% (European Commission, 2017).
Despite this, only about 60% of graduates of initial teacher training institutions enter the
profession. Among the factors explaining the reluctance to pursue the teaching career in
VET are: unattractive working conditions, lack of opportunities for professional
development and increasing disruptive behaviour in the classroom.
VET teachers tend to evaluate negatively: the environment in schools (material base, safety
and discipline); organization of the educational process; quality of school-business
partnerships; efficiency of school boards and parents’ involvement (Institute for Market
Economy, 2015, p.1o).
According to the results of the research into teachers’ wellbeing (Ivanov, 2013), uppersecondary school teachers (incl. VET) in Bulgaria feel more emotionally exhausted from
their work than their colleagues from lower-secondary schools. They are more likely to
have a negative attitude towards students and show the symptoms of occupational stress.
More than 75% of participant in the research (survey) cited above reported experiencing
such symptoms as: bad mood, low motivation, frustration, anxiety, unprovoked aggression,
panic attacks, headache, high blood pressure, increased consumption of coffee, cigarettes,
alcohol or drugs. Working with older students was found to be more stressful for teachers
than working with younger students. This fact is associated with adolescence as a
particularly difficult age.
Another survey among 500 teachers from 18 Bulgarian schools including VET (Tzenova,
Dimitrova & Vangelova, 2015), provides similar findings. According to it, 75% of teachers
suffer from excessive workload; 62% declare that working in shifts contributes to their
negative wellbeing; and almost 50% perceive the tempo of their work as more intense than
it was 5 years ago. This research results indicate the most frequently observed stressors that
negatively impact teachers’ wellbeing. These are: noise (approx. 75%); disruptive behaviour
of students (approx. 70%); immediate contacts with too many people - students, teachers,
administrators, and parents (50%). In addition to these, VET teachers are exposed to some
other stress factors that contribute to their dissatisfaction with work and poor engagement:
continuous reform of VET, associated changes in curricula, lack of up-to-date teaching
materials and resources; and lack of interest and poor vocational motivation on behalf of
students (Valkov, 2017).
Eliminating the sources of stress from the school environment and helping teachers to
develop skills and strategies to cope with them, could significantly improve their mental
health and wellbeing.
3.2.2 Risk factors that hinder mental health and wellbeing of VET teachers in Bulgaria
3.2.2.1. Poor system of vocational guidance (career counselling and work orientation)
It is often thought that students in vocational schools have made informed decisions about
what professional field they would like to develop in. However, evidence shows that many
VET students have chosen a certain vocation route (and a future profession) not in
accordance with their interests and aspirations, but because they have been tracked there
by the mainstream education system, or because they did not manage to enter a better
school (ELGPN, 2012). Such students often have negative experiences at school, see a weak
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link between formal education and future work, and often need help to manage the
transition from education and training to labour market. When they do not receive such
help in the form of vocational guidance (professional orientation or career counselling),
their motivation to study may decline, leading to undesired consequences - misbehaving,
skipping classes, or even dropping-out of school (MOST Bulgaria). This, in its turn, reflects
negatively on teachers’ sense of self-efficacy (ability to ensure higher levels of students’
attainment) and overall wellbeing. Developing a system which promotes and ensures strong
vocational guidance in VET schools (as described, for example, by Draaisma et al, 2018) can
enhance vocational motivation of students, encourage their learning and therefore
contribute to self-efficacy and job satisfaction of teachers.
3.2.2.2. Challenging classroom environment
Classroom composition may affect teacher’s wellbeing, if more than 10% of the class is
represented by low achievers, students with special needs, academically gifted students
and/or students with behavioural problems (Schleicher, 2018). Teaching a class composed
by students of different abilities and aptitudes can be a challenge. The analysis of TALIS
results shows that in many countries, teachers working in classes where more than 1 in 10
students are low achievers report lower self-efficacy and job satisfaction. Similarly, teachers
report lower job satisfaction if they work with misbehaving students (ibid, p. 98). Teaching
students with special needs is reported as one of the biggest challenges and the area in
which professional development is most required. For example, in Bulgaria 27% of teachers
perceive a high need for such a training (TALIS results for Bulgaria, 2018). The results of the
research into the phyco-social determinants of stress in teacher’s profession involving 500
teachers from 18 Bulgarian schools (Tzenova, Dimitrova & Vangelova, 2015) prove that
challenging classroom environment (particularly, disruptive behaviour) hinders teachers’
ability to organize effectively the teaching-learning process, and consequently results in a
declining sense of self-efficacy and increasing levels of stress. Hence, challenging classroom
environment is a factor contributing significantly to negative wellbeing of teachers.
Professional development programmes that focus on such skills as classroom management,
inclusion and managing diversity could be of relevance.
3.2.2.3. Negative work-life balance
Work-life balance is often hard to achieve for teachers. According to the UK Teacher
wellbeing index (2018), 74% of education professionals (incl. VET) report the inability to
switch off from work, mainly because they have to make about 20% of their tasks (>10
hours) before or after work, or even on weekends. The side effects of negative work-life
balance may include lack of time with family, poor social life, and detachment from other
people. As shown by the research results of Tzenova et al. (2015), excessive workload
correlates positively with family problems, that further raises up the level of stress
experienced by teachers. Negative work-life balance may result in health problems like
exhaustion, anxiety, sickness, and absence from work. Combatting this problem may
require both adoption of policies and measures to reduce workload at schools and training
of staff in time management and other coping strategies.
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3.2.3 Protective factors that support mental health and wellbeing of VET teachers in
Bulgaria
3.2.3.1. Creation of an inclusive school environment
The inclusive school environment implies that every member of the school community –
student, teacher, senior leader – feels safe, supported and has opportunities to develop. It
also implies that every parent feels well about the safety and development of their child, is
welcome in school and aware of the opportunities to participate in school life. The creation
of a school environment in which every participant feels good is crucial for improving
teachers’ mental health and supporting optimal development of students.
The Bulgarian Centre for Inclusive Education developed and piloted the model for building
an inclusive school environment. This model is called “One school for all”. It is based on the
structured process of organizational development that implies analysis of the situation,
setting priorities and goals, allocating responsibilities, forming teams, making an action
plan, implementing it, and monitoring the progress. This process is applied to the four
pillars of inclusive environment, including: School management, Pedagogical practices,
Safety & support of students, and Partnership with parents. The school should form
leadership teams consisting of the head teacher, deputies, and core teaching staff to work
on each of these four pillars.
This model is flexible. Rather than prescribing a certain list of actions, it allows every school
to identify their own needs and plan improvement measures to comply with the core
indicators set for each pillar of the inclusive environment. The indicators reflect the key
characteristics of the environment that can support positive mental health and wellbeing of
the whole school community.
Some examples of the indicators are:
The school has a shared vision focused on inclusive, accessible, and supportive
environment for all
The school has an effective qualification program, prepared on the basis of a
purposeful analysis of the teachers and students’ needs
The school provides additional support and care for the mental health of those
teachers who would like to benefit from it, by providing them opportunities to engage in
activities, events, training programs etc.
This model was piloted in ten schools in Bulgaria, in 2014-2016. The evaluation of its
effectiveness was positive. Teachers engaged in the implementation process shared that
teamwork, cooperation with colleagues, participation in decision making and shared
responsibility for the achievement of the goals made them more confident and increased
their self-efficacy and job satisfaction. The inclusive environment they managed to create
significantly improved their wellbeing.
3.2.3.2. Professional collaborative practices
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Professional collaborative practices are identified as a factor improving teachers’ wellbeing
in the OECD report (Schleicher, 2018). Such practices may include joint teaching in the
same class; observing other teachers’ classes and providing feedback on them; taking part
in joint activities across classes and age groups; and participating in collaborative
professional learning. Such practices are positively associated with teachers’ self-efficacy,
as evidenced by empirical research (e.g. Puchner and Taylor, 2006). Professional
collaborative practices have positive impact on improving teachers’ instructional strategies,
as they allow teachers to receive individualized feedback on their activities in classroom and
realize their strengths and weaknesses. They allow for peer learning and reflective learning
in the real school environment (Poekert, 2012). This is particularly important for building
strategies for mitigating in-classroom stress factors (such as disruptive behaviour, lack of
engagement and motivation, and poor learning on behalf of students).
3.2.3.3. Professional development opportunities (particularly those focused on
emotional intelligence)
Professional development training is very important for teachers, particularly in times when
the expectations of teachers are continuously rising. Now, teachers are not only expected to
have professional knowledge of the subject they teach; they should also be able to create a
productive learning environment, scaffold the development of cognitive and non-cognitive
skills by students, respond to students’ individual differences, and work collaboratively with
other teacher and parents to ensure optimal development of their students. The rising
demands on teachers increase the level of occupational stress and put their wellbeing at
risk. Hence, professional development training related to the improvement of socioemotional skills (brought together under a term of “emotional intelligence”) can help
teachers to learn to manage interpersonal relationships and stress effectively, thus having
positive impact on their mental health and wellbeing.
Emotional intelligence is an ability of a person to understand their own emotions and the
emotions of others, to manage these emotions and act appropriately. Emotional
intelligence is positively associated with wellbeing, as it fosters a person’s ability to
overcome social challenges and manage stress (Zeidner et al., 2012). According to the BarOn model, emotional intelligence consists of “an array of interrelated emotional and social
competencies, skills and behaviours that determine how effectively we understand and
express ourselves, understand others and relate with them, and cope with daily demands,
problems and pressure” (Bar-On, 2012).
These skills include:
Self-regard, emotional self-awareness, assertiveness, independence, and selfactualization;
Empathy, social responsibility and interpersonal relationships;
Stress tolerance, impulse control and reality testing;
Flexibility and problem-solving;
Optimism and happiness.
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Development of these skills can help teachers to reduce the level of perceived occupational
stress, to establish positive relationships with students and colleagues, and to enhance their
overall wellbeing.
The importance of emotional intelligence for teachers was emphasized in research works,
which found that emotionally competent teachers are better able to understand the needs
and motivations of their students and develop positive relationships with students
(Jennings, 2015). Lack of emotional intelligence, on the contrary, predicted emotional
exhaustion and hostility toward students (Jennings & Greenberg, 2009). Hence, emotional
intelligence is related to teacher mental health because it protects teachers against burnout
and helps in building healthy relationships with others. It is argued that professional
development programmes for teachers should include training to improve teacher’s
emotional intelligence (Doney, 2018).
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3.3 England
3.3.1 Vet Teachers’s situation in UK
Vocational education and training (VET) is offered at most levels of the qualifications
frameworks in the United Kingdom. A separate qualifications and credit framework exists in
England and Northern Ireland from the ones in Scotland and Wales. There are around 200
awarding organisations in the UK and several thousand accredited qualifications. Awarding
organisations design and award qualifications while education and training providers deliver
learning. VET providers include secondary schools, school sixth forms, sixth form colleges,
further education colleges and higher education institutions. Further education colleges
represent the largest group of VET providers offering education to learners that are 16 years
or older, including a large number of adult learners.
VET qualifications are offered through work-related Business and Technology Education
Council qualifications, National Vocational Qualifications / Scottish Vocational
Qualifications and other recognised vocational qualifications. School-based programmes
that combine general academic study with vocational elements exist alongside broad
vocational programmes and specialist occupational programmes that may take place both
in a school setting and the work place. VET is offered on a full-time and part-time basis and
students may attend training on a block-release or day-release basis from employers or
attend evening or weekend learning.
Apprenticeships are offered in the form of apprenticeship frameworks which include a work
contract, an accredited technical and occupational qualification and core, transferable skills
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such as numeracy, literacy and ICT. Apprenticeships are available at three principal levels in
England, Wales and Northern Ireland and at four levels in Scotland.
Adult and continuing education forms part of the formal education system in the UK, but is
also offered as informal and non-formal training by employers and training providers. Trade
unions, employer organisations, sector skill councils and other social partnerships are
involved in adult education provision, development of learning resources and anticipating
labour market needs.
Employers are encouraged to become more closely involved in skill development.

3.3.2 Risk factors that hinder mental health and wellbeing of VET teachers in UK
Every day education professionals are suffering with the consequences of many factors
causing severe pressure: budget cuts; lack of funding, lack of resources, fewer staff, bigger
class sizes and localised recruitment and retention difficulties in some areas are adding to
workload and increasing stress levels. Education professionals facing many risk factors with
the overwhelming reason being ‘workload’. The second and third major factors were
completing paperwork which was seen as unnecessary and dealing with poor learner
behaviour in class. Other risk factors included issues with parents, criticisms of Senior
Leadership/Management Teams and the perceived nature of Government interference in
education. They also marked as risk factor is the pay, considering it to be too low/poor,
especially in relation to the long hours they work and the pressure/stress they felt under.
Target setting, and its use to drive many aspects of school/college life, was also heavily
criticised.

Education Support's annual Teacher Wellbeing Index provides a comprehensive and robust
insight into the mental health and wellbeing of all educational professionals throughout the
UK. This year's report shows more UK teachers (incl. VET) than ever are experiencing
symptoms that can lead to depression and anxiety, in a significant rise on previous levels.
They also experience symptoms of depression at far higher levels than the general
population according to the latest in-depth research amongst the profession.
According to the latest research, 76% of all education staff have faced work-related
behavioural, psychological, physical symptoms or mental health issues in the last two years
because of their work and a staggering 57% have considered leaving the sector within the
past two years because of health pressures.
The workload and work-life balance were cited as the top work-related reasons for:
 Almost one in five (19%) said they had experienced panic attacks;
 Over half (56%) had suffered from insomnia and difficulties sleeping;

 Over a third (41%) had experienced difficulty concentrating;
 47% experienced depression, anxiety or panic attacks due to work.
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Symptoms and issues suffered appearing similar across roles and levels of seniority.
Education Support Partnership, the UK's charity committed to the wellbeing and mental
health of everyone working in education, has highlighted in the Index 2018 an urgent action
that need to be taken by the UK government and sector to address a stress epidemic and
rising mental health issues across the entire UK education workforce.
Senior leaders have been particularly hard hit with 80% suffering from work-related stress,
40% suffering from symptoms of depression and 63% considering leaving the profession –
an issue, which unaddressed will leave many schools with no one to lead, motivate staff and
maintain and improve educational outcomes.
Key findings include:
The 2018 results – when compared to Health Survey 2017 – revealed a significant rise in
several mental health and wellbeing-related symptoms. Rising levels of insomnia and
irritability/mood swings over the last year were the most common factors:
 Insomnia (increased from 41-56%) and irritability or mood swings (from 37-51%);
 Tearfulness (31-44%), forgetfulness (27-41%) and difficulty concentrating (27-40%);
 Senior leaders were more likely to suffer from all these symptoms than teachers and
other education professionals;
 The largest increase in the signs of depression was from senior leaders, which rose from
25% in 2017 to 40% in 2018;
 Acute stress was a new category for the 2018 survey – with 27% of education
professionals showing signs of this (31% for senior leaders), and 23% with these signs
receiving a formal diagnosis from their GP;
 29% work more than 51 hours a week - approximately 14 hours more per week than the
national average of 37.4 hours (Office for National Statistics)
 74% say the inability to switch off from work is the major contributing factor to a
negative work-life balance;
 31% experienced a mental health issue in the past year
 72% say workload is the main reason for considering leaving their jobs;
 47% of educators with mental health symptoms were away for a month or more over
the academic year;
 40% of senior leaders and teachers believe having time off work due to mental health
symptoms will have a negative impact on their students’ studies;
 35% of senior leaders (and 30% of teachers) believe that taking time off work due to
mental health symptoms will have a negative effect on working relationships with their
colleagues;
 56% of school leaders (49% of teachers) believe their personal relationships have
suffered as a result of psychological, physical or behavioural problems at work;
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 65% say they wouldn’t feel confident in disclosing mental health problems or
unmanageable stress to their employer;
 36% say they have no form of mental health support at work;
 64% of schools do not regularly survey their staff to gauge employee wellbeing;
 74% say they don’t have enough guidance about mental health at work;
 65% of educational institutions do not regularly survey their staff to establish levels of
employee wellbeing;
Negative factors that influence well-being in the profession:
3.3.2 .1. A sense of de-professionalisation.
Most teachers enjoy teaching and are positive about their workplace and colleagues, but
they are disappointed by the profession. The OFSTED results show that teachers in both
schools and further education and skills providers love their profession, overwhelmingly
enjoy teaching, are generally very positive about their workplace and colleagues, and enjoy
building relationships with pupils and seeing them flourish. However, these positive
elements of well-being at work are counterbalanced by negative elements that lead to poor
occupational well-being for many teachers. Despite the positive feelings towards teaching as
a vocation and towards their workplace, many teachers believe that the advantages of their
profession do not outweigh the disadvantages and that their profession is undervalued in
society. This is exemplified for some by the combination of limited policy influence (they feel
‘done to’ rather than ‘worked with’) and insufficient funding to deliver the goals they would
like to. This leads to a sense of de-professionalisation.
3.3.2 .2. Workload is high, affecting work–life balance.
Working hours in schools and FES providers are long. Full-time school teachers reported
working 51 hours on average during the week, while senior leaders worked even longer – 57
hours on average. The findings show that teachers spend less than a half of their time on
teaching, while lesson planning, marking and administrative tasks take up a large part of
their non teaching time. Many respondents do not have enough time to do the important
aspects of their job. This is why they work in their free time: evenings, weekends or annual
leave.
The main causes of heavy workload are: the volume of administrative tasks, the volume of
marking, staff shortages, lack of support from external specialist agencies (such as for special
educational needs and disabilities [SEND], or behaviour), challenging behaviour of pupils,
changes to external examinations, frequently changing government policies and regulations,
and in some cases, lack of skills or training.
3.3.2 .3. Lack of resources
Shortages of human resources negatively impact on occupational well-being for several
reasons: theachers are seen to increase the already high workload, decrease the ability to
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carry out work effectively and result in staff taking on extra responsibilities outside of their
area of expertise.
The lack of physical resources (such as shortage or inadequacy of instructional materials,
computers for instruction, library materials and audio-visual resources) is also perceived to
hinder instruction. There is a sense of disempowerment among teachers: they feel that
despite having the skills and knowledge to deliver good quality education, the lack of
resources does not allow them to reach their educational goals.
3.3.2 .4. Students poor behaviour
Students poor behaviour is a considerable source of low occupational well-being, and
teachers do not always feel supported by senior leaders and parents with managing it.
Pupils’/students’ behaviour (such as low-level disruption in the classroom, absenteeism,
intimidation or verbal abuse) is often a negative influence on teachers’ well-being at work
and will also impact on learning.
Senior leaders are not always seen as providing sufficient support for managing studnets’
behaviour. According to many teachers, senior leaders do not work with teachers when it is
necessary to solve discipline problems jointly and the issues are made worse by an
inconsistent approach to managing behaviour. In addition, there is often a lack of parental
support on this front.
3.3.2 .5. Relationships with parents
Relationship with parents can be a negative factor and a source of stress for teachers. This
can be due to a range of reasons: unrealistic parental expectations for their child/children
which could lead to excessive pressure on staff; the frequency of emails from parents and an
expectation for an instant response; and parents raising concerns or complaints
inappropriately.
3.3.2 .6. Influence over policy
Teachers do not have enough say / influence over the policies that change too often / too
quickly. The impact of that is experienced as negative for two main reasons: frequent
changes increase the already high workload; and the perceived lack of say leads to feelings
of de-professionalisation.
3.3.2 .7. Support from senior leaders
Line managers in schools and providers positively contribute to occupational well-being
when they are supportive, approachable and respectful. However, findings show that
leaders sometimes have poor communication with staff, an autocratic management style,
and many teachers do not receive enough line management support in the following areas:
help with resolving issues such as heavy workload; recognition of a job well done; provision
of useful feedback on work; and encouraging and supporting development.
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3.3.3 Protective factors that support mental health and wellbeing of VET teachers in UK
Following the results of the 2018 Index, it is adamant that the stress epidemic and rise in
poor mental health across the education workforce be addressed and was calling for the
introduction of the following measures:
 Mandatory provision of personal mental health and wellbeing guidance within
Initial Teaching Training;
 Regulators to prioritise staff wellbeing in their assessments and measure this
against an evidenced based framework;
 Statutory annual staff surveys in all schools and colleges; with senior leaders acting
on the issues identified in an open and transparent way;
 Increased awareness, knowledge and signposting to external support services;
 Access to an employee assistance programme for all staff in schools and colleges;
 Access to facilitated peer support programmes for all senior leaders in schools and
colleges.
While most teachers enjoy teaching and are positive about their workplace and their
colleagues, the positive factors such as: school culture and relationships with colleagues,
contribute to teachers’ well-being.
3.3.3.1. Institutional Environment: School culture / school climate
Researchers and educators agree that school culture / school climate has important
influences on teaching and learning. School climate is a multi-faceted concept that includes
safety, relationships,
engagement with teaching and learning, institutional environment, and school
improvement activities. A positive school culture / climate is a powerful influence on many
of the elements that affect both students and teachers well-being. School climate relates not
only to student learning and shows close associations between a safe environment free of
bullying and high-quality relationships between students and teachers, but also to teacher
effectiveness, confidence, and commitment to teaching. Teacher-parent and teacherteacher relationships were identified as predictors of student achievements; high levels of
teachers supporting one another relates to higher student self-concept and less likelihood of
students exhibiting symptoms of depression; collegial collaboration among teachers and
between teachers and school leaders enhances school climate; and strong school-parent
relationships improve student attendance.
In a recent review of school climate, Wang and Degol (2016) synthesised the many indicators
of school climate into four dimensions – academic, community, safety, and institutional (see
Table below).
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Source: Wang, M. and J. Degol (2016[87]) “School climate: A review of the construct, measurement,
and impact on student outcomes”, Educational Psychology Review, Vol. 28/2, pp. 315-352,
http://dx.doi.org/10.1007/s10648-015-9319-1.

Academic school climate focuses on the overall quality of the academic atmosphere,
including the “academic press” in the school, the nature and quality of leadership in the
school, the quality of teachers’ instruction, and teachers’ professional development.
Community emphasises the quality of
interpersonal relationships between and among stakeholders. Safety refers to the degree of
physical and emotional security in the school, and to an orderly disciplinary climat.
Institutional reflects the organisational and structural features of the school environment
associated with effective teaching and learning.
3.3.3.2. Teacher feedback and professional development
Research literature shows a strong association between teaching quality and student
learning outcomes. Consequently, every level of the education community expresses
interest in the ways that teachers’ professional development and feedback can contribute to
teacher learning and improved instruction.
TALIS - TEACHING AND LEARNING INTERNATIONAL SURVEY - 2008 and 2013 accorded high
priority to professional development and feedback, represented in both studies as two
separate themes, expressed as “teacher education, from initial education through induction
to in-service professional development” and “teacher appraisal and feedback”. While both
areas remain high priority for TALIS 2018, they will be combined into one theme, “teacher
feedback and development”. Combining the two acknowledges their relationship and
connectedness to each other and to their role in teachers’ ongoing professional learning.
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The reserach shows that teachers in England felt that effective CPD had multiple different
characteristics, including it building upon prior knowledge, providing opportunities to apply
new ideas in the classroom and involving active and collaborative learning, but also teachers’
professional development seems to have the strongest impact on teachers’ wellbeing, e.g.
self-efficacy, confidence, professional reflection and analysis.
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3.4 Italy
3.4.1 Vet Teachers’s situation in Italy
Since the unification of the country, Italian education levels have almost caught up with
other Oecd countries in terms of years of school. A massive surge took place in the
aftermath of WWII. Large geographic differences still remain, especially in the South part of
the country and the quality of Vocational Education Training institutions and services is very
heterogeneous across Italian regions. Italian VET includes 3 strands: Technical, State
professional and Regional. This creates duplicates and confusion at the moment of choice.
The level of competencies at VET is poor, compared to OECD standards and academic
tracks. This reflects the adverse selfselection of students into vocational tracks: typically
students have poor records and come from a weak social background. The fact that VET
graduates have almost no opportunity to take a tertiary vocational degree, such as German
Fachhoschulen, reinforces the adverse self-selection. Employers are in strong need of a
better qualified technical workforce Employment rate of vocational graduates is 49%
within 2 years; only 29% are employed in jobs consistent with their studies.
Teachers and trainers have very different profiles and tasks. A teacher’s professional profile
is much more clearly defined and regulated than that of a trainer as far as training,
recruitment, duties and skills are concerned. Teachers can also be considered ‘content
experts’, whereas trainers are ‘process experts’; depending on the situation, they can play a
variety of roles (tutor, learning facilitator, group leader, coach). Trainers are mainly required
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to support the learning process by guiding and motivating trainees, to strengthen the link
between training and work and to update trainee working skills.
The minimum requirement to access the teaching profession is a five-year academic degree
and completion of a one-year university course combined with traineeship (TFA - tirocinio
formativo attivo) in schools. Special attention is given to languages and digital skills in
compliance with EU recommendations. Teachers who wish to teach disabled people attend
a specific course in formal education and have to pass a State exam to be admitted into
State schools. The Ministry of Education organises updating training courses for teachers.
Among these is the national plan for e-schools which supports innovation in teaching
methods by promoting the use of new technologies and the development of teachers’ ICT
skills.
The key role played by teachers in ensuring VET quality is confirmed by recent regulations
which provision substantial funds for teacher training initiatives in digital teaching methods,
school/work training pathways, and youth disadvantage.
There are no formal requirements to become a trainer but the national collective work
contract prescribes that trainers should hold a degree or an upper secondary school
certificate as well as professional experience. They should also participate regularly in
continuing professional development regardless of their role as a trainer (tutor, counsellor,
trainer coordinator). In-service training varies across the regions and tends to be more
structured in the northern and central regions. It is mainly designed to improve the skills
required by technological innovation and globalisation, foster the recognition of formal,
non-formal and informal learning and establish reliable standards for validation, and to
adjust training interventions to local needs.
Researches indicate that italian teachers and educators are among those professionals with
the highest levels of job stress (Stoeber and Rennert, 2008; Fiorilli et al., 2015a), often
attributed to an excessive workload, poor relationships with colleagues, lack of suitable
resources, constant changes within the profession, and inadequate salary (Santavirta et al.,
2007; Simbula et al., 2012; Falco et al., 2013).
Italian teachers are in the last positions for the perceived social recognition of the profession
(OCDE, 2014). Furthermore, in 2015 the Italian National Observatory on Health and
Wellbeing of Teachers (ONSBI—Osservatorio Nazionale Salute e Benessere degli
Insegnanti) research study highlighted the low satisfaction of the category for the physical
(Guglielmi et al., 2012) and organizational conditions of schools (Fiorilli et al., 2015b).

3.4.2 Risk factors that hinder mental health and wellbeing of VET teachers in Italy
3.4.2.1. Job roles and extra-mansions
Teachers' career, commonly studied variables included job roles and extra-mansions. Job
roles, namely whether teacher is employed with regular class students' or with children with
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special needs, showed that special education teachers had high burnout risk and low job
satisfaction when compared to regular class teachers.
With regard to extra-mansions (or extra-role behaviors) it refers to behaviors and roles that
go beyond the teaching role itself, usually not paid (teachers do not receive an extra reward
for performing them). According to some authors the way teachers participate and respond
to extra-mansions requests may be due to efficacy beliefs, work identification and personal
engagement. Extra mansions and related behaviors may influence (and be influenced by)
how teachers perceive their own well-being and stress levels.
3.4.2.2. Teacher-students relationships
Teachers-students relationships are significantly related with burnout risk. Students'
misbehavior, indeed, was considered the main stressful events affecting teachers' wellbeing. According to several authors, teachers’ negative emotional experience occurring
when students misbehave was strongly related to teachers’ burnout.
Consistently, some studies showed that the stronger the negative emotions, the more
intense the burnout symptoms reported by the teachers.
At the same time, teachers with high burnout levels differently perceive and express
negative emotions, such as anger, shame and sadness, when compared to their colleagues
with lower burnout.
Findings from a recent study showed that burned out teachers were more at-risk to misperceive negative emotions during a verbal conflict with their students. More specifically,
burned out teachers perceive one’s own and students’ negative emotions as more intense
than non-burned out teachers.
Accordingly, teachers with low levels of social and emotional competence, as typically
found out in burned out teachers, show low effectiveness in their daily job in terms of
absenteeism, turnover, role conflict, low self-esteem and job satisfaction.
3.4.2.3. Socio-demographic variables
Several authors have analyzed socio-demographic and career-related variables associated
with at-risk teachers’ profile. Teachers' gender was the mainly studied variable, with mixed
findings. While some studies didn't show significant associations, others reported that
women had higher burnout risk than their men colleagues.
Furthermore, findings show that while female teachers were more exhausted, male
teachers felt more depersonalized and less accomplished.
Similarly, teachers' age showed incoherent results: some studies showed that younger and
less experienced teachers had higher burnout risk, conversely, others researchers showed
the same findings for older and more experienced teachers.
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3.4.3 Protective factors that support mental health and wellbeing of VET teachers in
Italy
3.4.3.1. Positive attitudes toward teaching profession
Several studies have analyzed teachers’ engagement with their work as well as their
reported positive relationships with students and colleagues. Engaged teachers show high
motivation toward their professional tasks as well as attitude to enhance their professional
abilities
Positive attitudes toward their profession can be evaluated by taking into account teachers’
positive relationships at workplace. More specifically, teachers with higher scores in social
and emotional competence are more effective in relationships, with students and
colleagues.

3.4.3.2. Job satisfaction and self-efficacy
How satisfied an individual is about his/her job experience, plays a crucial role in promoting
well-being. Similarly, self-efficacy at work may positively influence teachers’ job experience.
Indeed, teachers with high levels of self-efficacy are more able to ask and receive support
from their colleagues and principals and manage students’ behaviors.
Consistently, several studies, showed that higher self-efficacy is inversely associated to
burnout. Teachers with high self-efficacy are less at-risk for anxiety, burnout, suffering from
job demands and work-related stress in general and are more likely to perceive themselves
as satisfied, motivated and creative professionals
3.4.3.3. External support
Teachers wellbeing can be fostered by increasing the linkage between professionals and the
network of social and psychological support services. These networks and organizations
represent additional resource which teachers can learn to use in order to improve their
wellbeing and reduce the incidence of burnout in job-related activities.
Supporting activities could be useful in analysing causes and consequences of stressful
situations teachers face and, moreover, in giving them a different point of view and
stimulate them in having a better attitude in coping with issues at workplace.
3.4.4. Bibliography in teachers’ psychological wellbeing at Italian national level
Barbieri B. et al.; Italian Teachers' Well-Being Within the High School Context: Evidence
From a Large Scale Survey; in Frontiers Psychology 10:1926; August 2019
https://www.researchgate.net/publication/335330686_Italian_Teachers'_WellBeing_Within_the_High_School_Context_Evidence_From_a_Large_Scale_Survey
Falco, A., Girardi, D., Dal Corso, L., Di Sipio, A., and De Carlo, N. A. (2013). Fear of workload,
job autonomy, and work-related stress: the mediating role of workhome interference.
TPM Test. Psychometr. Methodol. Appl. Psychol. 20, 217–234.
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3.5 Lithuania
3.5.1 Vet Teachers’s situation in Lithuania
There are over 70 VET schools in Lithuania, most of them public, some – private. It is
perceived as the least attractive option for education with various negative associations.
(Strata, 2020). Most of Lithuanians think that it is for less academically apt students.
Children from socioeconomically challenged environments double times more often choose
this education (Mosta, 2018). But in total double times less students acquire an upper
secondary education in VET establishments compared to EU average (Strata, 2020).
Over 3000 pedagogues work in VET schools. Quarter of them have other jobs in addition
(Strata, 2020). By age, vocational teachers aged 50-and over predominate among teachers.
Share of vocational teachers under the age of 30 whose primary place of work is VET
establishment is 4% (data from 2018-2019). This tendency is particularly pronounced in
some regions. The share of amounts allocated for qualification in the budgets of VET
establishments most usually do not exceed 0.3% The information on teacher qualification
development is very limited. There is a lack of data about its content. It is assumed that the
scope of increasing qualification of VET teachers is lesser than required by law (MOSTA,
2018). Although to become a teacher at VET school one has to have psychologicalpedagogical courses finished, it is not clear if all teachers have this qualification (MOSTA,
2018). As well it is not clear how much of knowledge about modern understanding of
mental health and wellbeing are available during such courses.
In general, ensuring or improving VET teacher’s mental health and wellbeing is not a
strategic aim of the system, neither it is monitored or analyzed. It reflects low priority in
national level and lack of understanding of the importance of positive mental health of
society and VET teachers in particular.
No relevant research was found regarding wellbeing of VET teachers, their job satisfaction
or self-efficacy. Regarding research on wellbeing of teachers in Lithuania in general, there
are not enough date as well. Although some research indicates that one third of teachers
experience high professional stress and one forth - clinical symptoms related to it
(Bubelienė, Mekys, 2016). Also over 40 percent of university teachers in Lithuania are often
or permanently suffering from professional burnout (Stelmokienė et al., 2019). In other
research (Bernotaitė, Malinauskienė, 2017) quarter of teachers was classified as sufferers
from psychological distress. There are also anecdotal evidence discussed in public media
about huge challenges to teachers’ mental health.
3.5.2 Risk factors that hinder mental health and wellbeing of VET teachers in Lithuania
3.5.2.1. Inadequate salaries.
In public Lithuanian teachers repeatedly expressed frustration and dissatisfaction with the
salaries, with big groups of teachers going on strikes and choosing even radical actions such
as barricading inside the Ministry of Education for weeks in 2019. So the frustration of
inadequate pay and the effect of it on teachers’ wellbeing is clear from that alone. Research
(Gabnytė, Straškienė, 2014) also showed that material interest is one of the key factors for
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job satisfaction for music teachers in Lithuania. Low pay was also named by Lithuanian VET
teachers as one of the biggest stress factors although data com from 2007 (Billehoj). It’s also
named as a relevant stressor by 45% of Lithuanian teachers in the reaseach done by
Navickienė et al., 2018.
3.5.2.2. Disruptive student behaviour.
This is also named as one of the biggest stressors by Lithuanian VET teachers (Billehoj,
2007) and by Lithuanian teachers in general (Navickienė et al., 2018). As mentioned
beforehand, education in VET schools is poorly evaluated by society so the pupils might be
even less motivated, their disruptive behavior might also be linked to various
socioeconomical challenges they are experiencing.
3.5.2.3. Lack of parental support
Lack of parental support might be especially vivid in VET schools. It is named as one of the
top stressors by Lithuanian VET teachers and it seems to be a bigger stressor for VET
teachers than for teachers in primary and secondary schools (Billehoj, 2007). This can also
reflect the fact that children entering VET schools come from socioeconomically challenged
environments with less involved parents.
3.5.3 Protective factors that support mental health and wellbeing of VET teachers in
Lithuania
3.5.3.1. Positive relationship with colleagues.
Research (Gabnytė, Straškienė, 2014) showed that work-friendly and competition-free
environment is particularly important for music teachers in Lithuania. Turning to social
support from colleagues is found to be the main non-individual stress management
technique for teachers (Stasiunaitiene et al., 2020). In addition, social support from
colleagues was found to be a safety factor for professional burnout among university
teachers in Lithuania (Stelmokienė et al., 2019). On the other hand lack of social support
from colleagues is rated as a strong stressor by VET teachers in Lithuania (Billehoj, 2007).
3.5.3.2. Safe working conditions
Safe working conditions that also helps to keep work-life balance in the research (Gabnytė,
Straškienė, 2014) is regarded as having positive influence on wellbeing of teachers in
Lithuania. Administration /management staff support and efforts to improve the
microclimate of the school is seen by Lithuanian teachers as important measure to reduce
professional stress (Stasiūnienė et al., 2020).
3.5.3.3. Training provided to staff.
In research (Stasiūnienė et al., 2020) Lithuanian teachers saw training on stress
management techniques and conflict resolving as having significant role in reducing
professional stress.
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3.6 Poland
3.6.1 Vet Teachers’s situation in Poland
Vocational education in Poland, as a result of the reform of education from the late nineties
of the twentieth century, has lost its importance and prestige. The popularity of vocational
and technical schools among students has fallen dramatically. Both students and their
parents choose mainly general secondary schools giving access to higher education.
Due to depreciation, vocational schools are more involved in some educational problems.
Negative selection, low educational results, lack of life and professional prospects,
complicated environmental conditions are the examples of many vocational schools. In
addition, the objectives of vocational education are characterized by a high rate of change,
due to the rapid development of science and technology. This, in turn, involves purely
didactical problems. There is also a need to continuously monitor the content of education
adapted to the expectations of the labour market. In this situation, the VET teachers cannot
be guided by the usual patterns and need higher competencies. Most conflicts are rooted in
improper communication, and improperly understood roles, responsibilities, and
competences, conflicts cannot be eliminated when they arise, they should capture their
specificity and find the right way to solve them with the group. In addition, teacher
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education for vocational education is considered the weakest link in the teacher education
system in general (Sajdak, 2010). This means that the work of a VET teacher is associated
with strong stress and pressure. For teachers to be regarded as competent, they are
required not only to be effective tutors but also to display a high level of personal maturity
and possess multidisciplinary expertise. These demands influence the stress level of the
practicing teacher. Those within the teaching profession are burdened with a high level of
social responsibility, and teaching itself is associated with a high risk of loss of both physical
and mental health. Also, the tension in schools can interfere with the teaching and
educational processes, thus undermining the efforts of both students and teachers.
Furthermore, the impact of stressors, together with a lack of ability of teachers to cope with
their effects, can also promote the development of various types of occupational stress and
burnout. (Skaalvik & Skaalvik, 2015; Mareš, 2017; Zadworna-Cieślak, Kossakowska, 2018;
Zadworna-Cieślak, Zbonikowski, 2016).

3.6.2 Risk factors that hinder mental health and wellbeing of VET teachers in Poland
3.6.2.1. Depreciation of vocational training
The belief in the inferiority of vocational education (as is the case in Poland) results from the
years of selection processes in education. Students with the highest educational results
found their place in prestigious high schools, and students with the lowest - in basic
vocational schools. The change in the social and economic situation, especially in recent
years, is reflected in the perception of the attractiveness of vocational education (Sajdak,
2010).
However, basic vocational schools are still seen as a symbol of social, cultural and
professional marginalization (Osiecka-Chojnacka, 2007). Another problem is the
inseparability of vocational education - the low quality of vocational education. And so
beliefs are confirmed in practical implementation, which is the source of further opinions.
Weak students usually go to basic vocational schools. In fact, many of them do not want to
study, and therefore do not attend school. School, in turn, therefore requires mainly
attendance and truancy of students are another problem. In fact, many of them do not want
to study, and therefore do not attend school. Students do not pass items through truancy.
They also do not want to take the exam on professional qualifications, and if teachers are
able to persuade them, they pass less than 70% (Osiecka-Chojnacka, 2007). Therefore, the
school does not fulfill its basic function and the education cycle ends for a significant part of
students with no certificate.
Due to this situation, not only vocational education itself, but also vocational education
teachers are perceived negatively, which weakens their motivation to work and may
contribute to giving up the profession. According to the analysis prepared for the purposes
of developing a teacher competence development plan, in fact negative opinions about VET
education also had a demotivating effect on teaching staff mainly in the field of professional
development (Wyroślak, 2011).
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3.6.2.2. Lack of psychological and pedagogical preparation
Psychological and pedagogical knowledge and skills are essential for an effective teaching
process. Sajdak (2010) clearly emphasizes that for a teacher at a vocational school, areas
such as interpersonal communication, broadly understood social prevention and
pedagogical therapy, counselling or even early intervention, as well as crisis intervention,
mediation in school or pedagogical diagnosis. An example of a situation in which they are
necessary may be the need to assess students' achievements. Of course, it concerns the
substantive scope, but also involves the need to formulate a feedback assessment so that it
is motivating for the student and prompts to catch up. Without certain psychological
competences, vocational education teachers cannot provide such effective feedback
conducive to positive change.
However, the necessity of developing vet teachers in the area of educational or social
competence is rather marginalized, which is the result of the wrong policy of the Ministry of
Education in Poland (Sajdak, 2010).
Lack of the abovementioned psychological competences makes it difficult for teachers to
deal with numerous educational problems, which in turn contributes to the accumulation of
stress, lowering self-esteem and self-efficacy, and thus contributes to professional burnout.
3.6.2.3. Occupational stress and burnout in teaching profession
As noted by Zadworna-Cieślak and Kossakowska (2018), being a teacher is associated with
numerous duties that can affect the level of stress. These include caring for a place in the
occupational hierarchy, career path development, relationships between employees or the
general organization in the workplace, and the level of work-life balance. Each of them
individually may be a potential stressor in the teacher's professional work. In the case of
VET teachers, the above-mentioned ones also include such as job insecurity (due to low
interest in vocational schools) or unattractive career pathways; unsupportive school
leadership. Stress affects various work outcomes, including workplace involvement, job
satisfaction and weakness. Teacher stress can also have personal consequences, including
absence, burnout, physical and emotional stress, reduced self-confidence and self-esteem,
damage to personal relationships, and even suicide.
Because burnout results from prolonged exposure to high stress levels, the presence of
increasing burnout rates among teachers indicates the nature of the stressful environment
in which they work (Hamann & Gordon, 2000). Maslach (1999) suggests that burnout is a
long-term process that results from prolonged exposure to chronic occupational stressors.
This can be seen as associated with mental and emotional exhaustion, depersonalization
and a limited sense of personal achievement. So, mental well-being is negatively related to
burnout. Research shows that burnout largely predicts negative consequences at the
physical, psychological, professional, family and social levels, while psychological wellbeing, and more specifically emotional resilience, reduces these negative consequences
(Kareaga, Exeberria & Smith, 2008).
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3.6.3 Protective factors that support mental health and wellbeing of VET teachers in
Poland
3.6.3.1. Positive relationships with students
Student behavior is considered to be one of the most important correlations of teacher
representations regarding teacher-student relationships, especially in the dimension of
conflict (Spilled a& Koomen, 2009). Some researchers believe that teacher-student
relationships are often the main reasons for staying in the profession (O'Connor, 2008).
Interviews conducted by Hargreaves (2000) emphasize that the value that teachers attach
to personal relationships with students in their class is really important, and show how
conflicting or alienated relationships pose a threat not only to teachers’ professional
competences but also to their well-being.
The findings by Yoon (2002) suggest that experiences of high teacher-student conflict can
undermine teachers' beliefs about effectiveness and arouse a sense of helplessness.
Similarly, the percentage of teacher-student relationships in the classroom assessed by the
teacher as negative was linked to teacher stress reports and negative emotions (Yoon
2002).
3.6.3.2. Training provided to Staff
In Poland, for vocational teachers, a form of improvement is envisaged - compulsory
vocational training, which will be carried out 40 hours cyclically over three-year periods, in
enterprises related to the profession being taught.
Teachers who are professionally active in professions related to the profession being taught
are exempt from this obligation. In addition, the internship will include vocational training
of vocational education teachers implemented at employers under regional operational
programs.
The purpose of vocational training is to improve the skills and professional qualifications
needed to perform work, including in particular:
- acquaintance with technologies used in the enterprise,
- getting acquainted with devices, tools and other technical equipment used in production
processes or services,
- learning the specifics of work in real conditions in the industry related to the profession
being taught,
- improving practical skills in applying theoretical knowledge,
- gaining new professional experience related to the profession,
- establishing professional contacts enabling their use in the process of vocational
education,
- improving interpersonal skills in direct contact with employees,
- recognizing the needs and employment opportunities of school graduates on the
regional or local labor market.
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The headmaster of a school or vocational education institution is required to organize
vocational training for teachers, refer the teacher to the training at the entrepreneur's own
initiative or at the teacher's request.
Professional training can strengthen qualification, job satisfaction, and act as a protective
factor to stress and burnout. In addition, job satisfaction affects general wellbeing
(Lisowska, 2017).
3.6.3.3. The safe environment which nurtures a sense of self-efficacy
Factors related to the school environment significantly affect teachers' wellbeing.
Protective factors include achievements and its appreciation of superiors, the content of
working duties, responsibility, promotion and development opportunities, and hygiene
factors: interpersonal relations, working conditions, organization, management, salary
(Springer 2011; Sowińska 2014). The right level of those factors promotes job satisfaction,
their low level may contribute to dissatisfaction with work.
One of the Polish research conducted at the Central Institute for Labour Protection –
National Research Institute (CIOP-PIB) showed teachers' occupational expectations and the
possibility of fulfilling them in an educational work environment. Equipped with a variety of
teaching resources and the availability of professional knowledge resources is for teachers
one of the most important determinants of their work satisfaction. Ways of working with a
group of students are often related to the availability of teaching aids, numbers students in
the classroom, sources of knowledge for the teacher. A safe and adaptive environment
consists of various characteristics. Moreover, a satisfactory salary is important as a
component of the performed work. It is important for the employee's sense of security and
confirms the social attractiveness profession and persons performing it (Taradejna, 2013).
3.6.4. Bibliography in teachers’ psychological wellbeing at Polish national level
Jarmużek, J. (2014). Kompetencje społeczne nauczyciela a skuteczność pracy w szkole
[Social Competences of Teachers and Their Efficacy at School Work]. Studia
Edukacyjne, 30, 213-227.
Karłyk-Ćwik, A. (2019) Wypalenie zawodowe pedagogów a wybrane czynniki
socjodemograficzn [Educators’ burnout syndrome: selected sociodemographic
factors]. Pedagogika społeczna, 2 (72), 163-182
Knap-Stefaniuk, A., & Ambrozová, E. (2017). Komunikacja i asertywność jako ważne
kompetencje współczesnego nauczyciela [Communication and Assertiveness as the
Core Competencies of the Contemporary Teacher]. KNUP, 1(51), 82-98.
Lisowska, E. (2017). Zawodowe uwarunkowania zadowolenia z pracy wśród nauczycieli
[Professional determinants of job satisfaction among teachers], Forum
Pedagogiczne, 1, 227-244.
Ogińska-Bulik N., Zadworna-Cieślak M. (2014), Rola prężności psychicznej w radzeniu sobie
ze stresem związanym z egzaminem maturalnym {The role of resiliency in coping
with maturity exam stress}, Przegląd Badań Edukacyjnych, 19 (2), 7-24.
Osiecka-Chojnacka, J. (2007). Szkolnictwo zawodowe wobec problemów rynku pracy
[Vocational education in the face of market problems]. Infos, 16, 3.

www.vet-well.eu

Promoting VET Teachers’ Mental Health and
Wellbeing
2019-1-UK01-KA202-061549

Sajdak, A. (2010). Przygotowywanie do wykonywania zawodu nauczyciela przedmiotów
zawodowych – Niewykorzystane szanse [Preparing for vocaional teaching unexpected opportunities]. Edukacja i Kultura, 2(76); 106-115.
Sowińska, A. (2014). Zadowolenie z pracy-problemy definicyjne [Job satisfaction - definition
problems]. Studia Ekonomiczne, 197, 45-56.
Springer A. (2011). Wybrane czynniki kształtujące satysfakcję pracownika [Selected factors
shaping employee satisfaction]. Problemy Zarządzania, 4 (34), 162–180.
Taradejna, B. (2013). Oczekiwania zawodowe nauczycieli a możliwość ich realizacji w
szkolnym środowisku pracy [Teachers' professional expectations and the possibility
of their implementation in the school work environment]. Bezpieczeństwo Pracy:
nauka i praktyka, 4, 22-26.
Zadworna-Cieślak M. , Zbonikowski A. (2016), Stres i wypalenie w zawodzie nauczyciela –
charakterystyka zjawisk i cele współczesnej profilaktyki {Stress andd burnout in the
teaching proffesion – characteristics and prevention aims] W: V. Tanaś, W. Welskop
(red.), Edukacja w zglobalizowanym świecie, Wydawnictwo Naukowe Wyższej Szkoły
Biznesu i Nauk o Zdrowiu, Łódź, 437 – 448.
3.6.5. References – overall
Garbacik, Ż. (2018). Stres w pracy nauczyciela [Stress in the teaching profession]. SzkołaZawód-Praca, 18, 109-126.
Hamann, D.L. & Gordon, D.G. (2000). Burnout: An occupational hazard. Music Educators
Journal, 87(3), 34-39.
Hargreaves, A. (2000). Mixed emotions: Teachers’ perceptions of their interactions with
students. Teaching and Teacher Education, 16, 811–826.
Kareaga, A.A., Exeberria, S.A. & Smith, J.C. (2009). Assessment of burnout and
psychological wellbeing among health professionals in the Basque Country.
Psicología, 13(1), 62-71.
Lisowska, E. (2017). Zawodowe uwarunkowania adowolenia z pracy wśród nauczycieli,
Forum Pedagogiczne, 1, 227-244.
Mareš, J. (2017). The moral distress of teachers – A hidden problem, Pedagogika, 67(1), 27–
55.
Maslach, C. (1999). Progress in understanding teacher burnout. In: R. Vandenberghe & A.M
Huberman (Eds.), Understanding and preventing teacher burnout (pp. 211-223). UK:
Cambridge University Press.
O’Connor, K. E. (2008). “You choose to care”: Teachers, emotions and professional identity.
Teaching and Teacher Education, 24, 117–126.
Osiecka-Chojnacka, J. (2007). Szkolnictwo zawodowe wobec problemów rynku pracy. Infos,
16, 3.
Sajdak, A. (2010). Przygotowywanie do wykonywania zawodu nauczyciela przedmiotów
zawodowych – Niewykorzystane szanse [Preparing for vocaional teaching unexpected opportunities]. Edukacja i Kultura, 2(76); 106-115.
Skaalvik, E.M., & Skaalvik, S. (2015). Job Satisfaction, Stress and Coping Strategies in the
Teaching Profession—What Do Teachers Say? International Education Studies, 8(3),
181. DOI: 10.5539/ies.v8n3p181.

www.vet-well.eu

Promoting VET Teachers’ Mental Health and
Wellbeing
2019-1-UK01-KA202-061549

Sowińska, A. (2014). Zadowolenie z pracy-problemy definicyjne [Job satisfaction - definition
problems]. Studia Ekonomiczne, 197, 45-56.
Spilt, J. L., & Koomen, H. M. Y. (2009). Widening the view on teacher–child relationships:
Teachers’ narratives concerning disruptive versus non-disruptive children. School
Psychology Review, 38, 86–101.
Springer A. (2011). Wybrane czynniki kształtujące satysfakcję pracownika [Selected factors
shaping employee satisfaction]. Problemy Zarządzania, 4 (34), 162–180.
Taradejna, B. (2013). Oczekiwania zawodowe nauczycieli a możliwość ich realizacji w
szkolnym środowisku pracy [Teachers' professional expectations and the possibility
of their implementation in the school work environment]. Bezpieczeństwo Pracy:
nauka i praktyka, 4, 22-26.
Wyroślak, K. (2011). Plan rozwoju kompetencji nauczycieli przedmiotów
zawodowych/instruktorów praktycznej nauki zawodu w dziedzinach: ekonomia i
administracja
oraz
marketing
i
zarządzanie.
Retrieved
from:
https://wyszukiwarka.efs.men.gov.pl/product/plan-rozwoju-kompetencji-nauczycieliprzedmiotow-zawodowych-instruktorow-praktycznej-nauki-zawodu-w-dziedzinachekonomia-i-administracja-oraz-marketing-i-zarzadzanie/attachment/1347
Yoon, J. S. (2002). Teacher characteristics as predictors of teacher–student relationships:
Stress, negative affect, and self-efficacy. Social Behavior and Personality: an
international journal, 30, 485–493.
Zadworna-Cieślak M. , Zbonikowski A. (2016), Stres i wypalenie w zawodzie nauczyciela –
charakterystyka zjawisk i cele współczesnej profilaktyki {Stress andd bournout in the
teaching proffession – characteristics and prevention aims], W: V. Tanaś, W. Welskop
(red.), Edukacja w zglobalizowanym świecie, Wydawnictwo Naukowe Wyższej Szkoły
Biznesu i Nauk o Zdrowiu, Łódź, 437 – 448.
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3.7.Improving teacher’s wellbeing
The research evidence shows that mental health and wellbeing of adults can be improved
through strengthening of their core life skills (Center on the Developing Child at Harvard
University, 2016; WHO, 2014), including: personal skills (e.g. self-awareness, flexibility,
coping with emotions, time and stress management) and interpersonal skills (e.g.
communication, collaboration, conflict management, empathy).
There are also some professional/pedagogical skills, which teachers need to improve their
self-efficacy, including efficacy in classroom management, instruction and student
engagement (e.g. creating productive learning environment, managing student diversity,
coping with specific behaviour issues, improving vocational motivation and providing career
guidance). They all (personal, interpersonal and professional/pedagogical skills) seem to
play a special role as they could help VET teachers to improve their wellbeing.
In this part of the Report, the detail characteristic of the abovementioned competences
(skills) is presented.

www.vet-well.eu

Promoting VET Teachers’ Mental Health and
Wellbeing
2019-1-UK01-KA202-061549

3.7. Individual specific skills improving VET teachers’ wellbeing
3.7.1. Personal skills description
3.7.1.1. Problem solving
A problem is the distance between how things currently are and the way they should be.
Problem solving can be defined as the act of defining a problem; determining the cause of the
problem; identifying, prioritizing, and selecting alternatives for a solution; and implementing
a solution.
However, the definition of problem-solving has been changed in the past to reflect the
varied interests of the researchers and has lost its initial concreteness (Quesada, Kintsch, &
Gomez, 2005). Problem solving skill is strongly connected to such general cognitive and
metacognitive processes as perception and representation of the problem, reasoning,
gathering information, analysing, creating solutions, decision making, planning, reflecting
and evaluating (Eysenck & Keane, 2010).
Problem solving can be also defined as an educational-didactic approach aimed at
developing strategies and problem solving skills on three different levels: psychological,
behavioural and operational.
In problem solving the person is faced with a situation that in many aspects is new and not
manageable according to the usual methods learned and known. What is therefore required
in these situations is to put in place a real "creative effort" aimed at identifying new
strategies capable of directing us in the best way. This process usually takes place through a
patient work of "trial and error" or, in some cases, with an enlightening intuition, a sort of
insight that, reorganizing all the elements in play, suddenly shows the correct solution in an
intuitive way.
From an operational point of view, a "type" mode of solution of a problem is developed in
various phases that follow a precise "step by step" sequence.
Problem solving involves a cognitive activity that involves both divergent and creative
thinking processes (as in the brainstorming phase) and convergent thinking processes
(when it is required to evaluate in a rational way the various hypotheses and to choose the
most suitable and feasible solution).
Usually problem solving is associated with tasks involving logical-mathematical problem
solving skills, even if this is certainly not the only area in which it is applied; in fact, it is more
correct to speak of interdisciplinary problem solving, meaning by this a better use of the
skills of classifying problems and situations - of different nature and type and in the most
disparate, formal and informal contexts - and the relative ability to solve them by
implementing the most appropriate strategies. The problem solving process is therefore
inseparably linked to the metacognitive skills of executive control of the task, such as selfmonitoring and self-regulation, and tends to develop them.
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At PISA 2015, the competence of collaborative problem solving, i.e. "the ability of an
individual to engage effectively in a process in which two or more agents attempt to solve a
problem by sharing the knowledge and effort required to achieve a solution and by pooling
their knowledge, skills and efforts to achieve that solution" (OECD 2012), was noted for the
first time. Although with different connotations, the PIAAC survey also considers problem
solving, but only in the context of technologically advanced environments (ICT). In PIAAC
problem solving in technologically advanced environments is defined as: "the use of digital
technology, communication tools and networks to acquire and evaluate information,
communicate with others and perform practical tasks" (OECD 2012).
It is possible to identify different experiences and developments in relation to the detection
of problem solving skills, but it is also clear that different definitions can be adopted and
different types of problems can be referred to. In particular, there is still little consensus on
the use of instruments capable of measuring with a certain degree of validity and reliability
the skills that distinguish people who are more or less capable of dealing with complex
problems (Frensch and Funke, 2002).
The ability to solve problems effectively is one of basic competences that teachers must
have. Teachers often face challenges at all levels of professional development and they
must learn to cope their current problems. Therefore, it is necessary for teachers to have
tools and techniques which help them in this process (Orgoványi-Gajdos, 2016). Many
researchers emphasize the complexity and responsibility of teachers’ decisions because
they cannot be separated from any aspect of the teaching context. The teacher can be
considered foremost as a decision maker who must make decisions consciously and
rationally (Reagan, Case, & Brubacher, 2000). The competent teacher, developing personal
and interpersonal skills sch as problem solving, can tech more affectively and increase his
own wellbeing (Holmes, 2005).
Teacher Wellbeing covers a quality evidence-based approach to achieving problem-solving
strategies for dealing with the practicalities and complexities associated with the teaching
profession.
Problems that don't go away can take a toll on our well-being. Left unsolved, a small
problem can become a big problem. One of the most concerning issue for teachers is to end
up feeling frustrated, stressed or maybe even depressed and hopeless. Problem solving
helps teachers in dealing more effectively with stressors in their job.
Problem-solving may several benefits, including:
-Better functioning at work place
-More satisfying relationships with colleagues and students
-Higher self-esteem
-Higher life satisfaction
Providing teachers with effective problem solving skills and techniques will be helpful in
avoiding conflict with others both at workplace and in their everyday lives. It will also
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strengthen teachers empathy skills and help them in analyzing another person’s intentions
with a positive attitude. Effective problem solving skills seems to be essential for
professional and social success.
This complex skills can be measured by self-report questionnaires. The collection of selfdeveloped tools is presented in a book Teachers’ professional development on problem
solving: Theory and practice for teachers and teacher educators (Orgoványi-Gajdos, 2016).
Some problem-solving style questionnaires: have been validated in UK samples (Duff,
2004).
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3.7.1.2. Resiliency
Resiliency is one of the psychosocial resource, referred to be a ‘meta-resource’. It represents
the personality characteristics allowing individuals to effectively cope with stress,
promoting flexibility, persistent adaptation, tolerance of failures, motivation and remedial
action in difficult situations. People characterized by a high level of resilience are more
positively adapted to life; they have higher self-esteem and self-efficacy (Ogińska-Bulik and
Juczyński 2008).
Resiliency can be developed through psychoeducation, psychosocial training, mentoring,
and professional support. Resiliency development must become a major goal of preservice
programs. Resiliency attributes include competence, belonging, usefulness, potency, and
optimism. Professional Development Schools are designed to allow for resiliency building at
all levels of teacher education. Teacher preparation programs should provide: frequent
interactions with credible teacher educators; guided and increasingly responsible
interactions with practicing classroom educators; powerful, repeated, and authentic
classroom experiences; and high expectations. Resiliency building is not occurring as it
should be. Initial teaching assignments often work against resiliency. Inexperienced and less
resilient novice teachers have no time to develop tools for succeeding in most settings and
burn out early in their careers. Induction programs can help with this problem. Resiliency
building requires some to change beliefs and practices and re-evaluate program goals.
Individuals must take control of their own wellbeing and develop coping strategies.
Preservice and inservice experiences should work proactively with individuals to provide
supportive, collegial environments that promote a cooperative spirit and build a sense of
belonging and competence. (Bernshausen, D., & Cunningham, C. (2001).
Resiliency can be assessed by Polish Resiliency Measurement Scale (Ogińska-Bulik and
Juczyński 2008). The tool measures the overall level of resiliency, understood as a personal
trait, and its five components: (1) Determination and persistence in action, (2) Openness to
new experiences and sense of humor, (3) Competencies to cope and tolerance of negative
affect, (4) Tolerance of failures and treating life as a challenge, and (5) Optimistic life
attitude and ability to mobilize in difficult situations. It consist of 25 items.
Resiliency can prevent teachers burnout, enhance quality of life and professional adaptation
(Karłyk-Ćwik, 2019). Teacher resiliency involves adjusting to adverse conditions and
increasing competence (Gordon and Coscarelli, 1996). In the classroom, resilience is an
essential component in promoting teacher retention (Becky, Bobek, 2002). If school
conditions are conducive to fostering resiliency, then an increased number of teachers could
remain and thrive in the classroom despite less than ideal conditions. Resiliency maintain
meaningful participation and involvement among teachers. It acts as a protection of various
risk factors connected with social and environmental conditions in school. researchers are
emphasizing resilience as a tool to help teachers handle stress and avoid burnout. Educators
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who develop and nurture their own resilience are better equipped to foster resilience in
children (Damico, 2020).
3.7.1.2.1. References
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3.7.1.3. Coping with emotions
The skill of coping with emotions encompasses ability to recognise your own emotions,
understand their causes and then to take action to regulate those emotions – either by
solving original problem or calming yourself through different ways including relaxation
techniques, cognitive restructuring, etc. Emotion regulation also is defined as a processes
by which we influence which emotions we have, when we have them, and how we
experience and express them (Gross, 2002). Coping with emotions is also analysed as
integral part of emotional intelligence.
The principal way to develop this skill is to analyse cases where strong emotional response
was experienced, also listing various calming techniques that are helpful for particular
individual, debunking the myths about emotions and their regulation and encouraging the
acceptance and understanding the meaning of various emotions.
This skill can best be evaluated by self-report measures.
There is not specific research about this skill and teachers’ wellbeing in Lithuania but coping
with the emotions is a key skill for any human wellbeing and there is clear evidence from
international research. Emotion-regulation ability is found to be associated with positive
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affect, job satisfaction and personal accomplishment which is in turn a protective factor to
burnout (Brackett et al, 2010). Others also relate risk of burnout with emotional regulation
strategies (Chang, 2013). It is also known that emotion regulation is associated with
favourable education outcomes (e.g. Boekaerts, 2002; Gumora & Arsenio, 2002 cit. by
Fried, 2011), can maintain individual well-being and improve interpersonal functioning
(Gross & John, 2003 cit. by Fried, 2011). Emotional intelligence also is related to job
satisfaction and organizational commitment of teachers (Anari, 2012).
There are much research analysing the particular strategies teachers use to regulate their
emotions but also some evidence (Carson & Templin, 2007 cit. by Fried, 2011) shows that
educators think regulating means keeping their feelings hidden which is not the purpose of
coping with emotions and show lack of these skills.
3.7.1.3.1. References
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Brackett M. A., Palomera R., Mojsa-Kaja J., Reyes M. R., Salovey P. (2010) Emotionregulation ability, burnout, and job satisfaction among British secondary-school
teachers. Psychology in the Schools. Vol. 47 (4).
Chang Mei-Lin (2013) Toward a theoretical model to understand teacher emotions and
teacher burnout in the context of student misbehavior: Appraisal, regulation and
coping. Motivation and emotion, Vol. 37.
Gross, J. J. (2002). Emotion regulation: Affective, cognitive, and social consequences.
Psychophysiology, 39(3), 281-291.
Vingerhoets A., Nykliček I., Denollet J. (2008) Emotion regulation – conceptual and clinical
issues. NY: Springer.
3.7.1.4. Time management
Time management is one of the conditions for effective project management. Time
management refers to the time that human resources devote to carrying out certain
activities in the organization, such as school and teaching. Time management is the art of
organizing, organizing, planning and budgeting your own time to generate more efficient
work and productivity (Chukwuji et al., 2018). Time management means behaviors "aimed
at the efficient use of time when performing specific goal-oriented activities" (Claessens et
al., 2007). Good time management includes following the schedule of tasks and activities
that you consider important. Keeping a calendar or day-to-day planning helps you stay on
the job, but self-discipline is also required.
Time management ability can be assess by Time Management Practices Inventory/TMPI
(Pfaff, 2000). The TMPI allows to provide a brief assessment of current performance in the
key areas of time management: Setting Priorities, Resisting Involvement, Meeting
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Deadlines, Self-Confidence, Planning, Taking Action, and Paperwork. Pfaff explained each
time management practice. The strategy of Setting Priorities involved developing a system
that prioritizes and completes activities in order of importance. The strategy of Planning
entailed being proactive and analyzing what needed to be done during the planning phase
of activities. Taking Action involved determining the reasons for procrastination. Pfaff
described Resisting Involvement as the inability to say “no” when tasks are presented.
Paperwork referred to the forms and documents a person must deal with in their
occupation. Meeting Deadlines referred to the basic courtesy of being on-time. SelfConfidence was another factor in time management. Low self-esteem can result in
problems when trying to effectively manage time (Lambert, Torres, & Tummons, 2012).
It contains 31 items assessing on a 7-point Likert-type scale (from 1 which means that the
person virtually never does what the statement describes to 7 which means that the person
performs the behavior virtually always).
General Prokrastination Scale/GP (Lay, 1986) is used to assess the risk of procrastinative
behavior that is an obstacle to effective time management.
GP reflects the level of an individual's tendency to postpone tasks. The original version of
the questionnaire consists of 20 items, which the subject is to assess on a five-point scale
(from 1 - extremely uncharacteristic to 5 - extremely characteristic).
As Chukwuji et al. (2018) notes, teacher time management is much more complicated than
for other workers. According to Francis (2008), teachers face the following challenges with
respect
to time management:
- Most of the day is already planned. Changing the timetable is very limited, so teachers
must work very efficiently with very limited time, which is flexible.
- Accessibility for students and parents outside the actual classroom time is an important
element of the teacher's role.
- There are many other competing requirements for teacher time, including requirements
from administrators, requests from the wider community, contributing to the continuous
development of the school, and the need for continuous professional development and
updating.
- Good teaching requires students' commitment and the right challenge. This requires both
high levels of energy and skill.
Therefore, teachers must balance the long-term goals of the class, the immediate
educational needs of students, and the large amount of documentation associated with
each task.
One of the barriers to effective teachers time management is procrastination, defined as
the tendency to postpone or delay action. This can have a very negative impact on the
teachers’ well-being. Interpersonal relationships with friends and family can have a negative
impact because of procrastination, which can harm their mental health. In addition, they
may feel anxiety, anxiety and discomfort when they delay job activities .
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3.7.1.5. Self-awarness
Self-awareness develops systematically from birth through the life time. The development
of self-awareness is integral to a person’s ability to reflect on their actions, take
responsibility and think about their thinking (i.e. metacognition). As described by Vohs and
Leonhardt (2016), “metacognition refers to the processes which enable individuals to
access, understand, and integrate their ideas about the mental states of themselves and
others, and then use that information to recognize and respond adaptively to psychological
challenges” (in Doney, 2018).
Increasing self-awareness in adulthood requires self-exploration and self-reflection. Some
techniques for this include: journaling (writing down your thoughts or steam-ofconsciousness ideas), tracking what was occurring at a time and tracking your emotions,
seeking feedback from others (e.g. about your strengths and weaknesses, your behaviour at
a certain time), practicing mindfulness (e.g. meditation).

-

-

-

There are different tools that can be used for measuring and evaluating the level of an
individual self-awareness:
Multisource feedback assessment (also known as 360-degree or multi-rater assessment).
This tool suggests that individuals assess themselves and are assessed by others on a variety
of competences. The scores from others are juxtaposed with the self-assessment scores.
The extent of congruence between the assessment scores (others vs self) shows the level of
self-awareness.
Self Consciousness Scale (SCR-S) (Scheier et al., 1985). This tool was designed to measure
both private and public self-consciousness (https://positivepsychology.com/wpcontent/uploads/Self-consciousness-scale.pdf)
Tasha Eurich’s quiz to measure internal and external self-awareness
(http://www.insightquiz.com/selfquiz.aspx?z=0).
Self-awareness is one of the skills that support the development of emotional intelligence,
which in its turn allows for healthier personal and professional relationships. In the context
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of teacher profession, positive relationships with senior leaders, other teachers, students
and parents are known to mitigate occupational stress, thus improving teachers’ mental
health and wellbeing. Numerous research works studies the causes and effects of stress in
teaching, as well as the factors that protect against stress (e.g. environmental supports,
self-efficacy, locus of control). However, a limited number of studies are targeted
specifically at helping teachers to develop self-awareness as stress copying strategy (Doney,
2018).
In relation to stress, however, it was found that a person’s ability to reflect on him-/herself is
reduced by chronic stress. Teachers, who experience stress symptoms resultant from
students’ behavioural problems, find it difficult to detach the perception of that student(s)
from their challenging behaviours. This may block reflective problem solving and lead to
over-reliance on school rules to deal with challenging student bahaviour. This launches a
vicious cycle, where stress reduces the ability to self-reflect, and the inability to self-reflect
increases stress (Doney, 2018).
Awareness is crucial for teachers’ professional growth since it lies at the foundation of
attitudinal and behavioural change. Only when the teacher is aware of the principles driving
his/her teaching practice, he/she is able to analyse and change them as required by the
teaching context. By developing professional awareness, teachers become empowered and
feel more effective professionally (Arsene, 2011).
If teachers make conscious, continuous efforts to enhance their own self-awareness, they
are likely to improve their self-efficacy and job satisfaction (Richardson G., Brent & Shupe J.,
Margery, 2006).
3.7.1.5.1. References
Eurich T. (2018). “What Self-Awareness Really Is and How to Cultivate It”, Harvard Business
Review (https://hbr.org/2018/01/what-self-awareness-really-is-and-how-to-cultivateit)
Doney, L. (2018). “Improving Teacher Mental Health Through Self-Awareness: A Workshop
and Workbook”, Faculty of Education at the University of Lethbridge.
Arsene, M. (2011). “Education, Self-Awareness and Empowerment”, Synergy, volume 7, №
1/2011
Richardson G., Brent & Shupe J., Margery (2006). “The Importance of Teacher SelfAwareness in Working with Students with Emotional and Behavioral Disorders”,
Teaching Exceptional Children, Vol. 36, No. 2, 2003, pp. 8-13.
OECD (2018). “Social and Emotional Skills. Well-being, Connectedness and Success”
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3.7.2. Interpersonal skills description
3.7.2.1. Communication

-

-

-

Communication is the act of transferring thoughts, information, emotions and ideas
through gestures, voice, symbols, signs and expressions from one person to another. There
are several types of communication:
Verbal communication, also called oral communication, refers to expressing one’s ideas,
knowledge and feelings in speech, adapting them to the audience and situation to ensure
good comprehension and attention (Olalla et al., 2008).
Nonverbal communication is the transmission of messages or signals through a nonverbal
platform such as eye contact, facial expressions, gestures, posture, and the distance
between two individuals (Giri, 2009).
Written communication refers to expressing one’s ideas, knowledge and feelings in writing,
in any form, e.g. an email, a memo, a report, a Facebook post, a Tweet, a contract, etc.
Interpersonal communication is the ability to interact positively with other persons through
empathetic listening and through clear, assertive expression of what one thinks and/or
feels, by verbal and non-verbal means. Mastery of this competence is closely related to:
orientation toward others, support for others, self-esteem, respect, communication,
confidence, empathy, personal development, support, etc. (Olalla et al., 2008).
Communication skills can be developed and improved through:

-

-

Active listening - maintaining eye contact; interpreting body language; reflecting on what
have been heard by summarizing and paraphrasing; not being distracted by what is going
on around.
Practicing – in social and professional setting.
Adapting communication styles to support the situation;
Speaking clearly and pronouncing words correctly;
Providing and receiving constructive feedback;
Being confident and assertive, while still respecting the rights, needs and wants of others;
Being empathic - identifying and understanding others' emotions;
Being mindful with your body language and having good interpretation of others’ body
language;
Simplifying the complex;
Showing open-mindedness;
Practicing patience.
The Tuning project developed indicator matrices for evaluation and measurement of
generic competences, including oral, written and interpersonal communication skills (Olalla
et al., 2008). Here we are citing the indicators related to the extent of development of the
interpersonal communication skill (because it is most related to teachers’ wellbeing).
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Measuring interpersonal communication skill
Levels of mastery:
First level of mastery: Establishing good dialogue with colleagues and students, listening and
speaking clearly and assertively
Indicators:
1.Listening attentively
2.Saying what one thinks and feels on a subject
3.Talking about things in a way that doesn’t put others on the defensive
4.Asking questions to gain a better understanding
5.Expressing self clearly and accurately
6.Developing good, consistent body language
Second level of mastery: Using dialogue and understanding to generate relations of
collaboration
Indicators:
1.Listening to and understanding others’ ideas even when opposite to own
2.Criticizing constructively; saying clearly what one thinks and feels without treating on
feelings of others
3.Communicating spontaneously, creating an atmosphere of equality and collaboration
4.Respecting others in content (what is said) and in form (how it is said)
5.Suiting speech and body language to the situation and to the needs of others
Third level of mastery: Fostering sincere empathetic communication aimed at constructive
dialogue
Indicators:
1.Being receptive to others’ communicative proposals even if criticisms; listening to enrich
dialogue
2.Proposing suggestions for quality communication aimed at constructive dialogue
3.Creating communicative contexts based on honesty and sincerity of participants
4.Seeking shared meaning and negotiation of differences arising in communication
Communication is key to teacher success. It is also a key tactic in controlling stress.
According to the Altus Assessment (a research and development company specialized in
the assessment of people skills), newer teachers may experience difficulties in bridging
communication gaps between themselves and students, and themselves and other
teachers. They may find it difficult in telling their senior leaders and colleagues about the
challenges they face in the classroom, and thus experience heightened level of stress.
Teachers who are more open about their classroom challenges and more willing to seek
assistance and guidance, are found to be more likely to report higher job satisfaction.
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Positive interaction (communication) between the teacher and students is crucial because it
forms a cornerstone of positive teacher-student relationship. And the importance of the
latter for teachers’ wellbeing has been widely discussed and confirmed by many research
works and studies (e.g. for meta-analysis see Spilt J., Koomen H. & Thijs J.,2011). Healthy
teacher-student relationships precondition effective teaching and learning because it helps
teachers to control student’s behavior and learning attitudes. As such, positive teacherstudent relationships may indirectly influence teachers’ sense of self-efficacy (ibid).
Non-verbal communication is also important for teachers, because this skill helps teachers
to increase academic achievement and engagement of students. Enthusiastic and exciting
body language fosters student’s enjoyment and ability to retain information.
In addition to creating a positive non-verbal communication climate, teachers should also
understand non-verbal hints that students often give to communicate challenges they are
facing in the classroom. For example, a student who keeps his/her head down and speaks
rarely, may feel intimidated due to difficulties in the relationships with other students.
Understanding non-verbal cues helps teachers better address the needs of their students,
thus creating a better classroom dynamic, and a more positive work experience for
themselves.

3.7.2.1.1. References
Baehr, J. (2011). The Structure of Open-Mindedness. Canadian Journal of Philosophy. 41 (2),
pp. 191-213.
Giri, V. N. (2009). Nonverbal Communication Theories. Encyclopaedia of Communication
Theory.
Olalla et al. (2008). Competence-based Learning. A Proposal for the Assessment of Generic
Competences. Tuning project, University of Deusto.
Spilt J., Koomen H. & Thijs J. (2011). Teacher Wellbeing: The Importance of TeacherStudent Relationships”, Educational Psychology Review, 23, pp. 457-477. URL:
https://link.springer.com/article/10.1007/s10648-011-9170-y
The Importance of People Skills for Teacher Success. Altus Assessment. URL:
https://altusassessments.com/2019/01/importance-people-skills-teacher-success/
3.7.2.2. Collaboration
Collaboration (or teamwork) means the ability to work with others to achieve a common
goal. In teaching, the common goal is always improved learner outcomes. Thus, the teacher
collaboration refers to situation when members of a learning school community work
together to increase student learning and achievement.
Considered by many specialists as a core competence, teacher collaboration involves such
activities as: 1) discussing, planning, and problem-solving together; 2) jointly analyzing
information and using evidence and research to support decision making; 3) working
together on your weaknesses and sharing your strengths together; 4) actively contributing
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to the creation of a respectful and supportive learning environment (Report of the Review to
Achieve Educational Excellence in Australian Schools, 2018).
Collaboration skill enable people within an organization (or outside an organization) to
engage with each other productively and efficiently.
Successful collaboration requires a cooperative spirit and mutual respect. Employers
typically seek employees that function effectively as part of a team and are willing to
balance personal achievement with group goals.
In some cases, teams that collaborate include members of the same department
coordinating on an ongoing activity. In other situations, interdepartmental teams are
assembled to form cross-functional teams tasked with completing special projects within a
prescribed period of time.
The idea of collaboration seems easy enough. Doesn’t it just imply “working together.” But
there’s more to it. If you are working with others on a project, take note of these elements
of healthy collaboration:
 Establish clear definitions and agreements on the roles of partners in the
collaborative process.
 Keep communication open within teams, never withholding information necessary
to carry out tasks.
 Reach consensus about goals and methods for completing projects or tasks. Don’t
move forward until all members are in agreement.
 Offer recognition of, and respect for, the contributions of all collaborators. It’s
important to give credit where credit is due.
 Carefully identify obstacles and address problems cooperatively as they occur.
Teamwork is essential at all times.
 Place group goals above personal satisfaction and/or recognition, especially if you
are the leader. It’s crucial to put the desired project results at the forefront.
Collaboration isn’t about individual goals.
 Be willing to apologize for missteps and forgive others for mistakes. Holding a
grudge or sabotaging the efforts of other team members destroys collaboration.
There are a number of tools that assess readiness for collaboration among professionals and
trainees. There is quite a wide spectrum of quality among these tools, but one that is
commonly cited is the 'RIPLS'.
Collaboration is now recognized as one of the critical 21st century skills that schools need to
teach. That need is being driven by the marketplace as more employers are seeing
the benefit of employees with strong collaboration skills.
But employers are also no strangers to the difficulty of measuring those skills. Companies
are trying a number of strategies from group-based activities to individual assessments
to measure these soft skills during the hiring process. Group-based assessment offers a
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better picture in some ways, but it's expensive, time-consuming and subjective. It can also
make sorting out individual contributions to solutions difficult.
Some schools are now creating soft skills report cards with the help of organizations while
others are incorporating the teaching of collaboration and other skills primarily
through project-based learning, but finding the best way to measure these skills remains an
ongoing challenge.
Collaboration skills can be measured by self-assessment measuring tool. One of them is
Collaboration Survey measures perceptions of collaboration in organizations. Although it is
not directly dedicated to teachers, it can be used as a basis for the construction of a new
tool. The Collaboration Survey is able to provide organization with insights as to where
employees perceive things are going and where additional attention is needed 21 different
items that are relevant to collaboration effectiveness and operations.
Source: http://www.utexas.edu/research/cswr/survey/new/wordpress/products/employeeengagement/collaboration-survey
Another one is Team Effectiveness Questionnaire which was adapted by “Team
Effectiveness Diagnostic” created by London Leadership Academy, National Health Service:
https://www.cu.edu/sites/default/files/Team_effectiveness_questionnaire.pdf
This questionnaire examines team effectiveness from the perspective of eight dimensions:
 Purpose and goals
 Roles
 Team processes
 Team relationships
 Intergroup relations
 Problem solving
 Passion and commitment
 Skills and learning
Research shows that teachers with high level of collaboration skills are more successful in
improving student outcomes than those who work alone (Report of the Review to Achieve
Educational Excellence in Australian Schools, 2018).
When teachers share information, resources, ideas and expertise with each other, learning
becomes more accessible and effective for students. Collaborating means deliberately
building interpersonal relationships and striving for healthy interdependence, which
happens when teachers freely provide and receive help without losing responsibility (Davis,
2020).
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According to Davis (2020) giving teachers opportunity to teamwork and sharing experience
and ideas has many benefits, among which she mentions: increased academic effort,
increased understanding of student data, more creative lessons, and less teacher isolation.
Fostering social well-being is important for teachers to develop skills related to
collaboration and to support positive relationships within collegues, which has been shown
to be associated with teachers’ overall job satisfaction and the quality of their instruction.
Although an increasing number of professional development activities for teachers are
structured around collaboration, evidence on conditions for successful collaboration and
positive outcomes related to collaborative practices remains relatively scarce and
inconclusive (Nelson et al., 2008).
Yet researchers have described several different structures and processes to create a
collaborative culture among teachers in schools (Erickson et al., 2005; Nelson et al., 2008).
Empirical evidence shows that collaboration among teachers may enhance their efficacy,
which, in turn, may improve student achievement and sustain positive teacher behaviours
(Liaw, 2009; Puchner and Taylor, 2006). In a meta-review of empirical studies, Cordingley et
al. (2003) reported that collaborative professional development is related to a positive
impact on teachers’ range of teaching practices and instructional strategies, to their ability
to match these to their students’ needs, and to their self-esteem and self-efficacy. There is
also evidence that such collaborative professional development activities are linked to a
positive influence on student learning processes, motivation and outcomes.
3.7.2.2.1. References
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support professional learning communities”, Teachers College Record, Vol. 110/6, pp.
1269-1303.
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Report of the Review to Achieve Educational Excellence in Australian Schools, 2018
https://docs.education.gov.au/system/files/doc/other/662684_tgta_accessible_final_
0.pdf
3.7.2.3. Conflict management
Conflict management is the skill set and concepts for understanding how to prevent,
manage, and resolve competing needs and interests without resorting to violence.
Researches reveal the need of the innovative ways of conflict management in schools,
integrating mediation in social pedagogy, to ensure a constructive conflict management
and a consistent and long-term effect.
Constructive conflict management is related to the ability of emotional regulation, i.e.
coping with emotions.
The application of the constructive conflict management and mediation method requires
knowledge of its course and therefore requires special preparation.
The data on conflict management skills could be collected from student questionnaires,
school disciplinary reports, and self- reports.
There is not specific research about this skill and teachers’ wellbeing in Lithuania but
conflict management skills are important skill for any human wellbeing and there is clear
evidence from international research. Conflict management styles are linked to teachers
performance with integrating, obliging and dominant styles having positive effects and
avoiding, compromising styles – negative effects (Faroogi, Muhammad, 2015). But conflict
situations are not only mediated by conflict management styles but related also to poor
communication or lack of dialogue, ineffective school leadership, and teacher stress within
schools, also power dynamics within schools, religious and cultural ideologies, norms and
beliefs, and lack of support are viewed as barriers to effective conflict management (Makibi,
2010).
3.7.2.3.1. References
Farooqi, Muhammad. (2015). Interplay of conflict management styles with teachers'
performance. AYER. 1. 294-304.
Innovative Ways of Conflict Management in Schools: Integration Mediation in Social
Pedagogy Education / The Community-Oriented Smart Socialization. Vol. 43, No. 2,
p. 46–57.
Kaušylienė A., Celiešienė, Social E. (2016)
Makibi M. A. (2010) The nature of teacher conflict and conflict management in sixteen
selected primary schools in Lesotho. Thesis (M.Ed.)-University of KwaZulu-Natal,
Durban.
3.7.2.4. Empathy
Empathy is a very important adaptive behavior. Empathy enables us to understand other
people and to provide appropriate assistance. It describes the ability to empathize with
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someone else's situation, to understand their emotions and feelings, as well as compassion
(Grabowiec, 2018). There are, after all, professions, which we can not imagine without the
ability of empathizing. One of such I teachers profession.

-

Empathy can be measured by standardized methods, such as:
Empathy Quotient questionnaire (Baron-Cohen, 2004) - https://psychologytools.com/empathy-quotient/
Questionnaire for Empathic Understanding of Others People (KRE) by Węgliński (1989)
which is used to measure empathy in the cognitive dimension
This skill can be developed throughout the lifespan. One of the possible training method is
Video Stimulus Training, aimed to modeling of empathetic behaviors. In video stimulus
training the trainer asks the participants to watch a videotape about others’ empathic
behaviors, or their own, in mock situations, and to respond to the videotaped excerpts
during the viewing or afterwards. The training session could also be followed by discussion
and feedback (Lam, Kolomitro & Alamparambil, 2011). Participants have the opportunity to
meet other people empathic behaviors and safely discuss their point of view and attitudes
towards watched situations and behaviors
According to Jennings and Greenberg (2009), another essential social-emotional skill for
teachers is empathy, not only for the personal wellbeing of the teacher but also to improve
student learning. Empathetic teachers have a more positive self-image, are more selfdisclosing to their students and respond more to student feelings. Thus, empathy, serving
as a way to understand the diverse perspectives or complex emotions of others, can help
improve teaching strategies and encourage more effective work practices, which also
protect against burnout (Zadworna-Cieślak & Kosakowska, 2018). Empathetic teachers are
less likely to get into conflicts at work, are positive, helpful, understanding and
spontaneous. They are more likely to take on additional work and have lower absenteeism
at work. In moments of nervousness they remain calm and it is difficult to provoke them to
externalize negative feelings (Kaźmierczak, 2009; Kliś, 2012). Polish research indicate the
need for developing empathy among students who begin their teaching careers
(Grabowiec, 2018).
3.7.2.4.1. References
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3.7.2.5. Assertiveness in interpersonal relations
Assertiveness is a multi-faceted element of human behavior; it is a kind of attitude of a
person who in relations with others is guided by the principle of partnership and mutual
respect. If we are assertive, we like ourselves and other people and treat them with dignity.
This actually results in an increase in self-satisfaction and a better quality of life. Although
assertiveness is not necessarily associated with efficiency understood as achieving goals, we
can influence it through the behavior of others, without resorting to aggression,
manipulation or giving in to someone else's pressure. Assertive behavior means expressing
the feelings, attitudes, opinions or desires of another person directly, honestly and firmly in
a way that respects the other person's feelings, attitudes, opinions and desires.
Assertiveness is the ability to express yourself fully in contact with another person or
people. Assertiveness is also deeply connected with a sense of dignity and self-respect.
The definitions of assertiveness, although slightly different, point to the same important
components of assertiveness, e.g.:
According to Jarmużek (2014) the term assertiveness is used to describe our features and
properties, thanks to which we can realize the fundamental right to be ourselves in social
situations. It is a social attitude that expresses our attitude towards ourselves and others.
This attitude can be described in two dimensions: "I'm ok, others are ok". This mean that we
have a positive attitude towards ourselves and others. It is the ability of an authentic life, in
harmony with each other, while respecting the freedom of the other person. It is the ability
to express yourself firmly, honestly and without fear.
Benedikt (2003) says: “Assertive attitude is the skill by which people openly express their
thoughts, preferences, feelings and beliefs, views and values, without experiencing internal
discomfort, but without underestimating their interlocutors”
In accordance with Monti (2007) assertiveness means: “recognizing your own right to
decide what to do in a given situation, instead of following the expectations or requirements
of others. It also means acknowledging the right of other people to do the same”.
What seems to be particularly important, aassertiveness research shows that the tendency
to exhibit assertive behavior increases with the level of self-esteem (i.e. Ibrahim, 2011; Ilhan
et al., 2016) and self-acceptance, a sense of competence, the desire to cooperate and
leadership tendencies. However, it decreases with the submission, submission and hostile
and anti-social activities. Assertive behavior gives a sense of satisfaction with life and is
adequate to social situations. Assertiveness therefore consists in consistent implementation
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of human needs, thanks to which self-confidence grows, and a sense of control over one's
life increases. Assertive people are characterized by honesty towards themselves and
others. Verbal communication, as well as body language of such a person are direct and
explicit and adequate to the situation. Assertive person is full of faith in himself and his
abilities
Being an assertive affects mental and physical health. The ability to be an assertive person
reduces the level of life stress, which has a positive effect on relationships with oneself and
with other people. Therefore, the assertive person is less exposed to the risk of occupational
burnout, because he better manages his own potential and more effectively buffers life and
work stress. If the level of social skills is high enough, its behavior will not be a direct, honest
and firm expression of itself (feelings, opinions and attitudes), while respecting otherness
What is really important, assertiveness is a skill that can be trained. This social skill is a
learned attitude, not an innate attitude. Anyone who has not learned some important social
skills from home can learn them. An important factor is motivation and awareness of the
goal you want to achieve.

According to Poprawa (1998; 2000), the assertive way of behavior is based on
learned, appropriate skills and the related complex structure of beliefs and personal
attitudes with a specific content, which expresses basic human trust in the world
and oneself and respect for the rights and all goods of other people. Complex skills
and personal beliefs associated with them create a person's personal competence to
self-express and cope with the requirements of interpersonal contacts and the
implementation of their tasks.
Assertiveness can be assessed by:
1. The Assertiveness Inventory (Alberti & Emmons, 1995) which is a list of questions that
will be helpful in assessing person’s assertiveness in three areas: Situation Assessment,
Attitude Assessment and Behavior Assessment. The Inventory is not a standardized
psychological measure. However, completing the Inventory may be a useful exercise in
increasing awareness of person’s behaviours in situations that call for assertive responding.
It consists 17 questions rated from 0 (means “no or never”) to 4 (means “practically always
or entirely”).
2. The Rathus Assertiveness Schedule (RAS) which measures a person’s level of
assertiveness. It is also used for assessing behavioural change in assertiveness training. The
RAS provides a score and a percentile for interpretation.The scale contains 30 items in total,
with items scored from very characteristic of me (=3) to very uncharacteristic (= -3).
As Zubrzycka-Maciąg (2015) states - nowadays a teaching profession requires wellmastered interpersonal skills. Thus, proper relationships with others can be a source of
satisfaction, contentment and happiness, but if they go wrong, they can cause conflicts,
loneliness, frustration and mental disorders. Assertiveness is one of the interpersonal skills
that are particularly important in building good, positive relationships between the teacher
and the student. Good communication, including assertive communication, is fundamental
to school work. It should occur in all teaching and learning situations. Assertive behavior of
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the teacher and promotion and acceptance of assertiveness among students is the basis for
building a positive atmosphere in mutual relations, which certainly fosters the development
of opportunities and potential of both students and the teacher.
An assertive teacher strives to be the best at what he does, but is aware of his limitations
and realizes that he will not achieve the intended results without cooperation that children
and young people can encourage, but not force (Jarmużek, 2014)
A teacher with a low level of social competence, including assertiveness, will more often feel
frustrated, helpless and inhibited in social situations. Because his behavior will be devoid of
authenticity and flexibility, hence in many situations he will not be able to respond
adequately and effectively. Such a teacher will lack self-confidence and competence, and
courage to follow his own path. It will be more difficult for him to fight for his plans and
ambitions, to behave in difficult and conflict situations in a manner consistent with his
beliefs. Non-objective people can adopt several life attitudes, such as submission,
manipulation and aggressiveness.
Assertive behavior of the teacher and the promotion and acceptance of assertiveness
among students is the basis for building a positive climate in mutual relations, which
certainly fosters the development of opportunities and potential of both students and the
teacher. According to Knap-Stefaniuk and Ambrozová (2017), assertiveness improves the
relationship between the teacher and students, enables shaping such relationships and
relationships, thanks to which both parties can successfully and successfully achieve goals,
both common and individual.
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Core Competencies of the Contemporary Teacher]. KNUP, 1(51), 82-98.
Monti, P.M. et al., (2007). Trening konstruktywnych zachowań, Warszawa.
Poprawa, R. (1998). Jak rozumieć asertywność? Zarys behawioralno - kognitywno –
fenomenologicznej koncepcji asertywności. Przegląd Psychologiczny, 41, 3/4, 217-238.
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Poprawa, R. (2000). Co znaczy być asertywnym? [W:] B.Kaja (red.), Wspomaganie rozwoju –
psychostymulacja i psychokorekcja (s.106 – 121). Bydgoszcz: Wydawnictwo Uczelniane
WSP w Bydgoszczy.
Rathus, S.A. (1973). A 30-item schedule for assessing assertive behavior. Behavior Therapy,
4(3), pp. 398–406. doi: 10.1016/s0005-7894(73)80120-0.
The Assertiveness Inventory (Alberti & Emmons, 1995) is available here:
www resources:
Zubrzycka-Maciąg, T. (2007). Trening asertywności w kształceniu pedagogicznym. Lublin:

3.7.3. Specific pedagogical skills description
3.7.3.1. Creative thinking ability (creating productive learning environment)

-

There is no agreed definition of a productive learning environment (PLE) among
theoreticians and researchers. In the meta study on the essence of PLE, Ansyarim (2014)
concludes that a productive learning environment unites two major perspectives: 1) phycosocial – motivation, curiosity, and interpersonal interaction in learning; and 2) cognitive –
active construction of knowledge through creative learning engagement. The productive
learning environment is characterized by:
Goal-oriented learning
Authentic and reality-based learning
Motivating and engaging activities
Active and supportive knowledge construction
Self-regulated learning
Reflective learning
All these characteristics are integral to PLE and complement each other. They aim at
improving both the learning process and the learning outcomes (Lillejord & Dysthe, 2008).

-

-

Accordingly, in order to create a productive learning environment, teachers should be able
to:
Set clear goals that students should achieve during a certain period of time and ensure that
students understand these goals;
Establish a context of learning, in which students are able to develop and apply knowledge
and skills as they would in real life (it is particularly important for VET to involve students in
the design and production of real products for real customers in school’s workshops – Nardi,
2018);
Motivate students to learn taking into account individual learning styles and preferences;
Scaffold students’ learning (construction of knowledge by students) and give students
ownership over what they learn;
Enable students to be independent active learners;
Support students’ critical reflection over the learning process and achieved results.
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The ability to create a productive learning environment can be developed by mastering
teaching approaches that foster goal-oriented, reality-based, constructive, intrinsically
motivated, self-regulated and reflective learning. In this case, teaching should be focused
not on what teacher does, but on what students do to acquire knowledge. That is, the
creation of the PLE implies a shift from the role of the teacher to the activity of the student
him- or herself (Lillejord & Dysthe, 2008). Teachers should learn to foster high-order
learning by all students, i.e. to ensure a shift from re-productive (memorizing) to productive
learning (analysing, arguing, applying, creating, hypothesizing, reflecting) (Biggs,

-

When measuring different dimensions of competence, it is important to understand that
they are not observable directly, but manifested in a person’s performance in a specific
situation. Hence, evaluation of this instructional competence (creating PLE) can be made
through the collection of evidence on the process of teaching and on the learning results. All
evidence of competence should be registered and interpreted within specific teaching
situations. Roelofs and Sanders (2007) identify the following major forms of evidence
collection: lesson observation (life or recorded, focused either on teacher actions or student
activities; reflective interview or report (focused on decision-making processes); tasks and
task situations that can be viewed as representative for the competence in question. Task
and task situations can be (ibid, p. 133):
Real (e.g. giving a lesson to the own’s group of students I na day-to-day reality)
Simplified real (e.g. mini-lesson with a smaller group)
Simulated and symbolized assessment situations (relevant tasks that do not immediately
occur in real conditions)
A specific framework describing the levels of development (indicators) of this specific
instructional competence, that could be used an assessment scale, have not been found.
There is a lot of research evidence that positive (e,g, White & Kern, 2018), supportive (e.g.
Gray et al., 2011) and inclusive (e.g. Gray et al., 2017) environment or climate is positively
associated with teachers’ and students’ wellbeing. Positive, supportive and inclusive
environment means a psycho-socially safe environment, in which all members of the school
community feel safe, supported and have opportunities for development. The productive
learning environment is a larger concept that combines the phyco-social safety factors with
active learning factors. In this sense, the creation of a productive learning environment
ensures a better learning attainment on behalf of students, which was evidenced to have a
positive impact on teachers’ sense of self-efficacy and job satisfaction, both of which
contribute to positive mental health and wellbeing (Schleicher, 2018).
Hence, the ability to create a productive learning environment contributes to teachers’
mental health and wellbeing.
3.7.3.1.1. References
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3.7.3.2. Managing student diversity
Definition: Understanding and accepting social and cultural diversity as something that is
personally and collectively enriching, furthering coexistence between people without
incurring in discrimination of sex (gender), age, religion, social, political, and/or ethnic
background.
Mastery of this competence is closely related to: communication and information, shared
values, search for meaning, social justice, responsibility, human dignity, global justice.
Embedding diversity in the curriculum is the creating of learning, teaching and assessment
environments and experiences that proactively eliminate discrimination, promote equality
of opportunity and foster good relations in a manner that values, preserves and responds to
diversity.
Managing students’ diversity in the schools relay on teachers’ competence, the ability to
“function with awareness, knowledge and interpersonal skill when engaging people of
different backgrounds, assumptions, beliefs, values and behaviours.” (Hogan 2007).
Students differ not only with respect to demographic aspects, but also with respect to their
interests, abilities and socio-economic, cultural and linguistic background.
Teachers and professionals involved in education must decide how they manage this
diversity and may choose either to adopt a comprehensive approach to student diversity or
differentiate students to create homogenous learning environments. While the latter opt
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for similarity in the classroom to cater teaching to students’ academic potential and/or
interests in specific programmes, comprehensive education, to which this skill is related,
seeks to provide all students with similar opportunities, leaving to each educator and
institution to provide the full range of student abilities, interest and backgrounds.
Diversity seems to be an ambiguous and elusive concept that refers to human variety in the
social
sciences but it “means different things to different people” (Wyatt-Nichol & AntwiBoasiako,
2008:79). There are many different definitions in the specialized literature (Herring &
Henderson, 2012).
Some authors refers to it, focusing on the major groups protected by affirmative policies
such as race and gender (e.g. Milem, Chang & Antonio, 2005); others use it broadly,
including not only categories of group (social) differences such as race, gender, and
Aboriginal background, but also all types of individual differences such as personality,
sexual orientation and life experiences (e.g., Young et al., 2012).
Diversity is an ambiguous and even elusive concept that refers to human variety in the social
sciences but it “means different things to different people” (Wyatt-Nichol & AntwiBoasiako, 2008:79).
There are several ways teachers can ensure that both the classroom environment and
curriculum are responsive to the increasing cultural diversity of our society. These strategies
will encourage all students’ cultural awareness, enhancing each student’s sense of identity,
and foster inclusion in the classroom community.
In accordance with the pragmatism of this competence, there do not seem to be any
certified measurement systems, so self-assessment or survey analysis are the most used in
competence recognition activities.
It is important to remind why diversity and cultural awareness is so crucial in the classroom
and the benefits it can have on teachers in both the short and long-term.Good level of
competence in managing diversity allow teachers to deal with various cultural and social
groups, fostering them in offering better professional performances and in coping with
stressful situations. These culturally responsive teaching strategies will also help teachers
you to promote diversity in the classroom.
Teachers able to deal with different cultures during their job feel more comfortable and
safer with these differences later in life. This allows them to interact in a wider range of
social groups and feel more confident in themselves as well as in their interactions with
others.
How to measure:
Cultural diversity in the classroom is on the rise. In our increasingly diverse and multicultural
society, it is more important than ever for teachers to incorporate culturally responsive
instruction in the VET and C-VET. The increase of diversity doesn’t only relate to ethnicity, it
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also includes students of different religion, economic status, sexual orientation, gender
identity, and language background.
Fostering inclusion and awareness around multicultural education and taking a culturally
responsive approach to teaching benefits all students. Not only does creating greater
multicultural awareness and inclusion help students with different backgrounds and needs
succeed, but it encourages acceptance and helps prepare students to thrive in an
exponentially diverse world.
Diversity in and out of the education will continue to grow, it is essential to prepare more
culturally-responsive educators that easy adapt to constantly evolving world.
Managing the students diversity skill can be measured by self-assessment measuring tools.
There are several ways teachers can ensure that both the classroom environment and
curriculum are responsive to the increasing cultural diversity of the society. These strategies
will encourage all students’ cultural awareness, enhancing each student’s sense of identity,
and foster inclusion in the VET community.
The key measure ares focusing on managing students’ diversity are:
1. Examine your teaching materials: focus on a project-based learning, blended learning,
culturally-responsive and data-driven learning model.
https://www.prodigygame.com/blog/diversity-in-the-classroom/
https://www.prodigygame.com/blog/culturally-responsive-teaching/
2. Get to know your students
All the students are unique individuals and knowing them teachers build a diverse and
inclusive learning culture. When teachers know their students and understand their
strengths and weaknesses, the educators will be better equipped to promote diversity and
work with other colleagues and teachers to address the challenges and opportunities that
come with a focus on diversity in the classroom.
3. Be willing to address inequality
Part of supporting educators’ diversity competence in the classroom is creating a space for
teachers and students to talk about how issues of discrimination affect them on a personal,
classroom and school-wide level. The more diversity is a topic of discussion, the less
teachers and students will hesitate to address it. Teachers are in a position to lead the
conversation, project-based work, etc. inspire others in the to follow.
4. Connect with parents and community
Schools are a central part of the community, and should reflect and celebrate its diversity.
Teachers should communicate goals for diversity to parents and community. Ask if they
have any questions or concerns, and then listen. Invite them to identify areas in the
curriculum or in the school culture that they feel could benefit from more of a focus on
diversity. Teachers are also recommended to reach out to leaders in the community that
can offer different perspectives, either as experts in their field, professionals, community
workers or activists. Teachers can consider to develop service learning projects (service
learning is an educational method that combines academic goals with community service
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projects; lessons about relevant community issues are combined with existing course
content to optimize the academic experience) that connect classroom learning with
community initiatives.
5. Meet diverse learning needs
Teachers are encouraged to establish different approaches for students with different
learning needs. Some suggestions for making sure the classroom stays accessible and
equitable:
+ Introduce adaptive technologies. Adaptive technologies give students with physical or
learning disabilities the support they need to enter the lesson alongside their peers. This can
include anything from speech-to-text software, talking calculators for students with
dyscalculia, or modified computer accessories for students with physical disabilities.
+ Teachers should use different teaching strategies. Techniques like project-based learning,
differentiated instruction and blended learning all allow teachers to help learners with
different needs.
In Effective Teaching and Learning, educational researcher Naga Subramani argues that an
effective teacher: “Constantly renews himself [or herself] as a professional on his [or her]
quest to provide students with the highest quality of education possible. This teacher has no
fear of learning new teaching strategies or incorporating new technologies into lessons.”
Ultimate List of Teaching Strategies: https://www.prodigygame.com/blog/teachingstrategies/
7. Review Teacher Professional Development opportunities
There are many courses, programmes, trainings and resources for teachers professional
development to help them effectively respond to challenges and opportunities related to
management of students diversity. The VET educators can go through specific professional
self-development training sessions that illustrate how structural inequalities are present in
classroom dynamics and learn to elevate student voices above their own.
With professional development, teachers in VET are better equipped to address challenges
and confront biases in themselves and in their students.
Managing students’ diversity in the VET schools relay on teachers’ competence, the ability
to “function with awareness, knowledge and interpersonal skill when engaging people of
different backgrounds, assumptions, beliefs, values and behaviours.” (Hogan 2007, p. 3).
The ability to manage students’ diversity inclusivity is one of the most important skill and
competence in teachers’ continue career development in the current interculturally diverse
world.
Educational initiatives in many countries emphasise social inclusion in VET education,
resulting in a more diverse student population. The VET education institutions continue to
accept students from ethnically diverse backgrounds, and there is now an onus and an
expectation for teachers (academics) to provide learning environments and experiences
that are inclusive, validating and affirming.
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This presents opportunities and challenges for academic professional staff in managing and
supporting students diversity inclusion. Managing and supporting student diversity in VET
Education focuses on how students succeed amidst a culture of widening participation.
Therefore, it is necessary for VET teachers focus on “the active, intentional, and ongoing
engagement” with differences in a purposeful manner so as to increase their diversityrelated competencies (where difference is) both ‘individual,’ such as personality, learning
and teaching styles, life experiences, and group or social, such as race/ethnicity, gender,
country of origin, religion. According to this teachers’ diverse management skills and
competences should refer not to the presence of difference in student demographics or
course content, but to the act and process of engaging those differences in an intentional,
purposeful manner. (Lee et al 2012, p. 201, quoting Clayton-Pedersen et al 2009).
Creating diversity inclusivity
VET teachers and educational staff should self-reflect (and consider) thier own identities,
biases and backgrounds (academic and otherwise) in the creation of curricula and teaching
experiences in order to develop understanding of how these impact on teaching and
student learning experiences, and how they should adapt to teaching methods
appropriately.
Self reflection methods:
- Explore own identity beliefs, cultural assumptions and unconscious biases as part of class
preparation.
- Address own potential biases about course-related material during class.
- Be mindful of the hidden curriculum, how this can be constructed and how this influences
learning and teaching.
- Be mindful of own personal teaching and learning preferences and their influence on
course construction.
- Provide opportunities for reflection and understanding of cultural biases through learning
and teaching.
- Provide opportunities for students to reflect on their own approaches to equality and
diversity.
- Provide opportunities for students to reflect on their own equality and diversity
competence.
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Supporting literature links:
Equality and diversity: https://www.unionlearn.org.uk/search/site?keys=diversity
Drexel University School of Education, THE IMPORTANCE OF DIVERSITY & CULTURAL
AWARENESS IN THE CLASSROOM: https://drexel.edu/soe/resources/studentteaching/student-teaching/importance-of-cultural-diversity-in-classroom/
7 Ways to Support Diversity in the Classroom:
https://www.prodigygame.com/blog/diversity-in-the-classroom/
15 Culturally-Responsive Teaching Strategies and Examples + Downloadable List:
https://www.prodigygame.com/blog/culturally-responsive-teaching/
3.7.3.3. Coping with specific behaviour issues
3.7.3.4. Improving vocational motivation(ability to self-education)
Vocational motivation is defined as the internal drivers that influence an individual's choice
of career and the relative 'fit' of that chosen career to their unique personality, interests, and
skills.
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Vocational motivation is correlating with personal beliefs, system of values and
predispositions which led to the choice of the profession. But there is number of factors
related to this skill, knowledge and success of the performance.
Teacher‘s vocational motivation is partially related to the external factors that are not the
part of schools’ human resources management and motivational systems. Internal
motivation is well described by self-determination theory of motivation which encompasses
the needs for autonomy, belongingness and competence.
Implementation of creative programmes in schools showed that they were both, among
other positive pedagogical effects, increasing teachers vocational motivation and creating
changes in the microclimate of the schools – improving teacher-student relationships, etc.
(Ugdymo plėtotės centras, 2015). Some international courses for stress management for
teachers also find out that by decreasing stress teachers professional motivation was
increased (de Jesus, Conboy, 2001). On the other hand, research showed teaching-specific
self-efficacy of teachers is a mediator in a case of burnout (Lauermann, Konig, 2016).
Reviewing the research shows that usually the subject of motivation is not approached
directly because it’s such a complex phenomenon, affected by external and internal factors.
Although it seems that drop in motivation could be clearly signaling lowered job satisfaction
and wellbeing.
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3.7.3.5. IT competencies
IT skills can be defined as the ability to use the software and hardware of an information
technology-based device such as a personal computer, laptop, or tablet and ability of
information-retrieval and productive use of information in daily activities. https://www.igiglobal.com/dictionary/it-skills/15877
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This widespread adoption of technology has completely changed how teachers teach and
students learn. Teachers can learn how to teach with emerging technologies (tablets, Smart
Boards, digital cameras, computers). Many information is available on the internet e.g.
https://www.teachhub.com/; https://www.ore.edu.pl/
In Poland there are many courses for teachers, also in VET sector, assessing and improving
IT skills. Those courses are also available online, which is the natural way to learn new
technologies
–
e.g.
http://www.wodn.lodz.pl/wodn/index.php?option=com_content&view=article&id=63&Item
id=186
Teachers’ profession in current times comprises a mix of various skills that include teaching
abilities, learning new information, keeping abreast of technological innovations, and
dealing with students, parents, and the community. These demanding roles can cause
stress, burnout, attrition, and affect teachers' wellbeing (Pillay, Goddard, Wilss, 2005).
However, in modern world technology skills are crucial in the teaching profession. Teens all
over the world are growing up in a world in which the Internet, smartphones, text
messaging, television, and video games are an integral part of everyday life. Schools and
educators should respond to the students’ preferences in ways that may be significant for
education - implement these technologies inside the schools (Thompson, 2013; Collins,
Halverson, 2010). There is a need to encourage teachers to use new technology in various
activities. International European research indicated, that young people in Europe prefer
smartphones to communicate or to get information, tablets for better use in the classroom,
and collaborative games for digital interactive educational activities (Gigntesco et al., 2019).
Most educators use a variety of tools - including video, e-mail, desktop conferencing, online
programs, as well as video conferencing to teach. Thus, it is no longer acceptable for
educators to be technology illiterate. Because IT technologies continue to change and
evolve, educators must continue to strive for excellence in their work to get job satisfaction.
Today that includes continued time and effort to maintain and improve their technology
skills. However, this can be challenging, this s the only way to perform modern education.
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