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This study solicited teacher volunteers to test the ACHIEVER Resilience Curriculum developed to
promote teacher well-being. The program integrated “mindfulness, values clarification,
gratitude practices, and sleep hygiene” in a pre/post test model to determine the impact on a
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evidence-based practices.” At the time of the study, there were no teacher preparation
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Teaching is regarded as one of the most challenging yet rewarding professions. Moreover, research
has shown that stress and burnout are likely to undermine teacher effectiveness and negatively
impact their willingness and intentions to implement evidence-based practices. The present study
sought to contribute to a growing body of research implicating the importance of teacher well-being
by evaluating the efficacy of a theoretically based training that integrates several practices into a
single program (e.g., mindfulness, values clarification, gratitude practices, sleep hygiene, etc.)
that are designed to promote the well-being of teachers—the ACHIEVER Resilience Curriculum
(ARC). To evaluate the ARC, a randomized block controlled study was conducted with pre–post
measurement. Results from the study indicated that, compared with an active control group, teachers
who participated in the ARC experienced significantly better outcomes, characterized by medium
effect sizes, including reductions in job-related stress, improvements in teaching self-efficacy, and
stronger intentions to implement evidence-based classroom practices. The implications of these
findings for teacher preparation and professional development, along with the limitations of the
C 2016 Wiley Periodicals, Inc.
study, are discussed. 

Teaching is regarded as one of the most challenging yet rewarding professions, consistently
ranking as one of the most stressful occupations according to nationwide studies (Jarvis, 2002).
Teacher burnout and exhaustion are chronic issues that afflict the teaching profession, resulting in
negative student outcomes (Clunies-Ross, Little, & Kienhuis, 2008; Grayson & Alvarez, 2008). By
compromising teacher well-being, burnout can undermine the quality of teachers’ performance and
negatively impact their interactions with students (Gerber, Whitebook, &Weinstein, 2007; Yoon,
2008). More specifically, research has shown that teachers who experience significant job-related
stress are likely to exhibit social, emotional, and behavioral problems that interfere with their
effectiveness in the classroom (Evans, 2003; Kyriacou, 2001). In addition, data collected over
several decades have revealed that teacher attrition occurs at an alarming rate, with 40% to 50% of
new teachers leaving the field within their first 5 years, costing up to $2.2 billion annually (Alliance
for Excellent Education, 2014). In addition, for decades, data have demonstrated that teachers leave
the field at a concerning rate, whereas many who stay in the profession are disengaged and have
diminished levels of resilience (Gu & Day, 2013; Jackson, Schwab, & Schuler, 1986; Leiter &
Maslach, 2004; Miller, Brownell, & Smith, 1999).
To complicate matters even further, teachers today are responsible for educating an increasingly
diverse population of students, many of whom are academically underprepared and present unique
social, emotional, and behavioral challenges (Benson, Scales, Leffert, & Roehlkepartain, 2011;
Costello, Mustillo, Erkanli, Keeler, & Angold, 2003; Hoagwood & Erwin, 1997). Moreover, there
has been a growing emphasis among policy-makers and scholars alike on holding teachers more
accountable for student outcomes (Shahjahan, 2011). This emphasis has triggered both research
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and policy that calls for the identification, dissemination, and implementation of evidence-based
practices (EBPs), and has resulted in more ambitious standards for student performance with an
increased emphasis on teacher evaluation (Individuals with Disabilities Education Improvement
Act, 2004; Konstantopoulos, 2014; No Child Left Behind Act, 2001; Spencer, Detrich, & Slocum,
2012). Although these changes are laudable on many accounts, they have escalated the amount of
pressure and administrative burden placed on teachers, further compounding the stress and challenges
associated with the teaching profession (Fleming, Mackrain, & LeBuffe, 2013; Sheridan, Edwards,
Marvin, & Knoche, 2009).
T EACHERS W ELL - BEING

AND I MPLEMENTATION OF

EBP S

Notwithstanding the commendable focus on improving the adoption and use of EBPs in schools,
initial implementation and sustainment of any program or practice with fidelity requires a willing,
committed and stable workforce (Glisson et al., 2008; Manlove & Guzell, 1997). Despite a growing
list of school-based EBPs coupled with recommendations to improve the deployment of these
practices in school settings (Forman et al., 2013), there has been a failure to recognize the critical
role that teacher stress and social-emotional well-being plays in this process. Although many current
initiatives and policies set high standards for teachers’ implementation of EBPs, few show concern
for teachers’ social-emotional well-being or address how it affects their willingness and ability
to deliver EBPs. Within teacher preparation programs, there is a lack of emphasis on promoting
teacher well-being, and few programs have been developed to specifically address this critical issue.
Not only is this focus essential as a retention strategy designed to retain highly skilled teachers in
the profession, but it can also enable teachers to model and promote the resilience they wish to
see in their students (Jennings & Greenberg, 2009). Unsurprisingly, high levels of teacher stress
and low social-emotional well-being have been linked to unsuccessful behavior change efforts and
inadequate fidelity of implementation (Darling-Hammond, 2001; Goleman & Guo, 1998; Howard
& Johnson, 2004; Jorde-Bloom, 1986; Montgomery & Rupp, 2005). As a result, understanding the
factors that undermine teacher well-being and willingness to implement innovative practices should
be a top priority.
C ORRELATES

AND

C AUSES

OF

T EACHER S TRESS

AND

B URNOUT

A large body of research has emerged indicating factors associated with teacher stress and
burnout. Such factors include low self-efficacy, job dissatisfaction, lack of administrative support,
and overall negative school climate, as well as attrition, negative teacher–student interactions, and
limited fidelity of implementation (e.g., Gu & Day, 2013; Kyriacou, 2001; Miller et al., 1999;
Montgomery & Rupp, 2005). Moreover, when compared with the general population, teachers are
at greater risk of experiencing psychological burnout (Evans, 2003), depression (Jurado, Gurpegui,
Moreno, & de Dios Luna, 1998), physical health problems (Bobek, 2002), and job dissatisfaction,
all of which can be precipitating factors for leaving the profession. Jennings and Greenberg (2009)
explain this array of deleterious outcomes using a “burnout cascade” model, which suggests that
job-related stress and burnout compound as teachers encounter increasingly challenging student
behaviors that they are incapable of managing. As a result of this situation, teachers resort to
using more reactive and punitive classroom management strategies over time, which worsens the
classroom climate and increases the likelihood of student problem behavior (Mayer, 1995; Mitchell
& Bradshaw, 2013). Although the correlates of teacher stress and potential causal theories are well
documented, few studies have investigated the effects of interventions designed to support teachers
in learning skills and establishing routines that help them manage job-related stress and promote their
well-being.
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There has been a recent surge in conceptual and empirical work highlighting the relationship
between teachers’ own well-being and resilience and student outcomes (Biglan, Layton, Jones,
Hankins, & Rusby, 2011; Flook, Goldberg, Pinger, Bonus, & Davidson, 2013), and findings from this
line of research may have important implications for teacher professional development. For example,
Jennings (2011) argued that teachers need direct instruction in social–emotional competencies
themselves to learn how to effectively develop positive relationships with students and to “manage
their classrooms effectively and successfully implement social–emotional learning with children”
(p. 135). Moreover, Renshaw, Long, and Cook (2015), who recently developed and validated the
Teacher Subjective Wellbeing Questionnaire, noted that teacher well-being has, historically, been
conceptualized negatively (i.e., as stress and burnout) and have called for a reconceptualization that
seeks to both improve positive indicators of teacher functioning (e.g., teaching self-efficacy and
perceptions of school connectedness) while mitigating the well-known threats to well-being (i.e.,
stress and burnout). Taken together, then, these calls suggest that professional development efforts
targeting teacher well-being should aim for more than simply reducing stress and burnout—they
should also strive to cultivate positive patterns of thinking and feeling.
Within the last decade, research has begun focusing on evaluating the impact of well-being–
promoting interventions for teachers that balance these dual aims: reducing threat-to-well-being
indicators while increasing presence-of-well-being indicators. Most of the extant studies incorporate
mindfulness-based practices to increase teachers’ self-regulatory skills by increasing their intentional
focus on the present moment, and nonjudgmental observation of experiences, with the ultimate goal
of promoting greater levels of health, well-being, and professional effectiveness. For example, Singh,
Lancioni, Winton, Karazsia, & Singh (2013) investigated the impact of mindfulness training for
teachers, which improved their ability to manage stress and notice and respond to student behaviors
to produce positive changes in young children’s behavior. Furthermore, Frank, Reibel, Broderick,
Cantrell, and Metz (2013) studied the effectiveness of mindfulness-based stress reduction training
for teachers, with results indicating improvements in teachers’ self-regulation, self-compassion,
and sleep quality. Moreover, Biglan and colleagues (2011) demonstrated that a training grounded in
acceptance and commitment therapy (ACT) resulted in reductions in teachers’ experiential avoidance
and increases in their mindful awareness, valued living, and self-efficacy. Collectively, these studies
represent a sample of contemporary work that has evaluated the effects of targeted well-being–
promoting interventions for teachers. Although all of these studies point to the promise of such
interventions for teachers, it is noteworthy that each approached intervention from a particular
theoretical perspective that manifested in similarities and differences from the others. Considering
the diversity of practices that teachers could adopt and implement to promote their well-being, the
purpose of the present study was to develop and test an integrative approach to intervening with
teacher well-being that combines theoretically different practices into a coordinated intervention
system: the ACHIEVER Resilience Curriculum (ARC).
P URPOSE

OF THE

S TUDY

The purpose of this study was to add to the growing research base of interventions for reducing stress and promoting well-being by evaluating the efficacy of a novel treatment package
for teachers—the ARC. Primary aims included examining the impact of the ARC on indicators
of teachers’ well-being, as well as their perceptions regarding the acceptability, reasonableness,
and effectiveness of the ARC. Moreover, a secondary aim of this study was to examine whether
teachers’ intentions to implement EBPs improved as a function of receiving the ARC. Consistent
with a widely established theory of behavior change (theory of planned behavior [TPB]; Ajzen,
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1985), this study examined teachers’ intentions to implement EBPs, considering that research has
consistently found that intention to act is one of the strongest predictors of actual behavior (Armitage
& Conner, 2001). The ARC includes a total of eight resilience practices that have been independently
linked to improved psychological and/or physical well-being, with two of them being emphasized
as facilitative practices that enhance the use of the other well-being–promoting practices: (1) values
clarification and (2) commitment and mindfulness-based practices. The present study was guided
by five research questions:
1. To what extent does the ARC reduce job-related stress for teachers in the treatment group
versus the control group?
2. To what extent does the ARC improve teacher self-efficacy for the treatment group relative
to the control group?
3. To what extent does the ARC improve teachers’ intentions to implement EBPs for the
treatment group relative to the control group?
4. To what extent does the ARC improve job satisfaction for teachers in the treatment group
compared with the control group?
5. To what extent do teachers in the treatment group perceive the ARC to be acceptable,
feasible, and effective?
M ETHODS
Participants
The participants included in this study were 44 secondary teachers from a single educational
service district in the Midwest region of the United States. The school district served a relatively large
catchment area and had a total of 645 certified staff and 8,142 students in Grades prekindergarten
through 12. With regard to student ethnicity, 78% were Caucasian, 12% were Hispanic, and 10%
were other. Furthermore, 68% of students were eligible for free and reduced-priced meals.
A flyer was distributed by central administrative staff to secondary teachers within the school
district. The flyer offered access to free web-based training for those staff interested in learning
skills to effectively manage job-related stress and enhancing overall well-being. In total, 54 teachers
responded to the flyer and indicated interest in participating in the training. To incentivize teachers
to participate, they received continuing education hours for their participation. Of the 54 interested
teachers, 44 provided informed consent and agreed to participate in the data collection process. The
other 10 teachers were allowed to participate but did not complete the pre- and post-intervention
measures because they denied involvement in the data collection part of the study. Of the participating
teachers, 32 were high school teachers and 12 were middle school teachers. The average years of
teaching experience was 11.8 (SD = 4.2), and a quarter of participating teachers had obtained a
master’s degree (n = 11). With regard to self-reported ethnicity, 40 teachers indicated Caucasian
as their ethnicity, 2 indicated Asian American, 1 indicated African American, and 1 indicated
Hispanic/Latino.
Procedure
A randomized block controlled design with pre–post data collection was used to conduct an
experimental investigation of the ARC. The first step involved creating 22 pairs of teachers based
on comparable pre-scores on the teacher stress measure. Next, within each pair, teachers were
randomly assigned to either the ARC condition or an attention-control (AC) condition, with the
opportunity for delayed treatment for those in the AC condition. Preliminary analyses indicated that
the two experimental groups did not differ significantly on demographic variables (Degree χ 2 = .47;
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p = .51; Teaching t[1] = –.58, p = .56) or the majority of baseline outcomes (Stress: t[1] = -.40,
p = .70; Self-efficacy: t[1] = .26, p = .80; Intentions to Implement: t[1] = .09, p = .93). The only
significant baseline difference between the two groups was noted for the job satisfaction measure,
t(1) = 2.07, p = .02. To control for potential placebo effects resulting from increased attention
to teachers, the AC condition involved all the teachers meeting together as a professional learning
community to discuss classroom instructional and management practices for struggling students.
They met on the same number of occasions (n = 5) for approximately the same period of time (10
hours) as the participants in the treatment group. Teachers in both conditions received continuing
education hours for their after-school participation in these activities.
The treatment group involved five 2.5-hour ARC sessions implemented by the first author in
collaboration with a doctoral-level school psychologist from the participating school district. The
ARC was administered over the course of 5 weeks using the Adobe Connect web conferencing
system, with all participants meeting together at the same location. The Adobe Connect system
allowed participants to simultaneously see a video, access a PowerPoint presentation, and view
any other supplemental documents utilized by the presenter (first author of this article). Also, the
system enabled interactive experiences for the participants through the use of polls and the questionand-answer capabilities. The PowerPoint and supplemental materials were printed and provided to
each of the participants prior to each session, which was facilitated by a central administrator. The
participants in both groups were required to gather in one of two locations every Thursday evening
for 5 weeks. Participants in the treatment group were asked to bring their own laptop computer to
log in to the Adobe Connect system, which was used to track participant attendance across sessions.
Sessions were organized according to the Know, See, Do, and Improve method, which was modeled
after a direct instruction approach (Joyce, Weil, & Calhoun, 2004), developed by the National Center
of Quality Teaching and Learning for delivering high-quality professional development. All sessions
began with the Know section, which emphasized developing the knowledge and understanding of
the resilience skill, habit, or routine. The See part of each session consisted of modeling or showing a
video demonstration of particular skills, habits, and routines in action. Each of the didactic sessions
ended with participants developing a personalized action plan outlining how they intended to apply
the skill, habit, or routine in their work and life. Beyond the didactic session, the Do part focused on
getting participants to try out and apply the resilience skill over the course of the week. To facilitate
this, each participant identified a practice partner to whom the participants would teach the skill and
who would hold the participants accountable to try out the resilience skill. The use of a practice
partner was predicated on the “saying is believing” principle (Higgins & Rholes, 1978) and served
as an accountability measure to increase the likelihood that participants would try out and apply
the skill beyond the session. All subsequent sessions began with an Improve warm-up activity that
consisted of having participants reflect, share out, and discuss how they intended to improve their
use of the resilience practice presented in the previous session. Moreover, to prompt and remind each
of the members of the treatment group to reflect on and apply the resiliency practices, they received
three e-mails per week (Wednesday, Friday, and Saturday) that included the resilience practice area
of the week (e.g., mindfulness-based practices to integrate into their school and life schedules) and
reminders to integrate and use the previously learned practices.
The AC condition was designed to be structurally similar to the ARC condition in that participating teachers met on the same number of occasions, received attention from central administrators, and
were embedded within a group that could provide a source of social support. A structured professional
learning community (PLC) format was used to bring up and discuss topics related to instructional and
classroom management challenges. Specifically, each meeting was organized around the following
four questions: (a) What do we want to improve?; (b) What is the priority for the group?; (c) How will
this affect my classroom practice?; (d) Does this align with district/school goals?; and (e) What‘s the
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plan to achieve our goal? Unlike the ARC condition, the AC condition did not receive weekly e-mail
reminders.
Pre-intervention data were collected prior to the first session and post-intervention data were
collected 1 week after the final session for teachers in both conditions. An online secured data
collection system was utilized to collect the data. Teachers in both groups were sent reminder
e-mails prompting them to complete the post-intervention measures. Teachers who completed the
pre- and post-intervention measures were included in a raffle to earn one of three $50 gift certificates.
Intervention
The ARC. The ARC was developed as a well-being–promoting intervention designed to train
teachers in specific skills, habits, and routines (hereafter referred to as resilience practices) that
enable them to become resilient educators. It is grounded in a logic model that positions teacher
resilience and well-being as a requisite to attaining career longevity and, more importantly, to creating
nurturing environments and implementing effective practices that are linked to positive student social,
emotional, and academic outcomes (Jennings & Greenwood, 2009). Resilient teachers are able to
optimize their relationships with students and their parents, are more open and willing to incorporate
EBPs into the classroom, and establish and maintain a more positive classroom climate (Jennings &
Greenberg, 2009). Consequently, these elements represent core mechanisms of change that lead to
positive child outcomes.
These ARC practice areas were predicated on three main theories of change: (1) positive psychology, (2) cognitive behavior therapy, and (3) ACT. Positive psychology is a branch of psychology
that focuses on how to make seemingly normal life more meaningful, satisfying, and fulfilling
(Csikszentmihaly, Rathnude, & Whalen, 1993; Masten & Reed, 2002; Peterson & Seligman, 2004).
Positive psychology focuses on cultivating individuals’ strengths, desirable cognitions and emotions,
and healthy relationships by teaching skills, establishing routines, and promoting positive institutions (Seligman, Ernst, Gillham, Reivich, & Linkins, 2009). There is a growing body of evidence
supporting positive psychological practices to enhance subjective well-being (Seligman, 2002; Sin
& Lyubomirsky, 2009). Cognitive behavior therapy (CBT) is a therapeutic approach that addresses
the interconnection among thoughts, feelings, and behavior (i.e., the cognitive triangle). Multiple
studies evaluating the efficacy of CBT interventions have demonstrated that it has common elements
(e.g., cognitive restructuring, emotion regulation skills, problem solving) that help people regulate
their emotions and develop more helpful ways of thinking about their current circumstances (Barrett,
1998; Kazdin & Weisz, 2003). Lastly, there has been a rise in research supporting ACT to improve
the well-being and success of people who experience a variety of life stressors (Hayes, Luoma,
Bond, Masuda, & Lillis, 2006; Ost, 2008). The aim of ACT is to enable people to become more
psychologically flexible toward life and strive to behave in a way that is consistent with their values (i.e., values-directed behavior). All three of these theoretical frameworks—positive psychology,
CBT, and ACT—were used to inform the selection and development of the eight ARC practice areas.
ARC Practice Areas. The practice areas included in the ARC were purposefully selected
to benefit teachers who are motivated to reduce their stress and burnout, enhance their subjective
well-being, or a combination of the two. In total, ARC includes eight standalone practice areas
that focus on helping teachers learn skills and routines they can integrate within their professional
and private lives to enhance their resilience. ACHIEVER is an acronym that captures each practice
area: (1) Awareness and empowerment through mindfulness-based practices; (2) Choosing to pay
attention to the positive and practicing gratitude; (3) Helping and doing good deeds for others;
(4) Identifying unhelpful thoughts and altering them to be more helpful; (5) Engage in good sleep,
exercise regularly, and eat well; (6) Values clarification and commitment; (7) Establishing good social
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support, role model(s), and a mentor (relationships); and (8) Rewarding yourself through relaxation
and recreation. Although the eight practice areas could be adopted and used in a standalone fashion,
they were integrated together to produce a synergistic effect in that the more practice areas a teacher
uses, the greater the benefits the teacher will likely experience.
The ARC begins by first training teachers in two meta-practices that are intended to provide
the foundation for well-being and facilitate the use of other practices: (1) values clarification and
commitment, and (2) awareness and empowerment through mindfulness-based practices. ARC
begins by having teachers clarify and make commitments to their values as educators to provide
motivation for acting in the service of such values despite the stressful or challenging situations that
arise in the context of work (Simon, Howe, & Kirschenbaum, 1978). The values serve as a compass or
guide that informs the selection of subsequent practices and provides the basis for enhancing teachers’
sense of meaning and purpose about the profession. Following values clarification and commitment,
teachers are trained in specific mindfulness-based practices (e.g., Mindful STOP, mindful breathing,
mindful commute, and mindful breaks with students) that are designed to empower them to notice and
accept—rather than attempt to control or avoid—their internal and external experiences, particularly
the aversive ones, as they approach and engage in their professional duties (Hayes, Stroshal, &
Wilson, 2011). These two meta-practices were referenced throughout subsequent training sessions
and in reference to using other ACHIEVER practices. It is important to note, however, that a key
feature of the ARC is to encourage participants to exercise choice by selecting and trying out
whatever practices they felt comfortable with and that they perceived to be personally relevant and
beneficial.
Measures
Perceived Stress Scale. A modified version of the Perceived Stress Scale (PSS; Cohen,
Kamarck, & Mermelstein, 1983) was used to evaluate teachers’ perceptions of stressful experiences in their work with students and life in general. Items were modified according to their wording
to reflect experiences related to their work in schools. Items include a 5-point scale that ranges from
0 (never) to 4 (very often). The PSS includes 10 items that measure different aspects of perceived
stress and has been shown to be a reliable and valid measure of life stress. The internal consistency
estimate obtained in the present study (α = .82) indicated that the PSS possessed adequate reliability.
Teacher Self-Efficacy Scale. A modified version of the General Self-Efficacy Scale (Schwarzer
& Jerusalem, 1995), called the Teacher Self-Efficacy Scale (TSES), has been demonstrated to be a
reliable and valid measure of teacher self-efficacy (Schwarzer, Schmitz, & Daytner, 1999). This scale
was used to assess providers’ confidence and self-efficacy related to their ability to work effectively
with children. Self-efficacy refers to an individual’s belief in his or her capacity to execute behaviors
necessary to produce specific performance attainments (Bandura, 1986, 1993, 1997). Items include
a 4-point scale that ranges from 0 (not at all true) to 4 (very true). The internal consistency estimate
obtained in the present study (α = .79) indicated that the TSES possessed adequate reliability.
The Satisfaction with Work Scales. The Satisfaction with Life Scale is a measure of the extent
to which a person is satisfied with his or her life as a whole (Diener, Emmons, Larsen, & Griffin,
1985). This instrument has been modified and validated by researchers to measure work satisfaction
specifically and is known as the Satisfaction with Work Scale (SWWS; Blais, Lachance, Forget,
Richer, & Dulude, 1991). The SWWS is a 5-item scale that is based on a 7-point Likert rating format
(1 = strongly disagree to 7 = strongly agree). In this article, we refer to this measure as the measure
of Job Satisfaction. The internal consistency estimate for the SWWS in the present study was α =
.78, indicating that it possessed adequate reliability.
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Intentions to Implement. The Modified-Intentions to Use Scale (MIUS) includes 5 items, modified to specifically assess teachers’ intentions to implement EBPs. The scale is based on work investigating practitioners’ intention to adhere to measurement-based care (Kortteisto, Kaila, Komulainen,
Mantyranta, & Rissanen, 2010) and included language consistent with the recommendations from
Ajzen (2002) when developing measures to assess behavioral intentions within the widely established TPB. Research has shown that it is a reliable and valid method of measuring intention (Webb
& Sheeran, 2006). The internal consistency estimate obtained in the present study (α = .75) indicated
that the MIUS possessed adequate reliability.
Intervention Rating Profile. Teachers rated the acceptability of the ARC after the final session
by completing the Intervention Rating Profile (IRP-15; Martens, Witt, Elliott, & Darveaux, 1985).
The IRP-15 is a 15-item scale that was developed to evaluate the perceived acceptability, reasonableness, and effectiveness of a given intervention or program. The items ranged from a low of 1
(strongly disagree) to a high of 6 (strongly agree). Internal consistency estimates (α > .90) have
been shown to be adequate (Martens et al., 1985).
Data Analytic Strategy
Statistical analyses consisted of calculating descriptive and inferential statistics to address
primary and secondary research questions. Descriptive statistics (including measures of central tendency and variability) were computed to describe the participants’ scores on the dependent variables
(DVs) for both pre- and post-intervention. Inferential statistics included a series of independent samples t tests and factorial analyses of variance (ANOVAs) using pre- and post-scores as the dependent
variables to evaluate whether there were statistically significant differences between the treatment
and control groups. However, for the Job Satisfaction measure, due to differences between groups at
baseline, a one-way analysis of covariance (ANCOVA) was performed using pre-intervention scores
as the covariate and post-intervention scores as the dependent variable. Finally, to estimate the
magnitude of the effects produced by the ARC, standardized mean difference effect sizes (SMDES)
were computed. Specifically, the following formula was used because it controls for preexisting
differences between treatment and control groups (Fritz, Morris, & Richler, 2012):

 

M post,T − M pr e,T − M post,C − M pr e,C
(1)
SMDES =
S D pr e
This formula subtracts the change in pre–post mean scores from the control group from the
change in the pre–post mean scores from the treatment group and divides this number by the standard
deviation of the pre-test scores. Therefore, the difference between treatment and control is interpreted
in standard deviation units.
R ESULTS
Descriptive Statistics
The descriptive statistics for the outcome variables are depicted in Table 1. Measures of
central tendency on the outcome variables at pre-intervention indicated that teachers in the ARC
and AC groups were relatively similar on all measures with regard to means, standard deviations,
and range. Data also indicated that although the means were relatively stable for the AC group
across pre-intervention and post-intervention observations, the means for the ARC group changed
in the hypothesized direction across pre-intervention and post-intervention measurement periods.
The ARC group demonstrated the greatest amount on the PSS ( = 3.00) and the least on the TSES
measure ( = 1.84).
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Table 1
Descriptive Statistics: Means, Standard Deviations, and Range for Outcome Variables
Pre
Outcome Variables
Perceived Stress
Treatment (ARC)
Control (AC)
Self-Efficacy
Treatment (ARC)
Control (AC)
Job Satisfaction
Treatment (ARC)
Control (AC)
Intentions to Implement
Treatment (ARC)
Control (AC)

Post

Mean

SD

Min.

Max.

Mean

SD

Min.

Max.

15.50
16.22

6.22
6.00

5
6

26
26

12.50
16.86

3.91
4.83

6
8

24
27

13.31
13.04

3.42
3.06

5
4

18
18

15.05
12.88

2.17
3.06

11
8

18
18

24.54
21.65

4.68
4.90

14
10

32
30

27.88
22.14

4.08
5.10

18
12

35
31

18.05
17.90

4.89
5.06

7
10

28
28

20.77
17.17

3.65
4.29

13
9

28
26

Note. AC = attention-control; ARC = ACHIEVER Resilience Curriculum; max. = maximum; min. = minimum.

Inferential Statistics
All assumptions with regard to performing ANOVAs were assessed and met (e.g., sphericity,
multivariate normality, homoscedasticity). In the case of the self-efficacy and job satisfaction scales,
the data were slightly non-normal (negatively skewed; Kolmogorov-Smirnov = .98 and 1.16, respectively). As a result, a square root transformation was performed to normalize the data for these
two outcome variables (Tabachnick & Fidell, 2013). In total, four separate ANOVAs were performed
to determine whether there were significant differences between the treatment and control groups.
To control for multiple comparisons, the Holm-Bonferroni correction was employed to control the
familywise error rate, which consists of adjusting the rejection criteria systematically for each of the
individual hypotheses.
Perceived Stress Scale. The mixed factorial ANOVA included one within-subject factor (Time:
pre and post) and one between-subject factor (Experimental condition: treatment and control). The
results of the mixed factorial ANOVA are displayed in Table 2. The first step in analyzing the results
was to assess the significance of the Time*Treatment Group interaction effect, given that a significant
interaction effect renders the interpretation of the main effects invalid (Tabachnick & Fidell, 2013).
The results indicated there was a significant interaction effect between time and treatment group,
F(1, 42) = 11.55, p = 0.001, even after adjusting the rejection criteria based on the Holm-Bonferroni
correction (p < .01). To interpret the significant interaction, the pre- and post-intervention means
for the treatment and control groups were plotted in a graph (see Figure 1A). Both groups were not
significantly different at baseline, t(1) = –.40, p = .70, and it was not until the introduction of the
intervention that participants in the ARC group experienced a reduction in their perceived stress,
whereas perceived stress for the AC group remained relatively constant. The SMDES associated
for this outcome variable was .69, which indicates that there was greater than one-half standard
deviation difference between the change in perceived stress reported by the ARC group versus AC
group. According to Cohen (1988), this effect size is moderate, indicating a likely noticeable and
meaningful effect.
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Table 2
Results from Mixed Factorial ANOVAs Examining Differences in Pre–Post Changes Between Treatment and
Control Groups

Stress
Time
Time*Condition
Self-Efficacy
Time
Time*Condition
Intentions to Implement
Time
Time*Condition

p

Effect Sizea

F

df

4.89
11.55

1, 42
1, 42

.033
.001

–
.69

10.59
8.58

1, 42
1, 42

.002
.005

–
.64

6.67
17.23

1,42
1, 42

.013
< .001

–
.77

Note: ANOVA = analysis of variance.
a Standardized mean difference effect size between treatment and control group. Effect size interpretation guide: .00–.29
= negligible, .30–.49 = small, .50–.79 = moderate, .80+ = large.

FIGURE 1. Pre- and post-study means for ACHIEVER Resilience Curriculum (ARC) and attention control (AC) groups on
the main outcomes variables: (A) Perceived Stress, (B) Self-Efficacy, and (C) Intention to Implement.

Teacher Self-Efficacy. The results indicated there was a significant interaction effect between
time and treatment group, F(1, 42) = 8.58, p = .005, even after adjusting the rejection criteria based
on the Holm-Bonferroni correction (p < .0125). As one can see in Figure 1B, both groups had
comparable means at baseline, t(1) = .26, p = .80, and after the ARC was implemented, the ARC
group demonstrated a significant increase in self-efficacy relative to the control group. The SMDES
for self-efficacy was .64, indicating a moderate effect according to Cohen’s (1988) guidelines.
Job Satisfaction. Given that there were significant differences between the ARC and AC
groups at baseline, t(1) = 2.02, p = .04, a one-way ANCOVA was performed using pre-intervention
scores as the covariate and post-intervention scores as the dependent variables. The results of the
ANCOVA are displayed in Table 2, indicating a significant main effect for the condition, F(1, 42)
= 6.72, p = .05. When examining the adjusted means after controlling for pre-intervention scores,
the treatment group was associated with a significantly higher job satisfaction mean than the AC
group. The obtained SMDES was moderate (.57) according to Cohen’s (1988) guidelines, which is
an effect that should be noticeable by untrained observers.
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Intentions to Implement. The mixed factorial ANOVA results indicated there was a significant
interaction effect between time and treatment group, F(1, 42) = 17.23, p < .001. To interpret the
significant interaction, the pre- and post-intervention means for the treatment and control groups are
shown in Figure 1C. Both groups had comparable pre-intervention scores at baseline, t (1) = .09,
p = .93, and it was not until the introduction of the ARC group was there an association with an
increase in intentions to implement, whereas the AC group demonstrated a slight decrease. Similarly,
the SMDES associated with this analysis was .77, which also indicates that there was three fourths
of a standard deviation difference in the change for the ARC group compared with the AC group.
According to Cohen (1988), this represents a moderate effect, approaching a large one, that should
be noticeable by untrained observers.
Social Validity
Only the teachers in the treatment group were asked to complete the social validity
questionnaire—IRP-15 (Martens et al., 1985). The results for the IRP-15 indicated that participating teachers found the ARC to be reasonable, acceptable, and effective. The average rating across
all 15 items for the three teachers was 5.7 on a scale from 1 to 6 (minimum = 5.4 and maximum
= 6.0), indicating that teachers either agreed or strongly agreed with items assessing the reasonableness, acceptability, and likely effectiveness of the ARC. Four of the 15 items received an average of
rating of 6, indicating that the teachers strongly agreed with the statement. These items included:
“this would be an acceptable intervention to help improve teachers’ well-being,” “I found at least a
few the practices used in the ARC intervention to be helpful,” “the ARC includes practices that could
help teachers perform better in the classroom,” and “this intervention would not result in negative
side effects for teachers.”
In addition, participants were asked which practices they found most beneficial and planned on
incorporating into their professional and personal lives. The results revealed the following: 100% of
participants indicated that they wanted to continue the exercise, eat well, and engage in good sleep
practice; 90% (n = 20) indicated a desire to continue the awareness and empowerment through
mindfulness practice; 77% (n = 17) reported the desire to continue to use values clarification and
commitment, practicing gratitude, and identifying unhelpful thoughts and adjusting them to be more
helpful; 50% (n = 11) reported wanting to continue to use helping and doing good deeds for others
and establishing good role models and social supports practices; and 37.5% reported the desire to
continue rewards via relaxation and recreation practice.
D ISCUSSION
Teacher well-being and implementation of evidence-based classroom practices are both topics
worthy of scientific inquiry, yet few research studies have linked these two areas of research.
Moreover, few studies to date have experimentally examined the impact of interventions designed to
promote aspects of teacher well-being. In light of these gaps in the extant research base, the purpose
of this study was to conduct a randomized controlled trial investigating the impact of the ARC to
improve indicators of well-being and intentions to implement EBPs among secondary teachers.
Findings from this study provide evidence supporting the development and delivery of theoretically based resilience trainings that target promoting teachers’ well-being and improve their
intentions to implement high-quality practices. Indeed, the results revealed that the ARC produced a
significant impact on all four outcomes measured in this study. Teachers in the ARC group reported
moderate reductions in perceived stress, moderate improvements in self-efficacy, moderate increases
in job satisfaction, and moderately stronger intentions to implement EBPs than teachers assigned to
the AC group.
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The social validity findings are particularly worth noting, considering that teachers perceived
the ARC to be feasible, acceptable, appropriate, and effective. Overall, every participating teacher
in the ARC group reported that they intended to continue to use the physiological practice (sleep,
eating, and exercise), and a large majority reported that they found mindfulness-based practices
effective and intended to use them in the future. Given that most teachers found these two practices
useful, it begs the question of whether a focus on these two practices alone would be sufficient to
produce well-being benefits for a significant number of teachers, thereby, enabling more efficient
and feasible delivery of well-being training for teachers. Given the multiple practices integrated into
the ARC, it is impossible to discern which practices were responsible for the positive outcomes and
which ones could be left out.

Implications
The results from this study offer several important implications for both research and practice.
First, the findings contribute to implementation science research, which is devoted to understanding
the factors that impact the uptake, use, and sustainment of EBPs. Although most conceptual implementation frameworks include individual-level factors that facilitate or impede the adoption of
effective practices, few have incorporated the well-being of implementers as an important facet of
the adoption and implementation process. Research using the TPB (Ajzen, 1985) has demonstrated
that behavioral intentions are the most proximal and potent predictor of individual behavior (Cook
et al., 2015). Thus, teachers who report greater intentions to implement EBPs in the classroom are
more likely to change their behavior in a way that implements said practices with fidelity. When
considering the findings from this study in the context of the TPB, results indicate that intentionally
teaching teachers practices that enable them to effectively manage stress and cultivate well-being
may help create greater system readiness to facilitate the uptake and use of EBPs. Indeed, one of
the more significant barriers preventing the adoption, use, and sustainment of EBPs may be teacher
stress and burnout (Aarons, Fettes, Flores, & Sommerfield, 2009). The results suggest that stress,
and lower levels of self-efficacy are likely to decrease a teacher’s willingness and intentions to try
new practices.
Second, this study’s findings have implications for teacher preparation and ongoing support.
In a cursory review of the top teacher preparation programs in the country, none of them included
a course on teacher well-being, stress management, or resilience. Given the findings of this study
and previous studies, the University of Washington has created a resilience course for undergraduate
students in the Early Childhood and Family Studies major, as many of the graduates pursue a career
in the teaching profession. Researchers, policymakers, and higher education leaders should consider
the creation of evidence-informed policy that calls for intentional practices that target promoting the
well-being of educators, considering the important role it plays in creating a stable and emotionally
competent workforce that is committed to implementing the best practices possible to achieve
positive outcomes for students.
Third, these findings suggest that there is a need for school districts to create an infrastructure
of supports that target educators’ well-being. Too often, the well-being of the teachers is ignored,
and the results are that teachers who are stressed and overwhelmed leave the profession and interact
ineffectively with students. Despite intense pressure and efforts to increase accountability (e.g.,
teacher evaluation) and capacity to deliver effective practices (e.g., Common Core Standards),
educational administrators need to adopt a balanced perspective that values teacher well-being as an
essential piece to creating high-quality learning environments in which students thrive. The results
of this study suggest that school systems will ultimately need to go beyond believing that it is
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important to support the well-being of teachers to actually delivering supports that target promoting
their well-being.
Fourth, the findings from this study along with the growing evidence from other studies support
the use of mindfulness training for teachers and students in educational settings (e.g., Frank et al.,
2013; Mendelson et al., 2010; Napoli, Krech, & Holley, 2005; Singh et al., 2007; Van de WeijerBergsma, Langenberg, Brandsma, Oort, & Bogels, 2012). Although mindfulness was a central feature
of the ARC and is often the sole focus of training in other programs, researchers and practitioners
need to consider other practices that could help improve teachers’ ability to effectively manage
stress and increase their sense of self-efficacy and satisfaction with their work. The ARC represents
a unique program in that it integrates multiple theoretical paradigms and corresponding practices
into a single program, with the goal of exposing teachers to a wide range of practices that could
potentially be beneficial to them.
Last, this study’s findings has several implications for school psychological practice. First,
school psychologists can play a critical role in advocating for the importance of specific resilience
and well-being promoting practices for educators. Second, findings from this study and others suggest
that school psychology training programs should equip school psychologists with the knowledge
and skills to promote teacher resilience and well-being. Third, school psychologists should examine
stress and burnout as individual-level barriers to teachers’ successful adoption and implementation
of EBPs. Removing stress and burnout alleviate significant barriers to a teacher’s willingness to
implement EBPs that target class-wide or individual student outcomes.
Limitations and Future Directions
The results of this study should be considered in light of several methodological limitations.
First, these results are deemed preliminary and are based on a limited number of participants who
lacked diversity. Considering that replication is important for establishing the generalizability of
results, and that replicated results are further validated when obtained across diverse samples of
participants and research teams (Kratochwill & Shernoff, 2004), it is clear that more research on
the ARC and other well-being–promoting interventions is warranted. Second, although behavioral
intentions have been shown to be a significant predictor of actual behavior, this study measured
only teachers’ intentions to implement EBPs. Future research should examine whether well-being–
promoting interventions result in actual improved adoption and implementation of EBPs by teachers.
Third, given the limited sample size, moderator analyses could not be performed to determine with
whom and under what conditions well-being–promoting interventions are likely to be effective for
teachers. Fourth, this study used only self-report measures. It is possible that the findings are due to
a positive perceptual bias that was influenced by participation in the intervention. Future research
should use multiple sources of data to analyze the impact of teachers’ well-being. Fifth, participants’
baseline well-being practices were not assessed to examine whether they moderated the impact of the
resilience training. It is entirely possible that teachers who engaged in poor sleep, limited physical
activity, and ate poorly at baseline were most likely the beneficiaries of the resilience training (i.e.,
had greater room for improvement). Sixth, given the recruitment procedures used in this study,
there is the potential for self-selection bias, which impacts the representativeness of the sample
and therefore limits the external validity of the findings. Readers are encouraged to generalize the
findings to teachers who would be willing to participate in a study on cultivating resilience. Future
research should explore the impact of the ARC with a more representative sample of teachers. Last,
this study did not include the collection of follow-up data, which questions whether the positive
findings would sustain into the future. Future research should examine longer-term outcomes of
well-being–promoting interventions for teachers.
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It is also important to recognize that this study did not promote contextual factors that would
support teachers’ resilience. This is a significant limitation because a well-rounded approach to
promoting teacher well-being would not only promote individual-level skills, habits, and routines
but would also cultivate an environment and organizational climate that promotes well-being. Indeed, numerous studies have demonstrated the link between organizational context and stress and
well-being (Thoonen, Sleegers, Oort, Peetsma, & Geijsel, 2011). Ultimately, optimal learning environments for students will be created when the adults have the skills necessary to promote their own
well-being and are open to implementing innovative practices (i.e., EBPs) that have been linked to
improved student outcomes.
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