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2 DIKICI & YAVUZER

Abstract

This study aims to examine the mediating role of teacher self-efficacy in the relationship
between social support and classroom stress among prospective teachers. For this purpose,
data were collected from a total of 725 pre-service teachers enrolled in the faculties of
education at five different universities in Turkey. The data collection instruments included the
Teachers’ Sense of Efficacy Scale, the Social Support Scale, and the Teacher Stress Inventory.
To evaluate the relationships among perceived social support, self-efficacy levels, and
classroom stress, a path analysis was performed to verify the fit of two models. While Model
1 considered both direct and indirect effects, Model 2 included only direct effects. Structural
equation modelling was employed to test the hypothesized mediation effect. The results
revealed that the relationship between classroom stress and social support (specifically
support from teachers and classmates) was fully mediated by teacher self-efficacy.
Furthermore, Model 1 showed a better fit compared to Model 2. These findings highlight the
critical role of social support and self-efficacy in managing stress among prospective teachers.
The results are interpreted in the context of the existing literature, and the implications for
teacher training programmes are discussed. Recommendations for future research are also
provided.

Keywords: prospective teacher; teacher education; self-efficacy; stress in classroom; social
support

Resumen

El objetivo de este estudio es examinar el papel mediador de la autoeficacia docente en la
relacion entre el apoyo social y el estrés en el aula entre futuros/as docentes. Se recopilaron
datos de un total de 725 profesores/as en formacién matriculados en las facultades de
educacidén de cinco universidades diferentes de Turquia. Los instrumentos de recopilacién de
datos incluyeron la Escala de Eficacia Docente, la Escala de Apoyo Social y el Inventario de
Estrés Docente. Para evaluar las relaciones entre el apoyo social percibido, los niveles de
autoeficacia y el estrés en el aula, se llevd a cabo un path andlisis para verificar el ajuste de
dos modelos. Mientras que el Modelo 1 consideraba tanto los efectos directos como los
indirectos, el Modelo 2 solo incluia los efectos directos. Para comprobar el efecto mediador
hipotetizado se empled un modelo de ecuaciones estructurales. Los resultados revelaron que
larelacidn entre el estrés en el aula y el apoyo social (concretamente, el apoyo del profesorado
y compafieros/as de clase) estaba totalmente mediada por la autoeficacia docente. Ademas,
el Modelo 1 mostré un mejor ajuste en comparacién con el Modelo 2. Estos hallazgos resaltan
el papel fundamental del apoyo social y la autoeficacia en la gestion del estrés entre el futuro
profesorado. Los resultados se interpretan en el contexto de la bibliografia existente, y se
discuten las implicaciones para los programas de formacién docente. También se
proporcionan recomendaciones para futuras investigaciones.

Palabras clave: futuros/as docentes; formacion del profesorado; autoeficacia; estrés en el
aula; apoyo social
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SOCIAL SUPPORT AND STRESS IN CLASSROOM 3

The education system in Turkey has a central management feature. Curriculums are developed
by the central management. Elementary, middle, and high school curriculums are developed by the
Turkish Ministry of National Education (TMNE). Teacher training programs are also developed by the
Council of Higher Education (CHE). These curriculums are implemented similarly in all schools in
Turkey. The CHE began the process of reorganizing educational faculties in 1998. New teacher training
programs were published in 1998, 2006, and 2018 (CHE, 2018). In Turkey, all faculties of education
follow the current curriculum, and the program lasts four years. Introduction to education, educational
psychology, educational sociology, measurement and evaluation in education, teaching principles and
methods, classroom administration, teaching technology, and so on was covered in the first three
years. The last year of the curriculum emphasizes the Teaching Practice Course in school settings, when
trainees are sent to classrooms to conduct lessons and learn about school procedures.

The Teaching Practice Course is designed to provide Turkish prospective teachers with teaching
experience. This course covers the teaching applications in the TMNE's state schools in the teaching
sector. Prospective teachers in all disciplines have the ability to apply their qualifications in a real-world
setting similar to the teaching career that they have learned about in the faculty of education through
this course (CHE, 2018). Prospective teachers have to enter the classroom for 6 hours a week for two
semesters under the supervision of a supervisor (teacher) and give lectures to the students of
elementary, middle, and high schools.

In the context of teacher education, teaching practice is a necessary field practice experience in
which prospective teachers apply the knowledge and skills they have learned in real classroom settings.
Teaching quality and student accomplishment are determined by the teacher's employment of various
teaching technics and instructional materials chosen and employed in line with instructional goals, an
instructional framework customized to students' needs, and good interaction formed with students.
Teachers who demonstrate these efficiencies are referred to as successful teachers (CHE, 2018; Heinz,
2024). In short, prospective teachers should gain these skills through theory and practice during their
training and believe that they can teach effectively and deal with difficulties in their future careers.

Even though prospective teachers do not have the same responsibilities and duties as in-service
teachers, they practice in the classroom (under supervision) for the first time. At the same time,
prospective teachers may be anxious about writing lesson plans, choosing and using teaching
techniques and strategies, and managing and maintaining discipline in the classroom (Caires et al.,
2009). While supervision encourages professional development on the one hand, it can also be a

source of stress due to the evaluation of students during teaching practice (Ngidi & Sibaya, 2003). The
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4 DIKICI & YAVUZER

assistance and support offered by university and school supervisors have a considerable impact on the
productivity and efficacy of teaching practices. Caires et al., (2012) point out that supervision plays an
important role in prospective teachers' socialization process, learning and professional development,
as well as on their emotional and physical balance. The supervisor (peer, the university and school
supervisors) is a key element in teaching practice, as a supporter and guide of the learning to teach
process and an important source of emotional support (Caires & Almedia, 2007).

In this research, it is aimed to determine whether self-efficacy levels are significantly involved
as a mediating variable in the relationship between prospective teachers’ perceived social support and
classroom stress levels. In Turkey, many studies have been conducted on prospective teachers' stress
levels (e.g. Tongal & Sert, 2022), coping styles (e.g. Biber et al., 2019), perceived social support
(Alanoglu, 2020), self-efficacy beliefs and resources (Arslan & Colakoglu, 2019). However, no study has
been found in the Turkish literature that examines prospective teachers' classroom stress, self-efficacy
and perceived social support variables together. The outcomes of this study are expected to inform
teacher trainers in university teacher education departments as steps are implemented and goals are
set to reduce prospective teachers' classroom stress. In addition, the content of this study is believed
to contribute to the improvement of the quality of teaching practice courses in teacher training

programs.

Theoretical Framework and Literature Review

Teacher stress

Teacher stress is described as an unpleasant, negative feeling experienced by a teacher as a
result of some part of their profession as a teacher, such as anger, anxiety, tension, frustration, or
sadness (Kyriacou, 2001). There are three major dimensions of stress causing these negative emotions:
The first is stress sources. These are the events happening in the workplace. For example, disruptive
and boisterous student group or rude and argumentative parents are stress sources the teachers can
encounter in the workplace. The second dimension includes the psychological (fear, anxiety, anger,
aggression, and so on.) and physiological (increased muscle tension, increased heart rate) effect of
stressor on the individual. The third dimension is evaluating a present stressor as threatening or
harmful (Hansen & Sullivan, 2003).

Teachers report specific stressors lack of motivation in students, managing student behaviour,
lack of resources and support, workload, coping with changes, evaluations from administration,
interactions with colleagues, poor working conditions (e.g. Chaplain, 2008; Herman et al., 2020;

Kyriacou, 2001). Excessive stress has a negative influence on teachers' performance, career
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possibilities, physical and mental health, and overall job happiness (Klassen, 2010). Stress in teachers
manifest itself psychologically as sudden anger, depression seizures, constant state of tension, anxiety
and instability; physiologically as headaches, fatigue, digestive disorders, insomnia, cardiovascular
disease and substance abuse (Dogan, 2008; Tennant, 2007). Teachers' behaviour is clearly affected by
stress, which may diminish their efficiency in the classroom, resulting in unfavourable academic and
behavioural consequences for children (Herman et al., 2018). According to Oberle et al. (2020),
instructors who are stressed or burned out feel less connected to their pupils and use more reactive
and punitive methods to regulate student behaviour in the classroom.

In pre-professional, prospective teachers encounter the stress sources described above when
they go to schools practice teaching. Studies with prospective teachers reported the similar stress
factors (Chaplain, 2008). In Chaplain's (2008) study, prospective teachers reported behaviour
management, teaching workload and lack of support as important factors affecting their stress levels.
In addition, not being told exactly what is expected of them by university and school supervisors and
not giving prompt and constructive feedback can be a source of stress for prospective teachers
(Gardner, 2010; Matoti & Lekhu, 2016). Maguire (2001) found that poor relationship between school
supervisor and prospective teachers is a concern that negatively impacts on motivation to enter the

profession of prospective teacher.
Teacher stress and social support

Social support may be characterized as social exchange processes that help people develop their
behavioural patterns, values, and social cognitions (Farmer & Farmer, 1996). Social support has
beneficial effects on physical and psychological health (House et al., 1988; LaRocco et al., 1980;
Saltzman & Holahan, 2002) and reduces work stress (Viswesvaran et al., 1999). Two different models
are proposed on the effect of social support on health. First model, main-effect model, suggests a
direct relationship between social support and health. According to this model, social support has a
positive effect on physical health and wellbeing under any circumstances and lack of social support
would have a negative effect on the individual (Cohen, 2004). This influence can come in a variety of
shapes and sizes. According to Viswesvaran et al. (1999), social support and stress can have both a
good and negative association. In other words, when a person has less social support, their stress levels
will rise, or support providers will intervene and boost social support when the person is stressed.
Second model is the stress-buffering model. According to stress-buffering model, the most important
function of social support is to protect the mental health of the individuals by reducing the negative
effect caused by stressful life events. Not having social support does not have any negative effect on

the individual as long as he or she does not encounter stressful life events (Cohen, 2004). In this
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context, the support they will receive from their peers and university supervisor during their teaching

practice, which is a stressful experience for prospective teachers, will reduce their stress levels.
Teacher stress and self-efficacy

Self-efficacy is defined by Bandura (1994) as an individual's assessment of his or her own ability
to plan and execute the steps required to display a certain performance. The amount of labour
teachers put into teaching, the expectations they set, and their feeling of desire are all influenced by
their self-efficacy ideals (Tschannen-Moran & Woolfolk-Hoy, 2001). When dealing with adversity, the
construct of self-efficacy indicates a defensive effect. Self-efficacious instructors, on the other hand,
would regard the objective demands of everyday instruction as less intimidating than instructors who
have misgivings about their professional abilities (Schwarzer & Hallum, 2008). Teachers with high
efficacy are emotionally robust and can steer their attention toward overcoming issues when faced
with stress, while teachers with low efficacy concentrate on relieving their emotional distress
(Schonfeld, 2001).

Teachers’ self-efficacy beliefs and their influence on stress have also been examined and self-
efficacy has been found to be negative related to stress (Bottiani et al., 2019; Chan, 2002; Schwarzer
& Hallum, 2008). According to Schmitz and Schwarzer (2000), self-efficacy belief is a protective factor
against occupational stress, and instructors who have a high degree of self-efficacy gravitate more into
their profession and are happier. For this reason, Yada et al (2021) state that it is important to increase
prospective teachers' self-efficacy during teaching practice in order to train resilient teachers before
they start to work. According to Bandura (1994), mastery experiences (i.e., experience gained from
teaching practice), vicarious experiences (i.e., experience gained by observing peers and school
supervisor), and verbal persuasion (i.e., constructive feedback provided by their peers and supervisors)
are significant sources of teaching self- efficacy of prospective teachers. Previous research shows that
university supervisors improve their teaching self-efficacy when they provide positive feedback to
prospective teachers and support their autonomy (e.g. Chan et al., 2021; Gonzalez et al., 2018; Yada

et al.,, 2021).
Teacher stress, social support and self-efficacy

Prospective teachers' experience anxiety in four areas: preparation and implementation of
lesson plans, classroom management, evaluation of lessons, and relationships with school staff (Matoti
& Lekhu, 2016). Studies in the teacher education literature have provided evidence for the positive
results of providing social support in a variety of settings. Supervisor's visit and constructive feedback

provided by peers and supervisors may be the ways to provide social support for pre-service teachers
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(Kaur et al., 2021). Research findings in this field points out the important role of supervision (Caires &
Almedia, 2007; Caires et al., 2012; Ngidi & Sibaya, 2003) and peer feedback (Matoti & Lekhu, 2016) on
pre-service teachers' emotional balance. Kaur et al., (2021) found that pre-service teachers' initial
experiences of uneasiness and anxiety during teaching practice, which can contribute to stress, are
reduced by the presence of the support system.

In the related literature, it is stated that there is a positive relationship between perceived social
support and self-efficacy belief. In their work, Brouwers et al. (2001) found that teachers' perceived
lack of support from their colleagues and principals has a significant effect on their self-efficacy beliefs
about getting support from them, and these self-efficacy beliefs predict their burnout levels. This result
means that when the teachers perceive low support from their administrators and colleagues, they
trust less to their own capacities. The opposite is also true. When the teachers perceive high support
from their administrators and colleagues, they trust more to their own capacities.

According to Dalgard et al. (1995), social support is an important determinant of high or low self-
efficacy. Furthermore, larger levels of perceived social support, according to social cognition theory,
may boost self-efficacy views through verbal persuasion from others, alleviating some of the negative
impacts of low self-efficacy (Bandura, 1997; Coffman & Gilligan, 2002). As a result, larger levels of social
support are linked to better levels of personal self-efficacy, forming a "resource caravan" to combat
stresses (e.g. Brouwers et al., 2001; Chan, 2002; Hobfoll, 2012; Saltzman & Holahan, 2002). In the
literature, there are findings related to the mediator role of self-efficacy belief between perceived
social support and wellbeing (Saltzman & Holahan, 2002) social support and stress (Torres & Solberg,
2001). These findings show that university supervisor and peer support can act as a 'buffer' in reducing
the stress levels that prospective teachers often experience during their teaching practices by

increasing their self-efficacy.

The present study

As be seen from the explanations above, teacher stress in the classroom is related both to
teacher self-efficacy and to social support. Considering the relationship between teacher self-efficacy
and social support, we thought that pre-service teachers will be more confident in their own capacities
with the perceived social support (constructive feedback) from their supervisors and peers, and thus
them in-class stress will be reduce. In this research, we examined the mediating role of teacher self-
efficacy (Efficacy for student engagement, Efficacy for instructional strategies, and Efficacy for

classroom management) in the relationship between prospective teachers' perceived social support

Revista de Estudios e Investigacion en Psicologia y Educacion, 2025, 12(1).
e-ISSN 2386-7418 / https://doi.org/10.17979/reipe.2025.12.1.11728



https://revistas.udc.es/index.php/reipe/
https://doi.org/10.17979/reipe.2025.12.1.11728
https://creativecommons.org/licenses/by-sa/4.0/deed

8 DIKICI & YAVUZER

(Teacher support and Classmate support) and classroom stress levels. Therefore, this research
proposed the following hypotheses.

H1: Perceived social support (Teacher and classmate support) will negatively and directly predict
stress in classroom.

H2: Perceived social support (Teacher and classmate support) will significantly and indirectly
predict stress in classroom through teacher self-efficacy (Efficacy for student engagement, Efficacy for

instructional strategies, and Efficacy for classroom management).
Hypothesized two path models

Social support has been demonstrated to be a predictor of self-efficacy in many studies (e.g.
Brouwers et al., 2001; Saltzman & Holahan, 2002; Torres & Solberg, 2001). However, there are findings
related to the mediator role of self-efficacy belief between perceived social support and wellbeing
(Saltzman & Holahan, 2002) and stress (Torres & Solberg, 2001). Two models were constructed in
response to the conflicting results found in previous studies on the relationship between self-efficacy,
social support, and stress. To examine these relationships, two path models were proposed for all
relationships between two latent variables (Teacher support = TS, and Classmate support = CS) and
one latent variable (Stress in classroom = SIC), and with the predicted relationships, and with mediating
role of three latent variables (Efficacy for student engagement = ESE, Efficacy for instructional
strategies = EIS, and Efficacy for classroom management=ECM) in these relationships. In the
hypothesized Model 1, it was considered that the SSS subscales (TS and CS) both directly and indirectly
via Teacher’ Sense of Efficacy Scale (TSES) subscales predicted SIC; on the other hand, in the
hypothesized Model 2, it was thought that the SSS subscales predicted SIC directly. The model of

hypothesized structural relationships is shown in Figure 1.
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Figure 1

Proposed two path models

Note: Dashed lines show that the SSS subscales (TS and CS) indirectly via TSES subscales (ESE, EIS, and
ECM) predicted SIC (Model 1), while solid lines represent that the SSS subscales directly predicted SIC
(Model 2).

Method

Participants

The participants included 725 prospective teachers from five different universities in Turkey.
17.8% (f = 129) of the prospective teachers were from the Mediterranean region; 28% (f = 203) were
from Western Anatolian region; 20.8% (f = 151) were from Mid-Southern Anatolia. The prospective
teachers were from different departments like Turkish language teaching, science and technology
education, elementary school teaching, social studies education, and visual arts education, music
education, and physical education and sports teaching. Of them, 57.5% (f = 417) were female and
42.5% (f = 308) were male. The ages of the prospective teacher ranged from 20 to 30 years old (M =
22.49, SD = .04).

Instruments

Prospective teachers filled out some demographic information such as age, gender, department,
and university name. They took three paper-based inventories. First, they filled out the Teacher’ Sense

of Efficacy Scale (TSES) (Tschannen-Moran & Woolfolk-Hoy, 2001), second they did the Teacher Stress
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Inventory (TSI) (Fimian & Fastenau, 1990), and third they did the Social Support Scale (SSS) (Malecki &
Elliott, 1999).

Teacher sense of efficacy scale

Tschannen-Moran and Woolfolk-Hoy (2001) created the Teachers Sense of Efficacy Scale (TSES),
which Capa et al. (2005) translated to Turkish. The scale is divided into three sub-dimensions, each
with eight objects. The first metric assesses the teacher's ability to motivate students. The teachers'
effectiveness for instructional methods is measured on the second scale, and their efficacy for
classroom administration is measured on the third dimension. The points changed from 1-nothing to
9- A Great Deal, The following are some examples of TSES items: Efficacy for Student Engagement-
“How much can you do to get students to believe they can do well in schoolwork?”, Efficacy for
Instructional Strategies- “To what extent can you use a variety of assessment strategies?”, Efficacy for
Classroom Management- “How much can you do to control disruptive behaviour in the classroom?”
(Capa et al., 2005). There are many studies showing that this scale was applied to prospective teachers

after it was adapted to Turkish (e.g. Nakip & Ozcan, 2016; Ozaydin et al., 2017).

Stress in classroom scale

Developed by Fimian and Fastenau (1990), Teacher Stress Inventory (TSI) scale has a four-factor
structure. First factor Stress in Classroom (SIC) dimension is made up of 11 items; second factor
Professional Distress is made up of 3 items; third factor Emotional Fatigue Manifestations is made up
of 10 items; and fourth factor Biobehavioural Manifestations is made up of 8 items. Because of the
focus point of this study, only the Stress in Classroom dimension was used in this study. The points
changed from 1-Strongly Disagree to 5-Strongly Agree. The followings are two sample items from the
SIC: “Discipline problems in the classroom” and “Teaching poorly motivated students”. The scale was
translated into Turkish after researchers' discussions and later translated back to English. Scale's
Turkish and English language compatibility was checked and using a language that would be easily
understood by the Turkish prospective teachers became a priority. As a result of exploratory factor

analysis, it was determined that the scale was one dimensioned.

Social support scale

Developed by Malecki and Elliott (1999), the Social Support Scale (SSS) has a four-factor
structure. Factors are Parent(s) support, Teacher(s) support, Classmate support and Close friend
support respectively. Each factor consists of 15 items. Because of the focus point of this study, only
the Teacher(s) support and Classmate(s) support dimensions were used in this study. Parent(s) support

and Close friend support dimensions of the scale were not included in the study; because, during the
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teaching practice course, the most of the time, prospective teachers are with their peers and their
practice teachers and with similar experiences. The parents and close friends of the prospective
teacher may be unfamiliar with the teaching profession. Thus, this study is focused only on the
classmate and practice teacher support.

Teacher(s) support dimension is made up of 15 items and the classmate support dimension is
made up of 15 items. There are 30 items in total. Each of the 30 items was translated into Turkish by
the researchers after discussion and consensus. Later, it was translated back into English to see the
harmony in the original English sentence structure. The items constituting these subscales were
adapted to the prospective teachers by staying true to the original structure of the scale. The items
that make up the teacher support and classmate support sub-scales were applied to prospective
teachers who will start teaching practice, who are university students, as a pre-application. The
followings are sample items and adapted items from the SSS: Teacher(s) Support- “Helps me when |
want to learn to do something better” and adapted version is “Helps me when | want to learn to do
better my teaching role”. Classmate Support- “Help me with projects in class” and adapted version is
"Helps me with my teaching role in class". The scales were used with five-points for this study. The

points changed from 5-All the time to 1-Never.
Procedure

This study did not undergo institutional review board approval, as it was not necessary.
However, the study adhered to the principles outlined in the Helsinki Declaration. Furthermore, before
implementing the measures, the participants were provided with information regarding the objective
of the study by the author(s). Prospective teachers were queried about their willingness to volunteer
for the study. Subsequently, the measures were administered solely to the prospective teachers who
volunteered. Prior to carrying out the measures, informed consent was obtained from all participants.
The administration process lasted approximately 12 min for the TSES, 10 min for the SSS (teacher and
classmate support dimensions), and 6 min for the SIC. The prospective teachers filled the instruments

using pencil.
Data Analysis

Confirmatory Factor Analyses (CFA) were performed in AMOS 18 software utilizing the
maximum likelihood estimation approach. In the first CFA, the TSES model (i.e., efficacy for student
engagement, efficacy for instructional strategies, and efficacy for classroom management) was tested.
The SSS model (i.e., teacher support and classmate support) was tested in the second CFA. The one-

factor SIC model with 11 indicators was checked in the third CFA.
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To see whether demographic factors had a major impact on the scales, ANCOVA and MANCOVA
analyses were conducted. A zero-order and partial correlation analyses were used to see if there were
any significant relationships between the variables in the model. The structural equation modelling
(SEM) analysis was performed in order to test the mediating roles of the ESE, EIS, and ECM (lacobucci
et al.,, 2007; Kim & Bentler, 2006). In the SEM analysis, two models were tested using AMOS 18
software. In the first model, SSS subscales predicted SIC both directly and indirectly through the ESE,
EIS, and ECM; in the second model, SSS subscales predicted SIC directly. CMIN/x? was used to assess
model adequacy, RMR, RMSEA, NNFI, as well as the lower and upper confidence intervals (Byrne, 2010;
Hair et al., 2010). Furthermore, the linearity, singularity, and multicollinearity assumptions were
fulfilled among the key assumptions for SEM analysis. The multivariate kurtosis was .06 and critical
ratio was .08 (kurtosis for subscales of the TSES: ESE = .07, ESI = .36, and ECM = .29 in absolute value;
for subscales of the SSS: TS = .10 and CS = .58; and kurtosis for SIC = .12) showed that the data
distributions were similar to average, since higher critical ratio values than 5.00 are representative of
data that are non-normally distributed (DeCarlo, 1997; Kline, 2005). Mahalanobis d? ranged from 9.58
to 23.84 (p > .05). Due to the non-significant p-values of the Mahalanobis d?, no multivariate outliers
were identified, and the assumption of normality was considered to be met. With these findings, the
scales were hypothesized into the model. Hence, Maximum Likelihood Method in the SEM analysis
was conducted for the current data. The model was examined that the SSS subscales both directly and

indirectly via the TSES subscales predicted SIC.

Results

Preliminary analyses

The factor structure of the TSES subscales

In order to verify the factor structure of the TSES in the current study, CFA was used to evaluate
the measurement model (i.e., ESE, EIS, and ECM). The CFA results demonstrated that the measurement
model had a significantly good fit (x%222 = 585.30; x%/df = 2.64; RMR = .02; RMSEA = .05; NNFI = .85).
The TSES items were greatly estimated by their latent variables, with standardized parameter
estimates ranging from .38 to .61 (all ps < .001). The scales' internal reliabilities varied between .70
and .79. The measurement model (i.e., ESE, EIS, and ECM) was taken into account in this study for this
reason as well as the scope of the research. Based on the CFA results, it was concluded that this scale

might be used with prospective teachers.
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The factor structure of the social support scale’s subscales

Again, in order to validate the factor structure of the SSS in the current sample, CFA was used to
test measurement model. CFA was used to evaluate the measurement model (i.e., TS and CS). The CFA
findings showed that measurement model had a significantly good fit (x%ze1) = 1054.21; X3/df = 2.92;
RMR = .03; RMSEA = .05; NNFI = .92). The standardized parameter estimates varied between .60
and.77. The SSS items were strongly predicted by their latent variables (all ps < .001). The internal
reliabilities of the scales ranged from .90 to .94. Hence, the measurement model (i.e., TS and CS) were
considered in the present study. According to the results of CFA, it was decided that this scale could

be applied to prospective teachers.

The factor structure of the stress in classroom scale

The CFA findings demonstrated that the one-factor SIC model with 11 items fitted the data well
(X227 = 74.12; x¥/df = 2.74; RMR = .02; RMSEA = .04; NNFI = .96). The standardized parameter
estimations ranged from .30 to .72. McDonald's Omega (w) was measured to be .77 for the scale's
internal consistency. This signifies that the items in the SIC were considerably predicted by their latent
variables (all ps< .001). It was agreed that this scale might be used with prospective teachers in light

of the CFA results.

Effects of demographic variables on SIC, SSS subscales (TS and CS), and TSES subscales (ESE, EIS, and
ECM)

MANCOVA results showed that the effects of age (n? = .02), gender (n? = .01), department (n?
= .05), and University (n? = .03) on the TSES subscales were unimportant. ANCOVA results
demonstrated that the effects of age (n? = .01), gender (n? = .00), and department (n? = .03) on SIC
were unimportant and University (n? = .08) was unimportant. Finally, MANCOVA results showed that
the effects of age (n? = .02), gender (n? = .01), department (n? = .05), and University (n? = .03) on SSS
subscales were negligible. Although demographic variables had minor effects on the SIC, SSS subscales,
and TSES subscales, a partial correlation analysis and a zero-order correlation analysis were conducted
to see if the relationships between the variables were significantly altered as a result of the potential
effects of demographic variables. The effects of the partial correlation and zero-order correlation tests

are shown in Table 1.
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Table 1

Correlation coefficients (Prospective Teacher N=725)

Variables M SD ESE EIS ECM TS cs

ESE 3034 3.13 -

EIS 3061 326 .62*(.62%) -

ECM 30.67 3.50  .63*%(.63%) 62% (.62%) -

TS 57.34 927  .28%(.28%) 25% (.24%) .30% (.30%) -

cs 58.63 10.67  .32%(.32%) 25% (.25%) 30* (.30%) AT* (.47%) -

siC 23.06 524  -25%(-.25%)  -27* (-27%)  -24* (-.24%)  -37*(-37%)  -.40* (-.40%)

Note: ESE = Efficacy for student engagement; EIS = Efficacy for instructional strategies; ECM = Efficacy
for classroom management; TS = Teacher support; CS = Classmate support; SIC = Stress in classroom.
Partial correlations are in parentheses and italics after the demographic variables have been
controlled. Zero-order correlations are outside the parentheses.

*p <.001

As shown in Table 1, including demographic variables in the study had no major impact on the
overall view of the relationships between SIC, SSS subscales (TS and CS), and TSES subscales (ESE, EIS,
and ECM). As a result, the demographic variables were not taken into account any further. Importantly,
with the exception of the relationships between SIC and ESE (r = -.25), SIC and EIS (r = -.27), and ECM
(r=-.24), all correlation coefficients ranged from negative moderate (r = -.40) to positive moderate (r
= .63) (Table 1). Because of the significant relationships between the SIC, SSS subscales (TS and CS),
and TSES subscales, it is fair to investigate the mediating roles of TSES subscales (ESE, EIS, and ECM) in

relationships between the SIC and SSS subscales (TS and CS).
The mediating role of the ESE, EIS, and ECM

Results of SEM analysis

The results of the SEM analysis revealed that the hypothesized first model, in which the SSS
subscales (TS and CS) both directly and indirectly through TSES subscales (ESE, EIS, and ECM) predicted
SIC, fit the data better (x%1) = 0.01; x3/df = 0.01; RMR = .00; RMSEA = .03; NNFI = 1.00) than the second
model in which the SSS subscales directly predicted SIC (x%x1) = 187.95; x*/df = 187.95; RMR = 19.68;
RMSEA = .50; NNFI = .47). The result of the SEM analysis is summarized in Table 2. Figure 2 presents
the standardized regression weights of the direct and indirect effects.

As shown in Table 2, TS and CS significantly and negatively predicted SIC (for TS =-.21, t = -
5.56, p <.001; for CS P =-.26, t = -6.95, p < .001). SSS subscales (TS and CS) significantly and positively
predicted TSES subscales (ESE, EIS, and ECM); however, only EIS from the TSES subscales significantly
and negatively predicted SIC (ESE-B = .02, t = .48, p > .05; EIS-} = .15, t =-3.38, p < .001; ECM-}3 =-.01,
t=-.35, p>.05).
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Table 2

Results of the SEM analysis

Variables Variables Estimate S.E. S.R.W. t
ECM < cs .063 .013 .19 4.86"
EIS < cs .053 .012 17 4.26"
ESE <--- CsS .073 .012 .25 6.31"
ESE <--- TS .056 .013 .16 417"
EIS <--- TS .058 .014 .16 4.04"
ECM <--- TS .081 .015 21 5.39"
SIC < ESE -.037 .077 -.02 -48
SIC < EIS -.246 .073 -.15 -3.38"
sIC < ECM -.024 .069 -.01 -35
SIC <--- TS -.119 .021 =21 -5.56"
SIC < (o -.130 .019 -.26 -6.95"

Note: S.E. = Standard error; S.R-W. = standardized regression weights; ESE = Efficacy for student
engagement; EIS = Efficacy for instructional strategies; ECM = Efficacy for classroom management; SIC
= Stress in classroom; TS = Teacher support; CS = Classmate support

*p <.001

Figure 2

The mediating role of the ESE, EIS, and ECM (standardized regression weights)

Note: Dashed lines indicate indirect effects through ESE, EIS, and ECM whereas solid lines indicate
direct effects. All parameter estimations in figure are standardized; italics numbers show the results of
indirect effect (Model 1), regular numbers show the result of direct effect (Model 2). The correlation
coefficient between TS and CS is .47.

*p <.001
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As shown in Figure 2, the direct effects of SSS subscales on SIC were significance (i.e., for the TS
B =-.21, p <.001; and for the CS § = -.26, p <.001). When TSES subscales (ESE, EIS, and ECM) were
included in the hypothesized first model SEM analysis, the parameter estimations were not
significance, which represented the indirect effects of SSS subscales (TS and CS) on SIC for the TS (} =
-.02, p >.05) and the CS (B =-.03, p > .05). This means that the relationships between SIC and teacher

support and classmate support were fully mediated by the EIS.

Discussion

This study hypothesized that prospective teachers will be more confident in their own capacities
with the perceived social support (constructive feedback) from their supervisors and peers, and thus
them in-class stress will be reduce. To test this hypothesis, relationships between five Turkish
Universities’ faculty of education's 4" year students' (senior students) teacher self-efficacy beliefs,
stress in classroom and perceived social support were examined with ANCOVA, MANCOVA, and SEM
analysis. In the pre-analysis, it was found that demographic variables had no significant effect on the
scales scores. Therefore, demographic variables were left out of the hypothesized model.

First hypothesis of our study was that perceived social support (Teacher and classmate
support) will negatively and directly predict stress in classroom. Current study results showed that
teacher stress in the classroom is negatively and significantly correlated with perceived social support
(TS and CS subscales), which was an expected result. Previous research findings also supported the
idea that social support reduces stress (Brouwers et al., 2001; Chan, 2002; Cohen, 2004; Saltzman &
Holahan, 2002). In studies specifically focusing on the relationship between stress and social support
in the teaching profession, it is stated that teachers with high social support level have better mental
and physical health (Chan, 2002). Cohen (2004) specifies that social support has positive effect on
wellbeing and physical health under all circumstances and lack of social support have negative effect
on the individual. This is also true for prospective teachers. Ways of providing social support to
prospective teachers are university supervisor's practice school visits, supervisors' (university and
school) observations of practice, and constructive feedback provided by classmates/peers and
supervisors (Kaur et al., 2021). Related studies report that supervisor' visits (Kaur et al., 2021),
constructive feedback provided by classmates/peers (Matoti & Lekhu, 2016) and supervisors (Caires &
Almedia, 2007; Ngidi & Sibaya, 2003; Caires et al., 2012) reduce the stress experienced by prospective
teachers during teaching practice.

Second hypothesis of our study was that perceived social support (TS and CS) will predict stress

in classroom through the indirect effect of teacher self-efficacy (ESE, EIS and ECM). As a result of the
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analysis, it was determined that while the social support predicted teacher self-efficacy belief (ESE, EIS,
and ECM subscales) positively, it predicted teacher stress in classroom negatively. While the EIS
significantly and negatively predicted the SIC, the ESE and ECM were negatively but not significantly
predicted the SIC. Prospective teachers attend practice courses with their school supervisor (practice
teachers). Therefore, prospective teachers may not have problems in engaging students and classroom
management. As a result, it is assumed that prospective teachers' self-efficacy in classroom
management and student engagement do not induce stress in the classroom. However, the self-
efficacy for instructional strategies requires only the prospective teachers’ own knowledge and skills.
So, their self-efficacy for instructional strategies may lead to an increase their stress in the classroom.
These results indicate that one way to increase prospective teachers' self-efficacy beliefs is to
encourage them, and that improving their self-efficacy expectations is one way to reduce their stress
in the classroom. Supporting the findings of this study, in their work Brouwers et al. (2001) found that
when the teachers perceived low support from the administrators and colleagues, they trust their own
capacity less and when they perceive high support from the administrators and colleagues, they trust
their own capacity more. In the same way, there are many studies that support the negative
relationship between self-efficacy and stress (e.g. Bandura, 1997; Chan, 2002; Schwarzer & Hallum,
2008). Especially pre-service teachers with higher self-efficacy experience less stress than those with
lower self-efficacy (Lee et al., 2024).

Self-efficacy standards, according to Bandura (1997), are assessments of a person's ability to
behave in a certain way in order to achieve an objective or cope effectively with stressful
circumstances. Furthermore, high self-efficacy is linked to stress control, higher self-esteem, better
health, better physical condition, and improved adaptation (Bandura, 1997). Schwarzer and Hallum
(2008) assert that self-efficacy perception has a protective effect when met with difficulties and it
increases the motivation to solve problems in constructive ways. According to Bandura (1994, p.73),
the higher the perceived self-efficacy, the higher the objectives people set for themselves and the
deeper their commitment to them. That is to say, while teachers with low sense of self-efficacy face
threats like lack of discipline, motivation and success in their classrooms, teachers with high sense of
self-efficacy feel more adequate to deal with these threats (Ashton & Webb, 1986).

The main result of the current study is that only one of the self-efficacy subscales (EIS) fully
mediated the association between social support subscales (TS and CS) and teacher stress in the
classroom (SIC). In this study, it is hypothesized that when the prospective teachers' perceived social
support from their university and school supervisor and classmates/peers are higher, they will trust
their own capacity more and their stress in the classroom will decrease. This hypothesis has been

partially confirmed in present study. In previous studies revealed that the mediator role of self-efficacy
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belief between perceived social support and wellbeing (Saltzman & Holahan, 2002) social support and
stress (Torres & Solberg, 2001).

As a result, in the practice courses prospective teachers have never experienced before,
increasing of the social support (from supervisors and classmate) has an important role in making them
trust their own capacity more, and coping with stress sources they will meet in the classroom.
Therefore, before and after the teaching practice course, support groups among the prospective
teachers can be created to share their teaching experiences. In this group work, prospective teachers
can share the difficulties and challenges they faced during the practice course and how they dealt with
these with the other group members. Thus, their self-efficacy may be increased and classroom stress
may be lowered by providing classmate support. By organizing seminars for school supervisor (practice
teachers) prior to the practice course, they can become an important source of support for the
prospective teachers. Furthermore, prior to the practice course psycho-educational group works can
be done for prospective teachers to gain skills to cope with their job stress. Additionally, microteaching
applications can be used to further prospective teachers’ self-efficacies in classroom management,

student engagement, and instructional strategies.
Limitations

There are three limitations to this study that will guide future research. First, the sample
included prospective teachers in a variety of educational fields (i.e., social studies education, Turkish
language teaching, elementary school teaching, science and technology education, visual arts
education, music education, and physical education and sports teaching). For this reason, the
conclusions presented here cannot be applied to other disciplines of education. The data were
collected from five universities, which is the second limitation. Despite the fact that the universities
were pretty much representative of the teacher education in Turkey, they were also a limited sample
as compared to other Turkish universities. More research should be done with more prospective
teachers from more than five universities to provide more generalizable data. The present data is
focused on self-report interventions, which is the final limitation. The responses on the scales will
reflect the participants' expectations for the teaching profession rather than their actual intentions. As

a result, future research could need to account for the impact of social desirability.
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