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ABSTRACT – Through a quasi-experimental design, the results of FAcilitando o conVívio com Alunos – FAVA´s program 
for elementary school teachers, were evaluated, aiming at promoting teaching effectiveness and reducing child behavior 
problems, as measured by Teacher’s Effectiveness Beliefs Scale and Strengths and Difficulties Questionnaire, respectively. 
The FAVA contemplated psychoeducation about cognitive model, socioemotional development and behavior modification. 
The comparison between experimental groups (GE1 that received complete intervention and GE2 that did not have the 
cognitive model) and comparison group showed the promotion of teaching staff effectiveness (GE2) and the reduction in 
the perception of child behavioral difficulties (GE1). The contribution of the cognitive model and socioemotional learning 
in interventions with teachers is emphasized.
KEYWORDS: psychological intervention, teacher efficiency, cognitive behavioral therapy

Eficácia Docente e Dificuldades Emocionais/Comportamentais 
Infantis: Resultados do Programa FAVA

RESUMO – Este estudo quase-experimental avaliou os resultados do programa FAcilitando o conVívio com Alunos 
– FAVA, destinado a professores do ensino fundamental I, visando a promoção da eficácia docente e a redução de 
problemas emocionais/comportamentais infantis, aferidos pela Escala de Avaliação das Crenças de Eficácia do Professor 
e pelo Questionário de Capacidades e Dificuldades, respectivamente. O FAVA contemplou a psicoeducação sobre o 
modelo cognitivo, o desenvolvimento socioemocional e a modificação de comportamentos. Comparação entre os grupos 
experimentais (GE1, que recebeu intervenção completa, e GE2, sem o modelo cognitivo) e o grupo de comparação evidenciou 
a promoção da eficácia pessoal docente (GE2) e a redução da percepção das dificuldades emocionais/comportamentais 
infantis (GE1). Ressalta-se a contribuição do modelo cognitivo e da aprendizagem socioemocional em intervenções com 
professores.
PALAVRAS-CHAVE: intervenção psicológica, eficiência do professor, terapia cognitivo-comportamental

The prevalence of child behavioral problems is high 
and several studies have sought to develop and evaluate 
the results of interventions that aim to improve strategies 
to prevent and mitigate them in the school environment 
(Paulus, Ohmann, & Popow, 2016). In Brazil, up to 30% of 
youngsters attending school report problems that may harm 
their development (Lopes et al., 2016). Aggressiveness and 
difficulties with attention and emotional management over 

the first school years may negatively affect learning and add 
to the maintenance of these symptoms over the following 
years, increasing the damage in the long term (Marin, Borba, 
& Bolsoni-Silva, 2018; Santos & Celeri, 2018, Moksnes et 
al., 2016).

There are indications that teachers who report self-
efficacy beliefs and are more likely to demonstrate positive 
attitudes about teaching as a profession are able to maintain 
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discipline, better dealing with day-to-day classroom 
challenges, such as the manifestation of emotional and 
behavioral problems (Guo et al., 2011; Zee & Koomen, 
2016; Zee et al., 2017). Therefore, teachers who manage 
their class are found to have higher levels of personal efficacy 
(Reinke et al., 2013), which consists of the belief of having 
the ability to successfully perform a specific task (Bandura, 
1997), in this case, teaching. Bandura (1997) already 
indicated that low teaching efficacy is usually associated 
with lower quality relationships with students, which, in 
turn, accentuates job stress and children’s emotional and 
behavioral problems. Thus, it is understood that the lack 
of confidence can interfere with a teacher’s ability to be 
effective in meeting the emotional and behavioral needs 
of their students (Herman et al., 2018; Wu et al., 2019).

Many of the interventions focused on teachers approach 
contents based on the behavioral models, concentrating 
on the adequate use of the management of contingencies 
and positive reinforcement in the classroom, as well as 
guidance on properly applying penalties and strategies such 
as redirection, visual clues and effective commands (Chow 
& Gilmour, 2016). Over the last decades, social-emotional 
learning has also come to base such interventions, aiming at 
the development of life skills, such as empathy and problem 
solving (Chuang, Reinke, & Herman, 2020). Even though the 
management of emotions is also one of the skills contemplated 
in social-emotional learning, cognition is not emphasized.

In this regard, the cognitive-behavioral approach (ACC), 
that focuses on the monitoring and modification of thoughts 
for the promotion of emotional and behavioral regulation, may 
establish this link between social-emotional and behavioral 
approaches. Although ACC has based recent interventions 
implemented in schools, these concern the development 
of rage regulation programs, problem solving or social 
skills practice (Marin & Fava, 2020). It still has not been 
found in scientific literature a proposal that contemplates 
a central technique of ACC outside the clinical setting: 
psychoeducation on the cognitive model. Because it is a basic 
technique, it may be easily transposable into other contexts, 
such as the school one. This approach has as its basis that 
thoughts influence emotions and behaviors, therefore, when 
they are monitored, it is possible to alter the emotional and 
behavioral state, depending on how information is processed 
(Beck, Davis, & Freeman, 2015; Ozdel et al., 2014). This 
understanding comprises the cognitive model and it may 
help teachers establish less distorted interpretations and 
thoughts, allowing them to be more assertive in their behavior 
towards the students and contribute to the promotion of their 
social-emotional development.

Teachers who act better with the kids and who have a 
better classroom management usually have better levels 
of personal self-efficacy. That way, teachers with a good 
perception of their self-efficacy may enjoy their knowledge 

and skills in proficient conducts oriented towards a goal, 
such as handling the behavior of disruptive students in 
the classroom, while those who do not have such beliefs 
probably could not do the same (Klassen & Tze, 2014; Zee 
& Koomen, 2016).

In this sense, self-efficacy is one of the key factors in 
human activity (Bandura, 1997). The individuals who believe 
to have the power to fulfill their desires are more prone to 
act based on such beliefs. In addition, literature suggests the 
teachers who report greater beliefs in self- efficacy and are 
more prone to showing positive attitudes towards teaching 
as a profession, keeping discipline and positive practices 
and dealing with the daily challenges in the classroom (Gu, 
Sawyer, & Tompkins, 2011; Rimm- Kaufman & Sawyer, 
2004). That way, it is understood that the perception of self-
efficacy in teachers is an important predictive of motivation, 
behavior and action (Zee, de Jong, & Koomen, 2017).

There is a vast number of universal interventions in 
schools that are based on behavioral, cognitive-behavioral 
approaches (not focused on teaching the contents of the 
cognitive model for teachers) and those based on the social-
emotional learning (Paulus, Ohmann, & Popow, 2016). The 
programs usually include programs or manuals oriented to 
students, which are ministered by teachers after receiving 
a brief training from the researchers, for example, PATHS: 
Promoting Alternative Thinking Strategies (Kusche & 
Greenberg, 1994); Second Step (Frey, Hirschstein, & Guzzo, 
2000); First Step to Success (Walker, Kavanagh, Stiller, 
Golly, Severson, & Feil, 1997); and Anger Coping Program 
(Lochman, FitzGerald, & Whidby, 1999), that are programs 
in which the teachers use manuals and apply them onto the 
students to reduce behavior problems (Luizzi & de Rose, 
2010). In addition to the need of efficacy evidence in the 
Brazilian population, they may configure as one more task 
that requires time destined to the application with the teacher 
amidst so many demands of this profession. Besides, it may 
be difficult to transfer such intervention proposals into other 
cultures because they might not meet the specific needs of 
the participants (Paulus et al., 2016).

In view of this, it was developed the program named 
FAcilitando o conVívio com Alunos (FAVA), which consists 
of an intervention proposal of transtheoretical nature, based 
on social-emotional learning (CASEL, 2017; Delahooke, 
2019) and on ACC, including the behavior modification 
principles through positive practices of interaction (Barkley, 
2013, Sugai, 1999). Despite the clinical models for behavioral 
modification and promotion of emotional and behavioral 
health involving the parents, adaptations for the school 
context have proven to be effective, even with some necessary 
care being highlighted, such as the efforts to count on an 
experienced coordinator to train the school team and to 
promote effective practices in coexisting with the students 
(LaForett et al., 2019), which was aimed at with FAVA.
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The program has an innovative nature because it 
comprises one of the fundamental modules of clinical practice 
based on evidence which is psychoeducation on the cognitive 
model (Sparafino, 2020). In addition, it aims to instrument 
the teacher without overburdening them with the application 
of manuals along with their students, betting that personal 
tools for better interaction and student management may be 
enough in order to obtain the improvement of the children’s 
behavior in the classroom.

The general goal of this study was to evaluate, through a 
quasi-experimental outlining with a control group (Silveira 
& Córdova, 2002), the results of a transtheoretical program, 

applied into two modalities to evaluate the impact of the 
content on the cognitive model, which aimed at the promotion 
of the teacher efficacy and the prevention of child behavioral 
problems, addressed to teachers of the 1st through the 3rd years 
of elementary school of the municipal public schools of a 
town from the countryside of Rio Grande do Sul. Specifically, 
it was examined the efficacy of the intervention as regards 
the beliefs of teacher efficacy and the behavioral problems of 
the students perceived by the teachers. It was hypothesized 
that the participants who received the module containing 
psychoeducation on the cognitive model would have the 
better results as for the outcomes after the intervention.

METHOD

Design and Participants

A quasi-experimental design was adopted, with a 
comparison group (Silveira & Córdova, 2002). The 
participants were teachers from the first through the third years 
of Elementary School of the municipal system of a city from 
the countryside of Rio Grande do Sul, which was facilitated 
by the Municipal Department of Education (SMED) through 
email and internal memorandum. Participation was not 
mandatory and the department authorized the justified 
absence for those who were interested. Out of the total of 452 
professors, 215 (47.6%) agreed to participate in the study.

So that the schools (N = 34) did not have several teachers 
off at the same time, a random allocation was performed 
considering the number of groups per school grade. Thus, 
GE1 was constituted of 101 teachers, GE2 of 56 and GC of 
58. However, there was a sample loss and the loss of each 
group was reduced to 35 (1st year: n = 15; 2nd year: n = 7; 
3rd year: n = 13), 9 (1st year: n = 3; 2nd year: n = 2; 3rd year: 
n = 4) and 10 (1st year: n = 5; 2nd year: n = 3; 3rd year: n = 2) 
participants, respectively. No differences between the groups 
were found with regards to the distribution of teachers by 
school grades (p = 0.81, Fisher’s exact test).

The three groups also showed to be homogeneous 
(Fisher’s exact test) with regards to the other social-
demographic variables, such as marital status (p = 0.15) and 
the presence of children (p = 0.91), as well as the occupational 
ones, for example, schooling (p = 0.39) and the number of 
schools where they work (p = 0.15). it was identified only 
one meaningful difference as for the formation years of 
the teachers (p = 0.01), once 59.4% (n = 22) of GE1 had a 
formation period higher than 10 years, while 75.0% (n = 6) 
of GC had a formation period of up to 10 years. Among the 
experimental groups GE1 and GE2, there was no difference 
as to the formation period.

Instruments

Questionnaire of Social-demographic and 
Occupational Data for Teachers

Developed for this study aiming at the attainment 
of information on social demographic and occupational 
characteristics of the teachers, such as family configuration, 
formation and work time.

Self-Reporting Questionnaire – 20 (SRQ – 20; 
Harding et al., 1980)

Questionnaire of identification of non-psychotic 
psychiatric disorder at the primary attention level, adequate 
for the study of non-clinical populations, including teachers, 
presenting a reliability of 0.74 (Santos, Carvalho, & Araújo, 
2016). It is a self-applicable instrument containing 20 items 
distributed into subscales. The questions are answered 
considering “yes” or “no” and each affirmative answer counts 
for one point. The ideal cutoff point is 7/8 regardless of the 
gender of the study subject. The subscales are comprised of 
items and divided into four: anxious-depressive symptoms 
(a = 0.60), decrease of energy (a = 0.75), somatic symptoms 
(a = 0.44), and depressive thoughts (a = 0.62). the goal of 
using these instruments was to assess if the mental suffering of 
the teacher influenced the results as an intervenient variable.

Scale of Assessment of the Beliefs of Teachers’ 
Efficacy (Woolfolk & Hoy, 1990)

Instrument validated for a Brazilian sample of teachers 
of the early years by Bzuneck and Guimarães (2003). It is 
comprised of 20 items to be answered on a six-point Likert-
type scale (total disagreement to complete agreement). Among 
these, 12 are referred to the most interesting construct for 
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this study, personal efficacy, degree to which they believe to 
be able to answer to the demands of the teaching situation, 
such as the student’s engagement and behavior (α = 0.73), 
and eight to the teaching efficacy, belief that the teachers, in 
general, are capable of effectively meeting the demands for 
students learning, also comprising the belief of the teacher 
on their students’ intelligence (α = 0.70). It is considered 
the mean obtained among the items corresponding to each 
factor, three (3) being the cutoff point. For this study, the 
scales presented good reliability indices, being 0.89 for 
personal efficacy and 0.78 for teaching efficacy.

Strengths and Difficulties Questionnaire – SDQ

Instrument with a version for application on teachers 
(Goodman, 1997) validated for Brazil (Fleitlich, Cartázar, 
& Goodman, 2000), which traces child health problems in 
five areas: prosocial behavior, hyperactivity, emotional, 
conduct and relationship problems. The sum of each scale 
and the total sum that refers to the total of difficulties (α = 
0.80). In this study, the reliability indices varied from 0.61 
to 0.78, considered satisfactory (Streiner, 2003). The data 
shall be analyzed considering only the total of difficulties.

FAcilitando o conVívio com Alunos – FAVA´s program

The program consists of an intervention proposal based on 
social-emotional learning (CASEL, 2017; Delahooke, 2019) 
and ACC, including the principles of behavior modification 
through positive interaction practices (Barkley, 2013; Sugai, 
2000). Table 1 presents the description of the contents included 
in the intervention in each module, as well as its objectives.

The intervention was developed from three distinct 
groups: Experimental Group 1 (GE1), which received the 
complete intervention, with four meetings that lasted three 
and a half hours, contemplating the contents referring to 
modules 1 through 4; Experimental Group 2, which received 
the partial intervention , with two meetings of four hours and 
the contents referring to modules 2, 3 and 4; and Control 
Group, which received the complete intervention only after 
the finalization of the process with the previous groups. 

The content of the program for the three groups was 
always conducted by the same coordinator, developer of 
the program, using the exploitation of practical examples to 
illustrate the theory, including the discussion of situations 
presented by the teachers. She is a psychologist specialized 
in clinical psychology by the Federal Council of Psychology 
and in Cognitive-behavioral Psychotherapy, besides being 
a certified psychologist by the Brazilian Federation of 
Cognitive Therapies, with more than 12 years of practice 
with this approach, both in the clinic and in school contexts.

Data Collection Procedures

The study had the support of the Municipal Department 
of Education (SMED) of the town where the intervention 

occurred, the second most populated and with the highest 
number of municipal schools in the state. The SMED had 
received several requests of teachers on how to deal with 
the behavioral difficulties of the students in the classroom 
and the FAVA program met this demand.

The teachers received the instruments before the 
intervention was performed to be answered and returned after 
being filled in on the first scheduled day, which took place 
on the first trimester of the school year for GE1 and GE2. 
The post-test of the three groups was collected four months 
after the intervention, when the teachers once more answered 
the instruments that were sent to the schools through the 
SMED, where they were collected by the researchers. The 
GC remained in the condition of waiting list and received 
the intervention with the entire content in the end of the 
school year.

The intervention was carried out on site during the work 
shift of the teacher. The meetings lasted a total of three hours 
and 30 minutes in addition to a 10-minute intermission as 
a break, during which it was offered coffee. The SMED 
provided an auditorium, a place the teachers were already 
used to attend. The participants were given a presence 
certificate at the end of each meeting to be presented at the 
workplace so that they would not suffer a salary loss due to 
the absence, which was also justified.

Ethical Procedures

This study is part of a bigger research project which 
was approved by the Ethics in Research Committee, being 
in accord with Resolution 510/16 of the National Health 
Council, which regulates the research with human beings 
(CAAE: 09173319.2.0000.5344). The participants were given 
the Informed Consent Form and the contact information of 
the researchers in order to solve any doubts or discomfort. 
Every teacher was aware that their absence from work was 
justified, without salary loss and their students would be 
assisted by substitute teachers.

Data Analysis Procedures

The data analysis was performed through descriptive 
statistics (absolute and relative frequencies for categorical 
variables; central tendency and variability measures, 
for quantitative varieties) with symmetry study by the 
Shappiro Wilk test. The characteristics of both experimental 
groups were compared by Fisher’s exact test (Monte Carlo 
simulation). When the comparison was made among the 
three independent groups, the Analysis of Variance (One 
Way) tests or the Kruskal Wallys test were applied.

Considering GE1 received a total of 14 hours of content 
and GE2 received half that amount of time, an analysis was 
carried out in order to verify if the intervention time may 
act as an intervenient analysis. That is why the information 
referring to the outcome variables: personal efficacy, teaching 
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Table 1 
Description of Contents by Meeting

Module Content Objectives

1
Behavioral-cognitive 

Model + one overview 
video and text material 

with overview

• How does our mind work?
• Why do we think the way we do?
• How is the thinking pattern built?
• ACC principles:

 o Thinking is susceptible to be monitored.
 o Thinking is susceptible to be altered.
 o Modifying thinking, it is possible to alter behavior.

• Self-monitoring applied to the school context. 
• Cognitive distortions within the teacher’s context. 
• Modification of the cognitive distortions.

• Understand cognitive functioning to practice 
self-monitoring.

• Avoid misjudgments and non-assertive practices 
of interaction with children. 

• Help children identify dysfunctional automatic 
thoughts.

• Promote feeling of understanding and acceptance 
in children.

• Prevent dysfunctional behaviors in the school 
environment.

• Promote assertive behaviors among children.

2
Social-emotional 

development and social-
emotional education

• What social-emotional development is.
• What the social-emotional skills/competencies are.
• How the social-emotional skills are acquired.
• The relation of the social-emotional skills with child 

development and behavior.
• Helping children identify and manage emotions.
• Self-conscience and emotional regulation.

• Understand what social-emotional skills are and 
how they are acquired.

• Understand the purpose and importance of social 
and emotional skills.

• Help children better develop their social and 
emotional skills.

• Help children identify and manage negative 
feelings.

• Prevent and decrease behavioral problems caused 
by a child’s poor social-emotional management.

• Promote functional behaviors.
• Encourage discipline.

3
Interaction styles between 

teacher and student and 
active observation of child 
behavior + two overview 
videos and text material 

with overview

• What are the interaction styles between adults and children?
• What are the consequences of the interaction styles in child 

behavior?
• Support and validation of emotion in students. 
• Definition of child behavior problems and expected 

behavior according to the age range.
• Active observation.
• Principles of functional analysis of behavior applied to the 

school context.
• Maintenance of the behavioral problem.
• Principles of functioning conditioning (behavioral 

modification).

• Identify interaction styles.
• Modify dysfunctional interaction styles.
• Promote feelings of understanding and 

acceptance in children.
• Help children better develop their social- 

emotional skills.
• Correctly identify the signs that precede 

behavior.
• Understand the causality between one behavior 

and another.
• Prevent dysfunctional behavior in the 

environment. 
• Promote assertive behaviors among children.

4
Dysfunctional behavior 

management and 
promotion of functional 
and assertive behaviors 
+ one overview video 
and text material with 

overview

• Types of consequences for dysfunctional behavior in the 
classroom.

• Social reinforcement in the school context.
• Social conflicts resolution.
• Promoting understanding and empathic and prosocial 

conducts among children (direct interventions and class 
assemblies).

• Classroom routine.
• Use of visual clues.
• Distraction as a disruptive behavior modification technique.
• Dealing with children who present aggressive behavior.
• System of group points for behavior modification and 

incentive to good behavior.

• Assertively manage children’s behaviors.
• Decrease the chances of the same dysfunctional 

behavior recurring.
• Prevent the emergence of challenging behaviors.
• Avoid coercive and abusive practices.
• Help children to not react badly to social conflict.
• Develop a healthy pattern of behavior and 

relationships with peers and adults.
• Develop discipline.
• Learn to build and implement a point system 

appropriate to the need of each group.

efficacy and Total of difficulties perceived in the students. 
To assess the impact observed in the continued measures at 
the end of the study (post-intervention), it was calculated 
the size of the effect (effect size) by adopting the following 
classification criterion: <0.19 = insignificant effect; 0.20-0.49 
small effect; 0.50-0.79 = medium effect; 0.80-1.29 = big 
effect and >1.30 = very big effect (Cohen, 1998).

In order to examine the effective difference between the 
groups with regard to the outcome it was used the ANOVA for 

Repeated Measures (Two Way) with study of the assumptions 
of sphericity through the testes MBox and Mauchly. When 
the assumption of sphericity was not met, correction was 
made trough Epsilon of Greenhouse-Geisser. In the situations 
where ANOVA detected statistically meaningful effects, the 
multiple comparison of the means for the main effects was 
made through Bonferroni correction. The data were analyzed 
in the program Statistical Package for Social Sciences version 
25.0 (SPSS Inc., Chicago, IL, USA, 2018) for Windows, 
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being that, for statistics decision criteria, it was used the 
significance level of 5%.

The absence of information detected in some variables 
was treated as disposal, both for descriptive and differential 
analysis. In this scenery, the missing data of each variable were 

treated with any other answer category, being the case(s) with 
missing eliminated from analysis (Little & Rubin, 1987). It was 
not possible to perform the data imputation because, in some 
situations, the number of missing data was very expressive, 
which could distort the statistical analysis (Barroso, 1995).

RESULTS

With respect to the mental health of the teachers, which 
was a control for possible intervenient variables, there was 
no difference among groups (p = 0.99), as well as for how to 
read or take other courses after the intervention (p = 0.99), 
and having suffered any stress over the last six months (p = 
0.99, Fisher’s exact test).

As it may be observed on table 2, it was verified that, as for 
personal efficacy, when it was investigated the effect of time 
interaction (F= 4.69. p = 0.035; Power = 0.76), there was a 
significant increase of the mean at the end of the intervention 
in GE2, while in groups GE1 and GC, the differences between 
the average scores, pre- and post- intervention, did not show 
to be representative. As for the estimates of effect size, in GE1 
(d = 0.030), the effect was inexpressive, in GC (d = 0.260) it 
reached a low magnitude, while in GE2 (d = 0.720), it was 
identified a medium effect magnitude.

As for the total of difficulties of the students perceived by 
the teachers, variations in the averages among the pre- and 
post-test evaluations among the three groups were identified 
(F = 4.86; p = 0.02), presenting a power value equal to 0.72, 
which is relevant, despite the samples being small (Espírito-
Santo & Daniel, 2015). In GE1 there was a significant 
reduction in the mean related to the total of difficulties in 
the post-intervention evaluation (pre-: 19.8+5.6 vs. post-: 
17.4+7.5; p = 0.02), with size of effect of a smaller magnitude 
(d = 0.37). In GC it was identified an increase of such mean 
(pre-: 8.3+3.2 vs. post-: 14.7+1.5; p = 0.05), with a very large 
magnitude effect (d = 2.72), which signals that the absence 
of intervention impacted negatively, there being a worsen in 
child behavior. In GE2, the variations of this measure were 
inexpressive (pre-: 16.2+6.1 vs. post-:16.7+6.0; p = 0.74) 
and the effect was insignificant (d = 0.08).

Table 2 
Teachers’ Self-efficacy and Students ’ Behaviors Pre- and Post-intervention

Variables

Groups ANOVA MR €

GE1 (n=37) GE2 (n=9) GC (n=10)
p

Interaction

Average SD Average SD Average SD p Power

Personal Efficacy

Teacher Pre-test 46.6 8.3 43.8 7.7 49.3 12.2 0.41b 0.03* 0.75

Teacher Post-test 46.4 7.2 49.3 7.6 46.8 7.2 0.60b

p A 0.86 0.08 0.41

d Cohen B 0.03 0.72 0.26

Teaching Efficacy

Teacher Pre-test 26.9 7.3 30.4 6.7 26.6 6.0 0.23c 0.51 0.04

Teacher Post-test 27.2 9.4 29.3 3.4 27.0 5.8 0.80c

p A 0.84 0.61 0.79

d Cohen B 0.04 0.22 0.07

d Cohen B 0.09 0.70 0.31

Total difficulties (SDQ)

Teacher Pre-test 19.8 5.6 16.2 6.1 8.3 3.2 0.001¥ 0.02** 0.72

Teacher Post-test 17.4 7.5 16.7 6.1 14.7 1.5 0.90¥

pa 0.02 0.74 0.05

d Cohen B -0.37 0.082 2.72

Note. Wilcoxon ₮Test; ɇVariables with asymmetric distribution; B: Size of the D Cohen effect; Ѧ: Test t-Student for paired data; ¶: Kruskal Wallys Test; ¥: 
Analysis of Variance (One way) – Post Hoc Tukey; C: Comparisons among groups €: Analysis of Variance for Repeated Measures – Post Hoc Bonferroni. 
** Significance in p<0.05 controlled for the covariable intervention time in hours.
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DISCUSSION

The overall objective of this study was to evaluate the 
results of the FAVA program for elementary education I 
teachers, which aimed to promote teaching effectiveness and 
reduce children’s emotional and behavioral problems. There 
is evidence that programs grounded on social-emotional 
learning (CASEL, 2017) and ACC (Reinke et al., 2018) 
provide opportunities to improve teacher-student interaction 
and management of classroom behaviors. From the results 
obtained, it was observed that the integration between both 
approaches seems to enhance the effectiveness of such 
interventions.

It was found that the content related to social-emotional 
learning (GE2) resulted in changes in teachers’ personal 
efficacy, but not in their perception of students’ emotional 
and behavioral problems when compared to the group of 
teachers who also received the content of the cognitive 
model (GE1). Considering that social-emotional learning 
facilitates the recognition and management of emotions, 
setting and achieving positive goals, demonstrating empathy 
and establishing and maintaining positive relationships, as 
well as making responsible decisions (CASEL, 2017; Marin 
et al., 2017), it has been evidenced that the recognition of 
these competencies is associated with teachers’ belief that 
they would be able to better deal with day-to-day challenges 
in the classroom (Guo et al., 2011; Reinke et al., 2013; Zee 
& Koomen, 2016; Zee et al., 2017).

However, the same did not occur in GE1. One of the 
plausible explanations is that the emphasis on the cognitive 
model has provided greater criticality and metacognition, 
fostered by psychoeducation, which reflected in the decrease 
of personal effectiveness of the teachers. One of the basic 
premises of ACC is to empower the individual to question 
their interpretations. In this sense, the questioning that GE1 
teachers were able to do after participating in psychoeducation 
about their own cognitive activity may have generated a more 
self-critical pattern. This phenomenon favors the Dunning-
Kruger effect, which assumes that higher performers, in this 
case teachers who used more assertive practices, promoting 
improvement in student behavior, would make more accurate 
and less overestimated self-assessments than those who do not 
perform as well (McIntosh et al., 2019). Similar phenomena 
occurred in another study in which teachers who participated 
in a longer version of the intervention had a lower sense of 
self-efficacy soon after its completion (Von Suchodoletz et 
al., 2018). There was no other personal teacher factor that 
could explain the changes in self-efficacy levels other than 
perceived student behavior in the classroom. In contrast, 
the authors signaled that both groups had an increase in 
mean self-efficacy over time and stressed the importance of 
continuing education for the professional class.

Regarding the changes observed regarding the 
perception of children’s emotional and behavioral problems 

in GE1, it is known that the ability to help children manage 
emotions and solve problems depends on the adult’s ability 
to regulate their own emotions, since these influence 
their behaviors (Hajal & Paley, 2020; Wenzel, 2018). 
Transposing the concept from the cognitive-behavioral clinic 
to school, teacher self-monitoring is critical to the proper 
interpretation of student behaviors and the consequent 
emotional validation.

Emotional validation involves communicating that the 
individual’s behaviors, emotions, or thoughts should be 
understandable in the current context (Papa & Epstein, 
2018). It is important to emphasize that validating does not 
mean agreeing. For example, a student may be aggressive 
with another classmate in class due to a peer disagreement. 
This behavior makes sense and is understood in the current 
context, where being aggressive is the only strategy they know 
to deal with the emotion of anger. The essence of emotional 
validation is that the teacher must accept and communicate 
acceptance to the student, acknowledging and reflecting the 
inherent validity of that response to certain events (Haslip 
et al., 2020). However, it does not mean that the teacher is 
approving of the aggressive behavior. It was in this sense 
that the teacher’s cognitive model was worked on in GE1. 
The proposal was to psychoeducate the teacher about their 
thoughts and their relationship with their practices toward 
their students, which seems to have provided a less distorted 
reading of children’s emotional and behavioral difficulties, 
favoring the use of emotional validation. There is evidence in 
literature that strategies such as emotional validation, offering 
choices, and showing love are able to redirect children’s 
difficulties into more functional behaviors, improve peer 
conflict resolution and teacher-student relationships (Jager 
& Macedo, 2018; Haslip et al., 2020).

The CG, in turn, showed a tendency toward decreased 
personal efficacy after the intervention, as well as a perception 
of increased emotional and behavioral difficulties in the 
students. It is noteworthy that compared to GE1, the CG 
teachers had less training time, which leads us to believe 
that they may be facing greater difficulties in managing the 
children’s behavior. This is because there is data that signals 
lower personal efficacy among teachers with less experience 
(MA & Kavanagh, 2018).

There is an effort by Division 16 of the American 
Psychological Association to promote guidelines that 
assist researchers and school psychologists in developing 
evidence-based practices in educational settings (Kratochwill 
& Stoiber, 2002). This includes looking for practices already 
consolidated in settings such as the clinic, applying and 
evaluating them in studies that address other contexts, such 
as the school (Atkins et al., 2015; Shernoff et al., 2017). 
The present study aligns with this indication, and the FAVA 
program demonstrated good results in promoting teacher 

 



8 Psic.: Teor. e Pesq., Brasília, 2022, v. 38, e383l7

DC Fava, I Andretta, & AH Marin

personal efficacy as well as reducing perceived difficulties 
related to child behavior in the classroom. 

However, it should be noted that participation in 
interventions can affect respondents’ reporting, encouraging 
response change as a biasing factor in survey results (Lievens 
et al., 2007). For example, the fact that teachers participated 
in the FAVA program may have stimulated their awareness 
of their students’ difficulties, which was reflected in their 
greater perception of their emotional and behavioral problems, 
even after they participated in the intervention that aimed to 
reduce them (Murray et al., 2019). Considering this issue, it 
is believed that the effect size and significance value obtained 
could have been greater in the experimental groups. 

In any case, it is fundamental to advance research that 
contemplates interventions aimed at addressing the problem 
of the high prevalence of emotional and behavioral problems 
in schoolchildren and the difficulty teachers have in dealing 
with them. In this sense, it is suggested that new studies 
consider the development and evaluation of interventions 
that associate social-emotional learning (CASEL, 2017; 
Delahooke, 2019) and ACC, especially the cognitive model, 
as well as the FAVA program, in view of its results. It is also 
suggested to use materials that measure automatic thoughts, 
because it has been observed that functional modification of 
teachers’ distorted thoughts through self-monitoring can be 
a driver for adherence to contingency management. 

As limitations, we highlight some issues regarding the 
method. First, the use of self-report measures is noteworthy, 
as they make the data more susceptible to personal biases. 
Therefore, it is recommended that new studies on the 
evaluation of interventions consider including observation 
measures or instruments parallel to self-report to minimize 
this possible effect. In addition, one must consider the period 

in which the FAVA program was conducted, which may 
have influenced the sample size of each group. Although the 
focus of the intervention was requested by SMED because 
of teachers’ verbalization of difficulties in managing their 
students’ behavior, many dropped out because they were 
involved in other mandatory training related to curriculum 
issues. It is likely that the number of participants and the 
unbalance between the groups influenced the statistical 
analyses, reducing the power of the tests used. We also 
highlight the regionality of the sample, which reflects 
specificities of the teachers and students of the municipal 
school system in a city in the countryside of the state of Rio 
Grande do Sul.

Moreover, even though many teachers participated 
effectively, few of them answered the instruments completely, 
probably due to fatigue and overload. The literature has 
already signaled several difficulties regarding sample 
maintenance in studies involving interventions (Marin et 
al., 2019). In this sense, it is indicated that new research 
should contemplate post-intervention engagement strategies 
to foster adherence until its completion, which may provide 
greater statistical expression to the data. 

As for the FAVA program, it is noteworthy that it sought 
to address in four and two meetings broad issues that could 
be worked on in more time, in order to facilitate participation 
and adherence to the intervention. In other versions, it 
is suggested to include review and supervision meetings 
with the teachers, to monitor and fix the learning related 
to the content taught. It is hoped that, based on this study, 
more researchers will consider the teacher’s cognitive and 
emotional structure as influencing teaching practices and 
student behavior, including the contributions of the cognitive 
model as tools.
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