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Abstract
Student teachers’ abilities to positively influence their own well-being are an important
resource not only for their academic success at university but also for their future
impact as educators in schools. Thus, universities should assume responsibility for
educating student teachers on how to reflect on and influence their personal well-being.
In this paper, an empirical study is presented that investigates the effects of an audio
podcast-based intervention on student teachers’ well-being. The online course was
developed with the aim of fostering both the general and job-related well-being of
student teachers during a 15-week pedagogical field experience. The course comprises
a series of nine narrated audio podcast episodes and administers three positive psycho-
logical interventions: gratitude, kindness, and savouring. To investigate the effective-
ness of the course, a quasi-experimental design was used. Life satisfaction, happiness,
teacher engagement, job satisfaction, and emotional exhaustion were measured using
online questionnaires at four intervals over a 15-week period. The sample consisted of
117 German student teachers, of which 82 participated in the intervention and 35 in the
control condition. Results suggest small but statistically significant gains in mean life
satisfaction and happiness scores of the participants in the intervention group. Further-
more, significant gains in emotional exhaustion in the control group were not present in
the intervention condition, suggesting that the course provides a buffer to emotional
exhaustion. Against the expectations, indicators of job-related well-being (i.e. teacher
engagement, job satisfaction) did not significantly change over time in either group.
The relevance and limitations of these findings are discussed.
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Background

Student teachers (i.e., university students preparing to become school teachers) form a
community that is influenced by two reference groups (Dreer, 2020b). First, student
teachers are university students who aim to thrive academically and succeed in typical
study-related tasks, such as understanding how their university operates, familiarizing
themselves with work tasks and the methods of academic staff, and finding a peer-
group and peer support among fellow students (Awang et al., 2014; Goodday et al.,
2019). Second, student teachers are future teachers who aim to succeed in typical
occupation-related tasks, such as understanding how schools operate from a profes-
sional standpoint, familiarizing themselves with work tasks and the methods of educa-
tional practitioners (e.g. classroom management), test themselves in various profes-
sional roles of teachers, and finding support in communities of practise (Dreer, 2020b).
Thus, the successful development of a professional self and the necessary competences
for teaching demands not only integration into the academic community at university,
but also the identification as a teacher and the integration into communities of practise.
Furthermore, ongoing reflection and integration of academic and practical learning is
required in both contexts.

Ideally, in teacher education, both of these “worlds” would be interconnected and
there would be a fruitful discourse between the two “worlds” that would provide a
synchronized learning and development environment for the student teachers. Howev-
er, in reality, several challenges exist for student teachers in navigating between
acquiring scientific knowledge and academic reasoning on one hand and successfully
engaging in dynamic practical experiences and trials at schools on the other (Smith &
Avetisian, 2011). These challenges can result in demanding conditions that threaten
individual well-being and satisfaction, especially during field experiences in teacher
education (Kokkinos & Stavropoulos, 2014; Mansfield et al., 2016; White & Cornu,
2002).

Student Well-Being

The well-being of university students (i.e., life satisfaction and positive and negative
affect) is highly relevant, as it enables them to successfully cope with common stressors
in student life (e.g. demands in academic, financial and social domains), and to work
productively and to contribute positively to the student community (Goodday et al.,
2019; Lyubomirsky et al., 2005a; Schoeps et al., 2019; Sharp & Theiler, 2018; Wilcox
& Nordstokke, 2019). It has been shown that the well-being of university students is
linked to several beneficial factors and outcomes, such as higher self-control, endorse-
ment of mastery-approach goals, better grades, academic satisfaction and performance,
lower procrastination, and a less likely adoption of a fixed mindset (e.g. Howell, 2009;
Pluut et al., 2015).

University students’ well-being is dependent on several personal and environmental
factors. For example, high demands, low control, and low peer support appear to exert a
negative impact on satisfaction and well-being (Chambel & Curral, 2005). Conversely,
students’ sense of belonging to a student peer group and identification with the
university are positively associated with well-being, life satisfaction, and academic
performance (Awang et al., 2014; Goodday et al., 2019).
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These findings raise important questions about the role of universities as a positive
influence on the well-being of students (Schoeps et al., 2019). Based on empirical data,
several suggestions have been made in this regard. For example, universities can
engage in enhancing student satisfaction (Cotton et al., 2002), improving curriculum
design (Field et al., 2015), realising evaluation and fair assessment (Howell & Buro,
2015), providing tailored student services and support, and fostering student society
activities (Baik et al., 2019). Moreover, universities can offer programs, courses, and
learning environments that provide positive experiences (Stanton et al., 2016) and
educate students on how to reflect and influence their personal well-being. This might
involve learning how to organize social support or learning to be present or self-kind
(Stallman et al., 2018). Interventions from positive psychology have been shown to be
a valuable resource for achieving these objectives (Howell & Passmore, 2019). In
addition, technology can play an important role in delivering relevant content aimed at
improving students’ well-being; most of this content is not part of standard curricula.
Studies confirm that the well-being of university students can be successfully addressed
by smartphone apps (Bendtsen et al., 2020) and text messaging (Thomas & Bendtsen,
2019).

Student Teacher Well-Being

The well-being of future teachers must be regarded as an important cornerstone for the
health of school communities and school systems around the globe (McCallum &
Price, 2016; Seligman & Adler, 2019; Viac & Fraser, 2020). According to Viac and
Fraser (2020), teacher well-being can be defined as “teachers’ responses to the
cognitive, emotional, health and social conditions pertaining to their work and their
profession” (p. 18). In recent years, the relevance of teacher well-being has been
discussed more frequently and more emphatically. It is portrayed as a central aspect
of teachers’ effectiveness and, therefore, as a driver of functional and effective schools
and school systems (Cherkowski & Walker, 2018; McCallum & Price, 2010, 2016;
McCullough, 2015; Seligman & Adler, 2019). Research findings show, for example,
that healthy teachers are more likely to inspire their students and spark their interest and
motivation to engage in school subjects (Frenzel et al., 2009; Keller et al., 2014).
Moreover, teachers with high job satisfaction perform better (Caprara et al., 2006;
Judge et al., 2001) and highly engaged teachers appear to positively influence student
engagement (Cardwell, 2011). The positive emotions of teachers have been linked to
the use of more effective teaching methods (Moè et al., 2010) and to the learning
success of their students (Sutton & Wheatley, 2003). In addition, teacher well-being
appears to be a relevant factor for the implementation of positive education, which has
been described as a valuable resource for preparing younger generations for emerging
societal challenges (McCallum & Price, 2016; Seligman & Adler, 2019; Slemp et al.,
2017; Waters & Loton, 2019).

Despite its suggested importance, there are only a handful of studies that investigate
the effects of intervention programs that are aimed at fostering teacher well-being. For
example, Chan (2010, 2013) was able to show that positive psychological interventions
aimed at fostering teachers’ gratitude had a positive impact on the subjective well-being
of teachers in China. McCullough (2015) successfully improved the well-being of
elementary school teachers by applying a strengths-based intervention from positive
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psychology. Rahm and Heise (2019) showed that a mix of certain positive activities
embedded in an educational program can be beneficial for teachers’ well-being. Dreer
(2020a) has reported that teacher well-being can be fostered by an e-mail-based
intervention comprised of a variety of positive activities.

While these approaches exclusively target in-service teachers, it is argued that there
is no better starting point for developing and fostering the well-being competencies of
teachers than in initial teacher education (Acton & Glasgow, 2015; Briscoe, 2019;
Byrne et al., 2015). Due to their high potential for learning (Hammerness et al., 2005;
Zeichner, 2010) and extended workloads and demands (Chaplain, 2008; Gardner,
2011; Jantowski & Ebert, 2014; Kokkinos & Stavropoulos, 2014; Schüle et al.,
2017), field experiences at schools during initial teacher education appear to be an
appropriate environment for the application of positive psychological support for
student teachers. Educating student teachers on how to positively influence their job-
related well-being can be regarded as an important aspect of job preparation. However,
empirical evidence on approaches for fostering the well-being of student teachers
during practical phases is scarce. There are hints that being mentored by experienced
practitioners during field experiences can positively influence student teachers’ well-
being, given a proper mentor-mentee relationship (Hollweck, 2019; Kutsyuruba et al.,
2019; Squires, 2019). In addition, psychological need-fulfilment of student teachers
during practical phases appears to be connected to certain quality indicators, such as
learner satisfaction (Dreer, 2020b).

Programs fostering the resilience of future teachers were found to have potential
benefits for the well-being of student teachers in the practical phases (Le Cornu, 2009;
Mansfield et al., 2016). Supervision provided by university lecturers via E-Mail has
been suggested to help reduce stress during field experiences (White & Cornu, 2002).
Ultimately, it appears that the potential of positive psychological interventions, partic-
ularly those found to be effective in increasing university students’ and in-service
teachers’ well-being, has not yet been studied in the context of the well-being of
student teachers in practical phases of teacher education.

Podcast Intervention Program

From the prior appraisal, three major insights emerge. First, as well-being appears to be
linked to academic and practical performance, higher rates of student teacher well-
being can be regarded as a contributing factor to improved preparation of new teachers
towards the challenges of the teaching profession. Hence, universities should support
student teacher well-being with, for example, dedicated courses. Second, programs and
courses educating student teachers in ways of fostering and reflecting on their well-
being could be helpful, especially alongside educational field experiences. Third, for
the purpose of educating student teachers and providing positive experiences regarding
the self-regulation of their personal well-being, positive psychological interventions
have been shown to be effective with students and schoolteachers. These insights
inspired the development of an online course for student teachers in the practical
phases of their teacher education. The initiative is based upon the positive-activity
model (Lyubomirsky & Layous, 2013), which proposes that positive activities have a
beneficial influence on positive emotions, thoughts and behaviours, as well as the
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fulfilment of basic psychological needs; this, in turn, leads to an increase in well-being.
The goals, structure, elements, and workflow of the course are described in the
following sections.

Goals and Structure

The goal of the course Positivity for Student Teachers is to foster student teachers’well-
being during a long-term field experience in their initial teacher education. By means of
familiarizing the participants with positive psychology and motivating their regular
engagement in job-related positive psychological interventions, the course aims to help
the students develop a sensitivity for the topic and a validated tool kit for their personal
use.

The course is divided into three phases (see Table 1). Phase 1 is the 6-week phase of
knowledge acquisition, where participants are provided with knowledge about the
origins and effects of typical challenges in the teaching profession. During this phase,
knowledge is provided on the concerns, scientific basis and prominent findings of
positive psychology, especially regarding positive psychological interventions. Phase 2
is the 6-week phase of practising, where participants are familiarized with three positive
psychological interventions. They are encouraged to habitually engage in these inter-
ventions for a 2-week period each. Phase 3 is the 4-week phase of reflection, where
student teachers are supported in reflecting on the possible effects of participating in the
course and especially of engaging in the positive activities with regard to their general
and job-related well-being.

Table 1 Workflow of the online course

Time periods Phase (Number of episodes) Elements and tasks

Until the end of the first
week of the practical
phase

Phase 1: Acquisition of
knowledge (4)

• Listen to episode 1 “Welcome”

• Record data at check-in 1

Week 2–3 • Listen to episode 2 “Demands of Teaching”

Week 4–5 • Listen to episode 3 “Basics of Positive
Psychology”

Week 6–7 • Listen to episode 4 “Positive Psychological
Interventions”

• Record data at check-in 2

Week 8–9 Phase 2: Practising (3) • Listen to episode 5 “Practise Gratitude”

• Record data at check-in 3

Week 10–11 • Listen to episode 6 “Practice Kindness”

• Record data at check-in 4

Week 12–13 • Listen to episode 7 “Practice Savouring”

• Record data at check-in 5

Week 14–15 Phase 3: Reflection
(2 + 2 bonus episodes)

• Listen to episode 8 “Reflection”

• Evaluate personal development graph

Until end of the practical
phase

• Listen to episode 9 “The End”

• Listen to bonus episodes
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Elements and Workflow

As student teachers have different time schedules and are rarely present on campus
when in practical phases at schools, the program is offering flexibility through the use
of digital communication. In general, technology is becoming increasingly important
for addressing the well-being of communities (Wallace & Vincent, 2017). It has been
shown that positive psychological interventions can be successfully delivered online
(Bolier & Abello, 2014). The course presented here comprises four elements: a learning
platform, an audio podcast, five successive online check-ins, and a personal develop-
ment graph.

Learning Platform and Audio Podcast

The learning platform Moodle is used as the hub for course communication and the
provision of learning materials. Moodle helps to organize course contents into a
comprehensible structure and to present the contents stepwise. Apart from the major
course elements, additional course material (e.g. texts, videos, and tests) are provided
via the platform.

An audio podcast constitutes the core element of the course. The format was chosen
because of its high flexibility and portability and its great popularity amongst the target
group (Popovaa & Edirisingha, 2010). Furthermore, podcasts appear to be effective in
knowledge transition and for inspiring engagement (McKinney et al., 2009). Audio
podcasts are a promising tool for bridging the gap between academic learning at
universities and practical learning in schools. Student teachers are able to listen during
their daily commutes to school.

In total, nine episodes with a maximum length of 20 min were produced by
means of writing, recoding, and scoring (see Table 1). A story-telling style was
chosen in order to provide an engaging experience (Allen, 2019). To gain the
audience’s attention, every episode starts with an opener, which could be a short
story, anecdote, or snippet from a song or movie. The contents of the episodes are
presented in a way that ties in personal experiences and triggers reflective think-
ing. The spoken contents are accompanied by ambient music that supports the
message of each episode. In addition to the regular episodes, two bonus episodes
were produced containing interviews with scientists discussing their findings on
teacher well-being and providing suggestions for future teachers. It is intended
that more bonus episodes will be added over time.

The first four episodes (Phase 1: knowledge acquisition) focus on presenting
scientific knowledge about teacher well-being and positive psychology. Partici-
pants are encouraged to conduct observations and interviews at their school,
seeking out positive role models in stress prevention and coping, and learning
from their insights.

Episodes five to seven (Phase 2: practising) focus on introducing and
explaining three interventions (one every 2 weeks) from positive psychology.
Participants are encouraged to engage in the positive activities regularly within
their teaching placement context. Amongst the interventions were “three-good-
things” (participants were instructed to record three good things that they
encountered during their day at school; based on Seligman et al., 2005),
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“random acts of kindness” (participants were instructed to preform three random
acts of kindness every working day towards school staff or students; based on
Lyubomirsky et al., 2005b), and “mindful photography” (participants were
instructed to take two mindful photographs of subjects, e.g. people, buildings,
or items, representing positive memories about their practical phase; based on
Smith et al., 2014). One reason for choosing these interventions is the substantial
amount of empirical evidence with regard to their positive effects on well-being.
Another reason is that the interventions are easily adaptable to the teaching
placement context; however, at the same time they are not too invasive with
regard to everyday school life and the limited freedom of action of student
teachers. For each intervention, a range of minor adaptions are suggested in
order to allow for personal choice and to optimize the person-activity fit
(Schueller, 2014).

In the last two episodes (Phase 3: reflection), participants were encouraged to
evaluate their experiences from the prior course phases. For that purpose, participants
were provided with a personal development graph (see below).

Check-Ins and Development Graph

At certain intervals in the course (see Table 1), participants were prompted to fill
out online questionnaires recording their well-being related data. Following the
fifth check-in, a personal development graph was prepared and sent to every
participant. The graph plots the development of student teachers’ well-being data
during the field experience and highlights the three periods where participants
engaged in the positive interventions. Podcast episode eight provides guidance for
interpreting the personal development graph and impulses for reflecting the
success of the activities on that basis. Participants were encouraged to communi-
cate their insights with their mentors at school and with fellow students at
university.

Research Question and Hypotheses

The present study addresses the following research question: To what extent does
the presented audio podcast-based intervention for student teachers exert effects
on general well-being (i.e. life satisfaction, happiness) and job-related well-being
(i.e. job satisfaction, teacher engagement, and emotional exhaustion) of student
teachers?

Based on prior research on positive psychological interventions, small to moderate
effects are expected with regard to the following two hypotheses:

& H1. The participants assigned to the intervention group will show a significantly
stronger increase in subjective well-being compared with those assigned to the
control group.

& H2. The participants assigned to the intervention group will show a significantly
stronger increase in job-related well-being compared with those assigned to the
control group.
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Research Method

Design

In order to answer the research question and to test the two hypotheses, a pseudo
experiment was conducted (see Table 2). The intervention was implemented within an
existing course structure accompanying a 15-week pedagogical field experience at the
end of the Master of Education studies at the University of Erfurt, Germany. During
their internship in schools, all students are obliged to participate in mandatory courses
at the university. As part of the existing procedure, student teachers take four on-
campus courses on various (non-well-being) topics (e.g. lesson planning, school
development). The control group size represents the size of one regular on-campus
course. Well-being data were collected in paper-pencil-format during the mandatory
sessions.

Participants in the intervention condition registered voluntarily for the online course
and were allowed to substitute one of the on-campus courses with the online audio
podcast course. However, opting for the podcast course did not free student teachers
from participating in three on-campus courses. Hence, participating in the intervention
did not constitute a less demanding alternative in order to fulfil the formal demands.
The podcast course with its focus on job-related well-being was introduced to the
student teachers during the central kick-off meeting for the field experience. Student
teachers had a 2-week period to consider whether to participate and then to register via
e-mail. Data on the intervention group participants were collected online as part of the
course proceedings.

Participants

The entire group of participants (N = 117) consisted of student teachers in their last year
of Master of Education studies at the University of Erfurt. The sample contained 96
women (82%) and 21 men (18%). The mean age was 25.5 years (SD = 3.39; Min = 23;
Max = 41). The participants included teachers of both primary (77%) and secondary
(23%) education school types.

Of the total sample, 82 student teachers participated in the intervention group and 35
in the control group. The groups did not differ regarding their mean age (F(1,
116) = .11, p = .69), and gender ratio (χ2(117) = 3.11, p = .53). Gender and school-
type ratios were representative of the population of student teachers at the University
of Erfurt. No missing data occurred.

Table 2 Design of the study

Time and measurement intervals t1 6 weeks t2 6 weeks t3 4 weeks t4

Intervention condition Online podcast course “Positivity for Student Teachers”

Phase 1: Knowledge Phase 2: Practise Phase 3: Reflection

Control condition On-campus courses (various topics, e.g. school development)

Course proceedings Course proceedings Course proceedings
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Instruments

In order to answer the research question, two groups of factor sets and respective measures for
each set were identified and applied (see Table 3). Measuring general well-being, life
satisfaction, and happiness were assessed using the German version of the Satisfaction with
Life Scale (Janke & Glöckner-Rist, 2012) and the Subjective Happiness Scale (Lyubomirsky
& Lepper, 1999); the latter was translated into German. Job-related well-being was assessed
using scalesmeasuring job satisfaction (Ho&Au, 2006), teacher engagement (Yelderen et al.,
2018), and emotional exhaustion (Maslach et al., 1996). Items were translated into German
and adapted to the situation of student teachers in-field experiences (e.g. “I am satisfied with
my job” adapted to “I am satisfied with my job aspiration”).

All items, except for the items of the happiness scale (7 point), were rated on a five-
point scale ranging from 1 - “does not apply” to 5 – “fully applies.”

Data Analysis

Preliminary analyses included tests for internal consistency. The results are reported inTable 2.
Furthermore, descriptive data (Table 3) and intercorrelations (Table 4) were computed and
assessed. As the hypotheses were tested using analyses of variance and t-tests, the preliminary
analyses also tested for the approximate normal distribution and sphericity.

Results

Descriptive Findings

Table 2 provides an overview of the means and the standard deviations for all factors,
intervals, and groups. Means at the first interval for all applied measures were

Table 4 Descriptive data for all measures at all four intervals

T1 T2 T3 T4

IG CG IG CG IG CG IG CG

M M M M M M M M

(SD) (SD) (SD) (SD) (SD) (SD) (SD) (SD)

Life satisfaction 3.80 3.78 3.74 3.71 4.02 3.69 4.05 3.69

(0.51) (0.52) (0.54) (0.54) (0.51) (0.74) (0.58) (0.75)

Happiness 5.25 5.29 5.18 5.18 5.44 5.21 5.50 5.25

(0.89) (0.88) (0.78) (1.11) (0.79) (1.18) (0.79) (0.99)

Job satisfaction 3.70 3.75 3.71 3.78 3.76 3.71 3.75 3.72

(0.60) (0.66) (0.61) (0.62) (0.55) (0.69) (0.57) (0.67)

Teacher engagement 4.37 4.32 4.39 4.33 4.39 4.28 4.41 4.29

(0.28) (0.30) (0.28) (0.32) (0.39) (0.42) (0.37) (0.39)

Emotional exhaustion 1.82 1.78 2.07 2.08 1.96 2.27 2.01 2.17

(0.59) (0.50) (0.60) (0.47) (0.69) (0.74) (0.71) (0.73)

612 International Journal of Community Well-Being



consistent with previously published population-based norms from the sources listed in
Table 3.

While the means for life satisfaction and happiness increased over time for the
intervention condition, they remained relatively constant for the control condition.
Means for job satisfaction and teacher engagement remained relatively constant over
time in both groups. The means of emotional exhaustion tended to increase over time,
however, with apparent differences for intervention and control conditions from inter-
val t3 onwards.

Pearson correlations revealed interrelations between the measured factors (see
Table 5). The effect sizes and directions of the relationships appear plausible.
Happier student teachers also reported more satisfaction with life. Individuals who
were more satisfied with their choice of occupation reported higher rates of
engagement and lower rates of emotional exhaustion. The correlations amongst
the factors within the factor sets general well-being (1 and 2) and job-related well-
being (3–5) were statistically significant and of small to medium degrees.

Main Results

In order to test the hypotheses, a repeated measures MANOVA was conducted. Results
indicate a statistically significant effect of time (F(5, 116) = 3.54, p = .003), however no
significant effect of group (F(5, 116) = 2.90, p = .021) or group and time × group
interaction (F(5, 116) = 2.00, p = .092). As part of the procedure, post hoc univariate
analyses were performed to specify the effects.

General Well-Being

In order to test the assumption that the participants assigned to the intervention group
show a significantly stronger increase in general well-being compared with those
assigned to the control group (H1), univariate post hoc tests of the measures of life
satisfaction and happiness were evaluated.

Post hoc tests for life satisfaction pointed to a statistically significant effect of
group × time interaction (F(1, 116) = 5.34, p = .002). Follow up tests revealed
significant differences between groups at intervals t3 (t = 2.8, p < .005, d = .57)
and t4 (t = 2.9, p < .005, d = .57). Consequently, life satisfaction increased in the

Table 5 Pearson correlations amongst factors at the first interval

1 2 3 4 5

1 Life satisfaction 1 .48** .39** .39** −.36**
2 Happiness .48** 1 .32** .23 −.35*
3 Job satisfaction .39** .32* 1 .44** −.60**
4 Teacher engagement .39** .23 .44** 1 −.33*
5 Emotional exhaustion −.36** −.35* −.60** −.33* 1

***Note: p < .05; p < .01
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intervention group between t2 and t3, and this difference could still be observed at
interval t4. Other significant differences were not found (Fig. 1).

Post hoc tests for happiness pointed to a statistically significant effect of group ×
time interaction (F(1, 116) = 7.15, p = .004). Follow up tests revealed significant
differences between groups at intervals t3 (t = 2.9, p < .005, d = .25) and t4 (t = 2.8, p
< .005, d = .30). Thus, happiness increased in the intervention group between t2 and t3,
and this difference could still be observed at interval t4. Other significant differences
were not found (Fig. 2).

Job-Related Well-Being

In order to test the assumption that the participants assigned to the intervention
group show a significantly stronger increase in job-related well-being compared
with those assigned to the control group (H2), univariate post hoc tests of the
measures of job satisfaction, teacher engagement, and emotional exhaustion were
evaluated.

Post hoc tests for job satisfaction showed neither an effect of time (F(1, 116) = 0.84,
p = .36) nor a group × time interaction (F(4, 116) = 0.20, p = .66). Job satisfaction did
not change in both groups over time (Fig. 3).

Post hoc tests for teacher engagement showed neither a significant effect of time
(F(1, 116) = 0.25, p = .62) nor a group × time interaction (F(1, 116) = 0.52, p = .47).
Teacher engagement did not change significantly in both groups over time (Fig. 4).

Post hoc tests for emotional exhaustion showed a significant effect of the group
× time interaction (F (1, 116) = 4.16, p = .004). Follow up tests revealed a statis-
tically significant group difference for interval t3 (t = 2.7, p < .005, d = .47).
Emotional exhaustion increased in both the control and intervention groups

Fig. 1 Change in life satisfaction score for the intervention and control group over the four measurement
intervals (95% confidence intervals)
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between t1 and t2, but no group differences were found. Between t2 and t3
emotional exhaustion further increased in the control condition, but no further
increase was observed in the intervention condition (Fig. 5). At interval t4 the
group difference in emotional exhaustion was apparent.

Fig. 2 Change in happiness score for the intervention and control group over the four measurement intervals
(95% confidence intervals)

Fig. 3 Change in job satisfaction score for the intervention and control group over the four measurement
intervals (95% confidence intervals)
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Findings from the Course Evaluation

After finishing the podcast course, participants were asked to voluntarily provide
feedback regarding the usability of the course material, their use of this material,

Fig. 4 Change in teacher engagement score for the intervention and control group over the four measurement
intervals (95% confidence intervals)

Fig. 5 Change in emotional exhaustion score for the intervention and control group over the four measure-
ment intervals (95% confidence intervals)
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and their impressions of the course format. From the initial 82 intervention
participants 32 provided data. Due to self-selection, this data might be biased.

The majority of the 32 participants were satisfied with the workload of the
course (90%), the usability of the course elements (87.5%), and the quality of the
audio content (100%). Participants expressed that the course was thought-
provoking (84%), pleasurable (84%), and a good addition to their field experience
(78%). Student teachers listened to the audio podcasts at home, on their com-
mutes, and during exercise. In open statements, participants highlighted their
positive experiences with the course. For example, they felt “understood” and
saw themselves confronted “with an interesting and important topic, which should
be tackled more intensively in teacher education.” Participants also acknowledged
the check-ins reporting that “it was interesting and good fun to fill in the check-ins
and see the graph at the end of the course.” Finally, student teachers reported
having been inspired by the course to engage in discussions with in-service
teachers at schools and fellow students at university about well-being related
topics. One participant concluded, “I would love to carry on listening to the
podcast my entire work life.”

As the control group did not participate in similar coursework, but instead took
completely unrelated courses on different topics and without check-ins and develop-
ment graphs, no such follow-up data was assessed in the control group.

Discussion

Student teachers are a special community among university students. They work
towards a well-defined and, based on their own experiences as school students, a
supposedly familiar profession. When developing a professional identity as future
teachers, they are confronted with demands resulting from dialectical elements of
teacher education. This can culminate in high individual demands, especially
during field experiences in pre-service teacher education, which should prompt
universities to address the well-being of student teacher communities by providing
supportive measures. At the same time, to develop healthy schools and school
systems, it is necessary for future teachers to be educated in ways to reflect and
foster their personal and job-related well-being during initial teacher education.
Against this background, the present paper has presented an innovative online
course – Positivity for student teachers – and results suggest its effectiveness in
promoting well-being in student teachers.

In agreement with hypothesis H1, life satisfaction and happiness increased for the
intervention group, whereas changes in the control group were not observed. Notably,
the increase appeared at the end of Phase 2, the phase in which the participants were
instructed to regularly engage in positive activities. At the ends of Phases 1 (knowledge
acquisition) and 3 (reflection), no further changes in life satisfaction and happiness
were observed. Hence, the effects of the entire intervention can be traced back to the
effects of the positive activities of gratitude, kindness, and savouring, which have
previously been shown to be effective in this context (Bryant et al., 2005; Lomas
et al., 2014; Smith et al., 2014). Effect sizes suggest small to medium effects of the
interventions, and these effects persisted for 4 weeks after the interventions. This is in
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line with prior research on positive psychological interventions (Bolier et al., 2013).
The present study extends this prior research, as it provides data to support the
successful use of the audio podcast format for administering positive psychological
interventions.

Against the expectations stated in hypothesis H2, job satisfaction and teacher
engagement did not increase in the intervention group. This does not correspond
to prior research, which showed that job satisfaction and teacher engagement
could potentially benefit from positive psychological interventions (Dreer,
2020a). However, the cited study addressed in-service teachers with interventions
that were tailored towards the teaching profession and incorporated interactions
based on the professional roles of the teacher (e.g. communicating with colleagues
or students’ parents). As student teachers in practical phases often do not have the
freedom and confidence to freely interact with school staff or parents, the present
course incorporated interventions that were more self-directed and could be
conducted without much personal positive interaction at school. Interventions that
require more positive interaction at school might have the effect of increasing job
satisfaction and engagement. Finding the right balance between triggering positive
professional interactions and producing frustration by confronting student teachers
with their professional limitations is a challenge that could be met with a redesign
of the second phase of the course, implementing more “invasive” (other-oriented)
positive interventions.

Alternatively, the intervention could be reframed as a general well-being interven-
tion for university students, as it proved to be promising for fostering general life
satisfaction and happiness in university students. For the dissemination of positive
psychological research, the components learning platform, audio podcast, check-ins
and development graph could be regarded as useful tools.

The results also showed that emotional exhaustion at first increased over time
in both the control and intervention groups. There are some hints that this could be
considered as a normal progression within a long-term field experience, as de-
mands tend to increase over time (Jantowski & Ebert, 2014; Schüle et al., 2017).
The online course may have had the effect of buffering the student teachers from
the negative effects of the practical phase on emotional exhaustion. Group differ-
ences were found at interval t3, after practising the interventions, and showed an
increase in emotional exhaustion only for the control condition. However, further
research is needed to test this buffer hypothesis.

Future research should also address the limitations of the present study. Short-
comings regarding the sample of student teachers must be addressed. First, these
results were obtained from a rather small sample size and suggest that caution
must be taken in interpreting the findings. In order to achieve a larger sample size,
which would increase the power of the statistical analysis, it is planned to make
the revised course available to student teachers at other German universities.
Second, student teachers opted to participate in the course on a voluntary basis,
and hence the intervention and control group composition was not balanced with
respect to the study population. As a result, this could have biased the samples
because, for example, student teachers with a high interest in the topic would be
more likely to take part in the course. As a consequence, it is unclear from this
analysis to what extent those student teachers who are less interested in the topic
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and might be less motivated to regularly engage in positive activities could benefit
from the course. This question could be addressed using a randomized controlled
trial and by evaluating a possible aptitude treatment interactions (Bracht, 1970). If
this cannot be achieved, a future study should at least gather respective motiva-
tional data and included it as covariates in the analyses.

Another limitation of these results arises from the use of self-reported data, which
are prone to biases and the inflation of correlations (Blume et al., 2010). Future studies
could apply additional measures, such as methods of mobile experience sampling that
are deemed to increase the accuracy of the data collection process and increase the
ability to detect meaningful within-person variability (Carson et al., 2010). Likewise,
the use of behavioural observations and biopsychological data could provide further
insights (Gouasé et al., 2019). With a focus on student teacher communities, measure-
ment could also incorporate community well-being measures (e.g., Atkinson et al.,
2017; VanderWeele, 2019), which could be useful to assess community-related do-
mains of well-being.

To conclude, on the basis of these results, it can be argued that the well-being
of a community can be enhanced with specific tools from positive psychology.
Furthermore, technology appears to be helpful in the distribution of content and
tools into a dispersed community. However, lessons from this approach also
highlight the necessity to continuously study and better understand the needs of
the target community in order to tailor effective and efficient interventions that not
only spark individual well-being but inspire the community members to interact
and connect positively. Teacher education and research on teacher education could
benefit from a community approach in many ways. The application of community
well-being principals (Cloutier et al., 2019) are one example. Transferred to
student teacher communities, the principles of purpose (What is the purpose and
value of both fellow student and practice communities?), place (How can both the
university and schools interconnect?; Which connections support the well-being
and flourishing of the community members?; How can knowledge, experience, and
emotion be transferred in multidirectional ways?), and relation (What makes the
relationship of student teachers and experienced in-service teachers prosperous?;
How can the well-being of both parties be affected positively?) provide a prom-
ising analytical perspective.
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