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Introduction: Teacher retention, workload, and the intention to leave the profession have become growing concerns in education, highlighting the need for a holistic approach to teacher occupational well-being.

Methods: This study employed a sequential explanatory mixed methods design to investigate factors influencing teacher well-being. A cross-sectional quantitative survey (n = 247) examined teachers’ perceptions of occupational well-being, while phenomenological qualitative interviews (n = 21) explored their workplace experiences. Using the OECD teacher occupational well-being framework, quantitative and qualitative data were integrated to identify key determinants of well-being and potential strategies for improvement.

Results: Findings revealed that teachers with strong self-efficacy and social support experienced higher job satisfaction and fewer psychosomatic symptoms, whereas increased stress levels led to greater health-related issues. Male teachers reported fewer psychosomatic symptoms than female teachers, while experienced teachers exhibited higher stress levels. Early-career teachers and junior-grade classroom teachers were more likely to consider leaving the profession, with larger class sizes contributing to greater stress and burnout. Workplace stress, student intimidation, and verbal abuse were positively associated with psychosomatic symptoms, while addressing parent or guardian concerns correlated with improved cognitive and social well-being. Lack of support was a major contributor to stress, burnout, and job dissatisfaction, whereas strong social support networks alleviated these issues.

Conclusion: The study underscores the importance of ongoing leadership support and well-being-centered policies in fostering teacher occupational well-being and improving retention, particularly among early-career educators. These findings provide valuable insights for school administrators, policymakers, and educators to develop targeted strategies that create a supportive and sustainable teaching environment.
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1 Introduction

Increasing interest in teacher well-being has emerged globally due to concerns about the teaching profession and student outcomes, especially following the COVID-19 pandemic (1–4). The term “Well-being” is a broad and complex concept that may relate to people’s happiness, quality of life, as well as physical or mental health (5). Across different occupations, there is a positive correlation between work engagement and occupational well-being (6). Thus, teacher work engagement is a crucial component of their occupational well-being (1).

There is also a growing recognition of the importance of providing all students with access to highly engaged and motivated teachers (7, 8). Evidence suggests that teacher and student engagements are reciprocal, with high teacher engagement positively impacting student engagement and achievement (3). This reciprocal relationship underscores the importance of addressing teacher engagement to be able to understand and mitigate attrition from the profession, a trend often linked to low engagement and job dissatisfaction (9, 10).

The decision to leave teaching has been recognized as a significant problem in education systems worldwide (11). For instance, the teacher turnover rate in Europe was reported at 28% across 19 countries (12), while 40% of Chinese teachers expressed willingness to leave the profession for other opportunities (13). In Australia, a quarter of teachers intended to leave the profession before retirement, citing stress and its impact on well-being as reasons for leaving (14). Similar trends were observed in Finland, where 50% of teachers intended to leave within 5 years, citing workload and system complexity as reasons (11). These findings highlight the global nature of the issue and the need for targeted interventions. This is particularly important within the Australian context where teachers work longer hours compared to their international counterparts and are therefore exposed to significant occupational stress (8).

Teacher occupational stress, a response to perceived challenging demands, negatively impacts psychological and physical well-being (15, 16). Stressors often originate from the work environment and conditions (17). Teaching is inherently demanding and challenging (18, 19), and unmanaged occupational stress can lead to mental health problems, burnout, and decision to leave the profession (20–22). Factors such as workload, lack of administrative support, and perceived lower social status of the profession diminish, teacher occupational well-being and retention (23–26). Studies globally, including in Australia, indicate that teachers are at high risk of stress and burnout due to their jobs (18, 27–30).

Long before the pandemic, research studies have reported increasing teacher stress and declining well-being (31). For example, 51% of American teachers reported feeling great stress several days a week in 2012, up from 36% in 1985 (32). This trend continued during and after the pandemic, with teachers in Western countries, including Australia, England, Canada, and the USA, reporting overwhelming responsibilities (33). In Australia, data collection and reporting were major sources of stress in 2021 (34). However, findings on teacher stress are inconsistent. Some studies found primary school teachers experiencing greater stress and burnout than high school teachers (21, 28, 29, 35, 36), while others found no differences (37) or argued that burnout risk does not vary with experience or teaching level (38, 39). Nevertheless, Carroll et al. (29) reported that primary school teachers were significantly more stressed due to additional administrative and assessment processes. The political discourse often portrays effective teachers as selfless and resilient, which may further contribute to stress (40, 41).

To enhance support intervention strategies for primary school teachers, it is crucial to examine factors that influence their occupational well-being, teaching engagement, and motivation to stay in the profession. Workload is a frequently cited source of stress (29). Attracting and retaining quality teachers and ensuring greater instructional productivity, work engagement, and occupational commitment requires a deeper understanding of the factors that impact their work and productivity (42).

The intensification of teaching in primary schools particularly affects primary school teachers, who have more face-to-face time with students and more parent contact compared to other teacher types (43, 44). Teachers often experience heightened levels of workload and stress due to the continuous supervision and attention required by young children. Managing younger children necessitates substantial energy and patience, contributing to exhaustion and a high degree of emotional labor (28). In the Australian context, teachers work longer hours compared to their international counterparts, averaging 43 h per week (29, 45), which is about 5 h more than in many other countries (8, 45). Additionally, administrative tasks rather than classroom teaching hours are a significant source of stress for Australian teachers (29). Therefore, with a focus on the Australian context, this study aims to investigate the association between teachers’ occupational well-being and their stress and burnout levels, teaching engagement, and motivation to stay in the profession.


1.1 Theoretical framework for this study

This study adapted the Organization for Economic Co-operation and Development (OECD) teacher occupational well-being framework as a conceptual framework and the recently developed teacher occupational well-being questionnaire for the 2021 Programme for International Student Assessment (PISA) to guide this research. The framework guides the understanding of the core components of teachers’ occupational well-being as well as the working conditions that shape teachers’ occupational well-being.

The OECD conceptual framework depicts that teacher occupational well-being encompasses four major dimensions of the teaching role, including cognitive, subjective, physical & mental, and social aspects (46). Teachers’ cognitive well-being refers to the self-efficacy skills and abilities that the teacher needs to work effectively (47). Teachers’ self-efficacy impacts their enthusiasm, commitment to teaching, job satisfaction, and their professional practice (48). The Subjective dimension of teachers’ well-being relates to the evaluations that teachers make concerning their experience in their teaching job and how satisfied or fulfilled they are with their job (45). Job satisfaction is a sense of fulfillment that teachers get from working (49), and is positively related to teacher occupational well-being and commitment to teaching, self-efficacy, and motivation (45, 50). The physical and mental dimension of teachers’ well-being relates to teachers’ health (46). The stress that teachers experience in their job role may result in complaints and psychosomatic symptoms (51). By their profession, teachers are required to relate with all stakeholders including students, colleagues, parents, principals, support staff, specialists, and consultants (52, 53). Therefore, social well-being in this context relates to the depth and quality of social interactions between teachers and stakeholders (46). Support from management or lack of it, issues with parents, and students’ misbehavior are some of the issues that can affect teachers’ social well-being (54). The framework also considers the inward outcomes of these four dimensions in terms of their impact on teachers’ stress levels and motivations to continue with the profession as well as the outward outcomes which refer to the classroom processes and school factors.

This study is part of a larger project that aims to explore the associations between mainstream Australian primary school teachers’ well-being and working conditions at both system and school levels as well as the attributable inward and outward outcomes. This part of the research focuses on the inward outcomes of the four teacher occupational well-being dimensions in terms of how they are impacted by teachers’ stress and burnout levels and their motivations to continue with the profession.

The two questions addressed in this study are:

1. What is the influence of stress levels and motivation to leave the profession on teachers’ occupational well-being?

2. How do teachers perceive the impact of their professional experiences on their decision to remain in or leave the teaching profession?




2 Methodology


2.1 Study design

The present study used a pragmatic-inquiry-based sequential explanatory mixed methods design (55), which utilized both quantitative and qualitative research methods to explore the relationship between the teacher’s occupational well-being, teaching engagement, stress levels, and motivation to stay in the profession. Mixed methods research allows for complete and synergistic utilization of data to validate findings from qualitative and quantitative data sources (56). Triangulation of findings from the two research methods aided the uncovering of the best possible explanations for the observed phenomenon (57, 58).



2.2 Quantitative phase

The quantitative phase of the study was conducted first using a questionnaire to capture teachers’ perception of their occupational well-being, teaching engagement, stress levels, and motivation to stay or leave the profession. Findings from the quantitative phase guided the development of the interview questions for the qualitative phase. Permission was obtained from the authors (46) before using the OECD questionnaire.


2.2.1 Participant recruitment and sampling

Participants were recruited through convenience sampling, focusing on primary school teachers in Australia. A national approach was used in recruiting participants.

Recruitment efforts included educational forums, educator-focused social media platforms, and snowball sampling (59). All potential participants received comprehensive information about the study’s objectives, the voluntary nature of their involvement, and the ethical protocols, including confidentiality measures implemented. Data was collected through Qualtrics which is an anonymous online survey platform.



2.2.2 Design and data collection

The quantitative phase of this study answered the first research question, and it involved the utilization of a cross-sectional survey of mainstream primary school teachers to examine the demographic variables (e.g., age, gender, years of experience) that influence teachers’ occupational well-being, stress levels and motivation to stay in or leave the profession. A cross-sectional design enables the examination of multiple variables and their relationships simultaneously (60). This is essential for a comprehensive analysis of the various factors influencing teachers’ occupational well-being and professional decisions.



2.2.3 The survey instrument

This study adapted the OECD teacher occupational well-being framework questionnaire developed by Viac and Fraser (46) for data collection. The adapted questionnaire had 17 questions that focus on inward outcomes—stress and burnout, and motivation to leave the profession. The indicators were tested against the four core dimensions of teacher occupational well-being. Thirteen additional questions were used to capture participants’ demographic variables (see Appendix 1).

The four core dimensions of teacher occupational well-being included cognitive, subjective, social as well as physical and mental dimensions.


2.2.3.1 Cognitive dimension

Twelve questions measured teacher self-efficacy in relation to three distinct competencies that teachers require while teaching in the classroom: efficacy in classroom management (n = 4), efficacy in instruction (n = 4), and efficacy in student engagement (n = 4). Teachers rated all items on a four-point scale ranging from 1 (not at all) to 4 (a lot).



2.2.3.2 Subjective dimension

Job satisfaction was assessed using nine questions in relation to how fulfilled or satisfied teachers were with their jobs. The questions measured two aspects of teachers’ job satisfaction: Job satisfaction with the profession (n = 5), and the current working environment (n = 4). Teachers rated all items on a four-point scale ranging from 1 (strongly disagree) to 4 (strongly agree).



2.2.3.3 Physical and mental dimension

Psychosomatic symptoms were assessed using ten questions that measured ten (n = 10) health related complaints that can affect teachers’ occupational well-being. Teachers rated all items on a five-point scale ranging from 1 (Never or almost never) to 5 (Every day or almost every day).



2.2.3.4 Social dimension

Fifteen questions measured social relationship/support in two distinct social interactions that transpire between the teacher and other stakeholders in the school environment: social support from colleagues (n = 5), social support from principal (n = 5) and teacher-student relations and support to students (n = 5). Teachers rated all items on a four-point scale ranging from 1 (strongly disagree) to 4 (strongly agree).



2.2.3.5 Stress and burnout

Ten questions measured stress and burnout in relation to teacher’s work engagement in the school environment. The questions measured two aspects of teachers’ stress: stress report (n = 1), and sources of stress (n = 9). Teachers rated all items on a four-point scale ranging from 1 (Not at all) to 4 (A lot).



2.2.3.6 Teachers’ motivation to leave

Teachers’ motivation to leave the profession was assessed using seven questions. Teachers rated all items on a four-point scale ranging from 1 (Not at all likely) to 4 (Very likely). Responses in all these domains were tested against the four core dimensions to check for relationships between them and how they might impact teachers’ well-being.




2.2.4 Statistical analyses

All data analyses were performed using R version 4.3.1 (61). Descriptive analyses, including means, standard deviations, and intercorrelation coefficients, were presented for overall and individual core well-being dimensions, stress and burnout, and motivation to leave. Simple, multiple regression analysis and Analysis of variance (ANOVA) were used to examine the influence of demographic factors, stress and burnout, and motivation to leave on overall self-reported well-being dimensions. Additionally, the analysis assessed the collinearity among variables. Multivariate regression analysis was used to explore the influence of stress levels and motivation to leave the profession on each core teacher’s occupational well-being while adjusting for demographic variables as confounders.




2.3 Qualitative phase


2.3.1 Design and data collection

This phase of the study addressed research question two and utilized a phenomenological qualitative research design to explore teachers’ perceptions of the impact of their professional experiences on their well-being and decision to remain in or leave the teaching profession? The phenomenological approach centers on understanding and interpreting individuals’ lived experiences within their natural contexts (62, 63). This approach is grounded in the philosophy that reality is constructed through individuals’ experiences and perceptions. By employing a phenomenological approach, the study delved deeply into teachers’ personal narratives and experiences, providing a rich, contextual understanding of how various factors influence their well-being within the educational setting (64). The choice of a phenomenological design was justified as it enabled an exploration of the lived experiences of teachers, facilitating a comprehensive understanding of the interplay between professional well-being, stress levels, teaching practices, and their motivation to leave the profession. This approach is well-suited to the research question, which aims to uncover the nuanced, deeply personal experiences of teachers that quantitative methods might overlook.

The last question on the survey was used to invite interested participants to the qualitative phase of the study. Recruitment of the interview participants was done through purposive sampling. Data were collected through semi-structured in-depth interviews, allowing for the flexibility to probe deeper into participants’ responses and explore emergent themes. The interview guide was developed and reviewed by external experts in educational psychology and qualitative research to ensure comprehensiveness and relevance. Interviews were conducted via phone call or video conferencing at various times based on the participants’ preferences and were recorded with their consent. Each interview lasted approximately 45–60 min, providing ample time to explore the participants’ experiences and perspectives thoroughly. Before the interview, participants were given a brief overview of the study’s purpose and the interview process, and their consent and demographic variables (context and years of teaching experience) were obtained. The interviews continued until data saturation was achieved and no new themes were identified (65). Participants were assured of the confidentiality of their responses. Interviews were transcribed verbatim, and all participants were offered the chance to review their transcripts to validate the accuracy and interpretation of their experiences.



2.3.2 Qualitative data analysis

The transcribed data were coded and analyzed in NVivo (QSR International Pty Ltd.; Version 12 for Windows) by three of the authors (JCN, EA, and BMA) to ensure the credibility of the results. Data analysis was conducted using inductive thematic analysis, following Braun and Clarke’s six-phase framework, which is particularly suited to phenomenological studies (66). The analysis process involved familiarization with the data, generation of initial codes, searching for themes, reviewing themes, defining and naming themes, and producing the report. This approach allowed for the systematic organization and interpretation of the data, ensuring that the findings were grounded in the participants’ experiences. Throughout the analysis, reflexivity was maintained, with the researchers documenting their assumptions, biases, and reflections to ensure the credibility and authenticity of the findings (67). Peer debriefing and member checking were employed as additional checks to enhance the trustworthiness of the findings. Participants were entered into a draw to win one of four $50 gift cards to compensate the participants for their time and involvement in the study (64). To ensure anonymity, participants’ names were replaced with pseudonyms. Illustrative quotes were reported verbatim to support the study findings. The study was reported using COREQ guidelines (68).




2.4 Ethics approval

The James Cook University Human Research Ethics Committee granted ethics approval (H8638) for this study. Informed consent was obtained from all participants prior to their participation in the study. Participants had to cofirm their informed consent before proceeding with the survey. Verbal consent for participation in the interviews was obtained at the beginning of each session. To ensure privacy and confidentiality, all data were anonymized and securely stored.




3 Results


3.1 Quantitative findings

As shown in Table 1, the participants for the quantitative phase of the study were 247 Australian primary school teachers of whom 80% identified as females. Most of the participants (71%) worked in public schools, had Bachelor degrees (65%) and were aged between 30 and 39 (34%). Thirty percent (30%) of the participants had less than 1 year experience in teaching primary school children, followed by those who had 11–20 (24%) years of experience. Sixteen percent (16%) of them were involved in teaching grade 4 (16%) students, and the most represented state was New South Wales (30.4%). The majority of the teachers had received professional development training (88%).



TABLE 1 Participants’ profile.
[image: Table1]

Table 2 presents the results of the association between the four dimensions of teacher occupational well-being (cognitive, subjective, physical & mental, social) and other factors such as stress, burnout and motivation to leave the profession. Cognitive well-being had significant positive correlations with social well-being (r = 0.403, p < 0.01) and subjective well-being (r = 0.325, p < 0.01). However, it had a negative correlation with physical/mental well-being (r = −0.170, p < 0.05). Subjective well-being showed significant negative correlations with physical/mental well-being (r = −0.526, p < 0.01) and stress and burnout (r = −0.490, p < 0.01), and a strong positive correlation with social well-being (r = 0.501, p < 0.01). Physical/mental well-being had a weak negative correlation with social well-being (r = −0.209, p < 0.01) but a significant positive correlation with stress and burnout (r = 0.517, p < 0.01). Social well-being had a weak negative non-significant correlation with stress and burnout (r = −0.126). Stress and burnout had a significant positive correlation with motivation to leave (r = 0.212, p < 0.01), indicating that stress is a predictor of motivation to leave. The internal consistency of each dimension was measured using Cronbach’s alpha, with values ranging from 0.60 to 0.90. The highest reliability was observed in physical/mental well-being (α = 0.90), while the lowest was seen in motivation to leave (α = 0.60). The mean scores across the dimensions ranged from 2.38 to 3.05, indicating moderate levels of occupational well-being among the teachers surveyed.



TABLE 2 Summary of the well-being dimensions and their inter-correlations, internal consistency and reliability.
[image: Table2]

Table 3 presents the influence of teachers’ demographics (gender, age, experience, class size, and current teaching level) on their occupational well-being, stress levels, and motivation to leave the profession. Male teachers reported significantly lower physical/mental well-being (mean = 2.36) compared to female teachers (mean = 2.99, p < 0.001). There were no significant differences in cognitive, subjective, social well-being, or motivation to leave between male and female teachers. Teachers aged 50–60 and above 60 reported the highest cognitive well-being scores (mean = 3.13 and 3.37, respectively). Older teachers also showed the highest levels of subjective well-being (mean = 3.00 for the 50–60 age group and 3.31 for those above 60). However, physical/mental well-being was lower among the older age groups (mean = 2.64 for those above 60). Teachers aged 18–29 had the highest motivation to leave (mean = 2.52, p < 0.001), while older teachers (above 60) showed the lowest motivation to leave (mean = 1.90). Teachers with over 20 years of experience reported the highest level of cognitive well-being (mean = 3.31) and the lowest motivation to leave (mean = 1.98, p < 0.001). Those with 6–10 years of experience showed higher physical/mental well-being (mean = 3.25) but also higher stress and burnout levels (mean = 2.88, p < 0.01). Teachers with smaller class sizes (less than 15 students) reported lower motivation to leave (mean = 2.42) compared to those teaching larger classes (e.g., mean = 2.76 for classes of 30 students, p < 0.05). Class size had minimal influence on the other well-being dimensions. Prep and Year 5 teachers reported the highest cognitive well-being (mean = 3.16), while Year 4 teachers had the lowest level (mean = 2.90). Motivation to leave was significantly higher for teachers in Year 1 (mean = 2.63) and Year 2 (mean = 2.60), compared to those teaching higher grades (e.g., Year 6 mean = 2.38, p < 0.05). In summary, older and more experienced teachers reported higher cognitive and subjective well-being levels, while younger teachers had higher motivation to leave. Larger class sizes were associated with higher stress and motivation to leave.



TABLE 3 Impact of stress and burnout and motivation to leave on teacher occupational well-being dimensions.
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Table 4 presents the results of the regression analyses examining the relationships between various demographic and work-related variables with the four dimensions of well-being: cognitive, subjective, physical/mental, and social. Male teachers reported significantly lower physical and mental well-being than female teachers (beta = −0.28, p = 0.031), indicating that gender plays a role in this aspect of well-being. However, there were no significant gender differences in cognitive, subjective, or social well-being. The coefficients for age-related, school type, qualification, and class size comparisons across all well-being dimensions were not statistically significant. However, teachers who had undergone training reported significantly higher social well-being levels (beta = 0.24, p = 0.013) and marginally higher subjective well-being (beta = 0.22, p = 0.065). Additionally, training was associated with lower physical and mental well-being (beta = −0.32, p = 0.073). Teaching Years 1, 3 and 4 was strongly associated with higher physical and mental well-being (Year 1 beta = 0.51, p = 0.022; Year 3 beta = 0.63, p = 0.003; Year 4 beta = 0.45, p = 0.031). Experiencing stress at work significantly impacted physical and mental well-being (beta = 0.50, p < 0.0001), while addressing parent or guardian concerns negatively impacted physical and mental well-being (beta = −0.23, p = 0.003) but positively impacted social well-being (beta = 0.14, p = 0.001). Being intimidated or verbally abused by students was also associated with a decline in physical and mental well-being (beta = 0.16, p = 0.016). Among the variables related to motivation to leave, only “Taking a break from work” was significantly negatively associated with subjective well-being (beta = −0.14, p = 0.004). The models for subjective and physical/mental well-being had higher explanatory power, with adjusted R-squared values of 0.47 (p < 0.001) and 0.61 (p < 0.001), respectively. The cognitive and social well-being models had lower explanatory power, indicating that other unmeasured factors may be influencing these dimensions.



TABLE 4 Factors influencing the four core well-being dimensions.
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3.2 Qualitative findings


3.2.1 Profile of participants in the qualitative phase

A total of 21 Australian primary school teachers comprising, classroom teachers (n = 11), specialist teachers (n = 4), learning support teachers (n = 2), and school leaders (n = 4) participated in this phase of the study. Most of the teachers were female (95%) and worked in public schools (59%). The participants were from five Australian states - Australian Capital Territory (9.5%), New South Wales (24%), Northern Territory (19%), Queensland (24%) and Tasmania (24%). The teachers were aged between 29 to 62 years and had between 1 and above 20 years of teaching experience. Class size ranged from 7 to >30. Most of the teachers had a Bachelor degree (57%). Ninety-five percent of the teachers had participated in in-service training (95%) and some of them teach composite classes (28.6%). Composite classes are classes that have more than one grade level (e.g., Years 2/3).




3.3 Emerging themes

Five themes were identified in this study. The key themes identified are (1) job satisfaction and motivation, (2) poor work overload, (3) leadership support, (4) poor work-life balance, and (5) professional relationships and collegial support. Teachers’ decisions to remain in or leave the profession are influenced by multiple factors. While many teachers enter the profession with high motivation and passion, excessive workload, stress, lack of support from leadership, and poor work-life balance contribute to job dissatisfaction and burnout. Positive relationships with colleagues and strong leadership can provide support, but these are often insufficient to counteract the negative impacts.


3.3.1 Theme 1: job satisfaction and motivation

Initially, many teachers entered the profession with enthusiasm and passion for teaching. Most teachers reported that they love their job and get job satisfaction from teaching children and working with colleagues. Teachers love the fact that they interact with children and build a rapport with them. It gives them satisfaction to help the children reach their goals. Aside from teaching, teachers also help children with their emotional needs while in the classroom which brings joy and gives satisfaction to teachers knowing that they have helped troubled children.



“So as a primary school teacher, I have a lot of satisfaction My class was amazing, you know, I really loved being at work. I loved my job. I loved everything about it. It filled my bucket. There were stressful times, you know. I had to write reports and do all those sorts of things, but never enough to be an issue. I’m quite happy with how things are going at the moment. I have good job satisfaction at the moment. Job satisfaction for me includes good collegial relationships. We’re working collaboratively. So, we have a bit of fun sometimes. So, we have got good relationships with each other” (Penny).



“As far as the kids go, most of the time I enjoy the classes that I had, even though there could be several difficult kids but over time you get to know them and so that makes it easier. (Lally).

 

However, over time, this motivation often wanes due to increasing demands and lack of support. The teachers reflected on the change in their feelings toward teaching and described the significant drop in motivation over time.



“It declined rapidly from 2020 onwards. So, not very happy at all really. It just does not satisfy me. If you have got a really good team and your colleagues and you work effectively as a team, and you are well supported by leadership. Then it’s actually good but if that is not in place, then no.” Towards the end of last year my motivation was like a zero. I just did not feel satisfied with what I was doing so I did not want to keep doing it. But before then, probably around 7 or 8.” (Wet).



“At first, I was happy because I have passion for teaching, but as I progressed, I saw how the demand was just too much. You know, the demand was just too much…” (Zem). “You do feel stretched. And you do feel like you could do more if you had more time, or you know things like that. You do see little improvement; you do fill little gaps. Yeah, it does make a difference. The only thing is, you feel you could make more of a difference if you have more resources or more time, or things like that” (Raba).



“I loved going to work even if I’d have had awful days, you know, children throwing things and more stuff going on but I always woke up in the morning looking forward to going to work, whereas now I do not know whether it’s just 6 years in or because of the school I’m at or the students that I’m teaching. I dread, going to work most days now, I just do not want to do it.” (Esan).

 

Interestingly, some teachers expressed their strong commitment to their students due to their passion for the job, even when overall motivation and job satisfaction declined. Despite the initial enthusiasm, many teachers reported becoming disillusioned over time due to various challenges in the profession.


“And it was worth coming back to it. So, yes, I absolutely love my job in that sense (But) I have a limit on how much I can get done. Because teaching I think… our to-do list never ends. It’s basic and ongoing. So that can decrease my motivation, I suppose. I want to do as best as I can, that’s for sure.…. [However], if I had my time again, I never would have become a teacher. It is, for the most part, heads down and one of the most dissatisfying things I’ve ever done. And I only do it now for the money until I finish my current studies when I can leave.” (Giks).
 



3.3.2 Theme 2: work overload

Teachers frequently cited overwhelming workloads and resultant stress as significant factors affecting their well-being and job satisfaction. Many described the crushing weight of additional hours and tasks, which often extend beyond the school day and into weekends.



“I think, in general, workload has the greatest impact on my well-being. The workload over 30 years, you would think that you know, an experienced teacher would potentially not have to work as hard because you have finetuned all your teaching skills. It’s just, workload in general I feel has increased, and impacted my well-being and the well-being of my colleagues. (Sod).



“It’s absolutely like its crushing workload. So, I’m not satisfied with the extra hours I have to put in. 10 h a week extra minimum. Minimum, yeah, because when the report writing comes on twice a year, that will go up to about 15 h. It’s not very sustainable to continue with this workload. (Mira).

 



3.3.3 Theme 3: poor work-life balance

Teachers reported that the demands of their jobs impact on their personal lives, making it challenging to maintain a healthy work-life balance. Many reported that the excessive workload led to stress, exhaustion, and burnout, negatively impacting their social relationships and personal time.



“I do believe. It’s impacting my occupational well-being. I suppose, I’m probably more tired, and more stressed, and more mentally drained than I’ve ever been in teaching, and it makes me, I mean just like anything, if you are tired, exhausted and drained, you are not a great person. Like you will not do things as well as you can. So, I sometimes think it does affect the way I teach. I’m probably not as patient as I used to be. Yeah, I probably had more sick days off as well. You are probably looking at more colds and flu and things because I’m run down a little bit, but because no one else wants to teach these kids and I do. I want to make a difference so that’s why I do what I do, but it does affect my occupational well-being definitely” (Val).



“A thousand percent. Start at 7:00 in the morning and return home by 4: 30. (Plus) at least 2 h every night. Weekends are full on. On weekends, at least 8 or 9 h, because I’m a contract teacher covering somebody. I’ve got 14–16 h days on the weekend getting things done. It’s like there is really no time to go to anything else.” (Tak).

 

They shared how the constant work demands affected their health. They also noted the difficulty of balancing teaching with personal responsibilities. The stress associated with these excessive demands takes a toll on their mental and physical health.



“I do not sleep very well. Mine is a headache. I have more frequent headache. As at last year; it was almost daily. But as of this year, not as often as last year.” (Zem).



“The adding on, the piles of work, and the stress, and all of that. It just affects your sleep at times. My mood while I’m working. There’s always feeling on edge and the adrenaline of having no time to do anything and running around too much like; cause it’s too much.” (Mira).

 



3.3.4 Theme 4: impact of leadership support

The participants reported that the quality of leadership and support within schools is a critical determinant of teachers’ job satisfaction and their decision to stay or leave. Teachers who felt unsupported by their school leadership often reported higher levels of stress and lower motivation. Systemic issues and a perceived lack of appreciation for teachers’ efforts contributed to their dissatisfaction. They also highlighted the pivotal role of leadership, emphasizing the demotivating effect of the absence of support.



“Unfortunately, it should not be like that, and it does not have to be like that, but with my experience, it literally just comes down to leadership. When you are stressed, and working in a toxic environment where you know it’s just a broken system because staff well-being is not on the agenda, and staff well-being is not thought of. It’s very hard to stay motivated and in that environment, my motivation is very low.” (Yabby).



“If you have got a really good team and your colleagues and you work effectively as a team, and you are well supported by leadership. Then it’s actually good but if that is not in place, then no.” (Wet).

 

Participants recounted their ordeal and highlighted how unsupportive environments exacerbated burnout.



“It’s complicated. I taught for a few years in Queensland. And by then I was completely, utterly, burnt out. I was burnt out, I had to leave and for a long time, I would not even contemplate returning to a classroom. As I said I’ve had experiences. Not good schools, not good executives, no support at all.”

 



3.3.5 Theme 5: professional relationships and collegial support

The participants stated that positive relationships with colleagues and a supportive work environment can mitigate some of the stress and contribute to job satisfaction. Many teachers value the camaraderie and peer support they receive from their colleagues. They highlighted the importance of good relationships with colleagues, particularly the understanding and support among older, experienced teachers.



“We support each other. We provide each other with peer support. We do lots of crying with each other when there is so much stress. We can do phone calls to support each other too. (Yaby).



“Pretty good professional work relationship. They are pretty understanding. Most of us are older teachers too. We are already in our forties. You know, it’s not like we are 20 years old. Most of us are dinosaurs by now. I do have a good professional relationship with them. Yeah, we are all teachers, and we all need help because it is hard work, teaching is lovely, it’s fun but it’s a lot” (Val).

 

Triangulation of the quantitative and qualitative findings is presented in Table 5. Generally, the teachers described their occupational well-being in varying ways that brought to the fore, the deep-seated issues many teachers face, ranging from initial enthusiasm to eventual disillusionment due to the heavy toll of workload and systemic challenges on their health and motivation (see Table 5).



TABLE 5 Triangulation of study findings.
[image: Table5]





4 Discussion

The findings from this sequential explanatory mixed-methods study shed light on the complex relationships between teacher occupational well-being, teaching engagement, stress, and motivation to either stay in or leave the profession. This discussion integrates the quantitative and qualitative results, offering a triangulated perspective on the key drivers behind teacher occupational well-being, stress, and retention, while also providing insights into possible strategies to improve teacher satisfaction and reduce attrition.

This study indicates that high self-efficacy significantly contributes to job satisfaction and positively impacts teacher occupational well-being. Teachers in the study consistently reported confidence in their ability to engage students and manage classroom behavior effectively. This aligns with previous research highlighting the role of self-efficacy in job satisfaction and teacher occupational well-being (69, 70). The quantitative data showed that high self-efficacy reduced stress and psychosomatic symptoms, while the qualitative findings revealed that teachers derive satisfaction from helping students reach their goals. These findings are consistent with earlier work by Caprara et al. (71) and Ortan et al. (72), who found that high self-efficacy contributes to job satisfaction and well-being.

However, the qualitative data also highlights a paradox: while teachers feel competent in their instructional roles, many are overwhelmed by excessive workloads, which diminish their overall occupational well-being. Teachers reported that excessive planning, grading, and administrative tasks encroach on personal time, leading to stress and burnout. These accounts are supported by the quantitative data showing that increased workload leads to heightened stress levels and negatively impacts physical and mental well-being, echoing findings from Lawrence et al. (73) on the detrimental effects of non-teaching-related tasks. Additionally, the study highlights the substantial toll that stress and burnout take on teachers’ health. The quantitative data shows a clear association between stress and burnout and increased psychosomatic symptoms. Teachers in the qualitative phase corroborated this, describing a range of physical and mental health issues, including headaches, fatigue, and insomnia, as a direct result of their workload and stress. This is consistent with previous studies showing that job demands are highly associated with fatigue and psychosomatic complaints (74, 75). The teachers’ accounts of how the profession negatively affected their health reflect the broader trend of teachers struggling to maintain a work-life balance amidst overwhelming job demands. While social support from colleagues and leadership helped to alleviate some stress, it was often insufficient to fully counteract the negative health impacts of teaching. The study’s findings echo earlier research by Liu and Ramsey (76) and Simbula (77), which emphasized the harmful effects of high job demands and stress on teacher health and well-being.

Building on these findings, the study suggests that younger, less experienced teachers are more likely to consider leaving the profession due to stress and burnout. The quantitative data show that teachers aged 18–39 are more motivated to leave compared to their older counterparts, a trend supported by the qualitative findings where early-career teachers like Zem, reported feeling overwhelmed by the demands of the profession. This aligns with previous research indicating that early-career teachers are at higher risk of burnout and attrition (29, 78). The reason for being overwhelmed might stem from the fact that younger teachers often hold high self-efficacy beliefs but lower outcome expectancies which usually leads to frustration and intention to leave the profession (79). In contrast, more experienced teachers reported higher stress levels but were less inclined to leave the profession, possibly due to greater resilience or a deeper commitment to their students. However, workload remained a key concern for both experienced and early-career teachers. As several teachers in the qualitative phase explained, they felt constantly overwhelmed by the volume of work, contributing to long hours and a sense of unsustainable pressure, these findings are consistent with the work of Bermejo-Toro et al. (27) and Walter and Fox (28).

Furthermore, both the qualitative and quantitative findings highlight the negative impact of large class sizes on teacher occupational well-being. The quantitative data showed that teachers with larger class sizes experienced higher stress levels, a finding supported by teachers’ qualitative reflections on the challenges of managing large groups of students while balancing administrative tasks and lesson planning. These findings are consistent with prior research by Fuenzalida (5), which identified class size as a significant factor influencing teacher occupational well-being.

Despite the challenges, many teachers found fulfillment in their interactions with students, particularly in helping them achieve milestones. This relationship with students was a source of motivation and job satisfaction, as noted in previous research by Ortan et al. (72) and Hilger et al. (80). The teachers emphasized the joy they derived from building strong connections with their students, even in the face of broader systemic challenges. Additionally, the study underscores the pivotal role of social support in mitigating stress and enhancing teacher occupational well-being. Teachers who received strong support from colleagues and school leadership reported higher job satisfaction and lower burnout levels. The teachers described how collegial support and positive relationships with leadership helped them navigate the pressures of their roles. This aligns with previous research emphasizing the critical role of social support in enhancing teacher occupational well-being (47, 81). Conversely, a lack of leadership support was frequently cited as a source of dissatisfaction and stress, contributing to teachers’ intentions to leave the profession. One teacher’s account of working in a toxic environment, where staff well-being was neglected, illustrates how poor leadership exacerbates burnout. These findings mirror those of Skinner et al. (82), who found that inadequate support from leadership increases stress levels, further confirming the importance of supportive school environments in retaining teachers (19).


4.1 Practical implications and recommendations

The practical implications of this mixed-methods study highlight several key recommendations for improving teacher occupational well-being, including addressing self-efficacy, leadership support, workload, and professional development. These findings offer actionable insights for educators, school leaders, and policymakers.


4.1.1 Enhancing self-efficacy through professional development

The study highlights the critical role of self-efficacy in influencing teacher occupational well-being, job satisfaction, and classroom management. Teachers with high self-efficacy reported better relationships with students and stakeholders, which led to increased job satisfaction and improved well-being (83, 84). Aligned with Bandura’s social learning theory (85), individuals often learn teaching methods by observing and modelling experienced teachers, a practice embedded in teacher education programs for pre-service teachers. However, novice teachers with full-time duties frequently lack ongoing opportunities to observe and model, potentially stunting their professional growth (79). Bandura posits that individuals with high self-efficacy set ambitious goals and are dedicated to achieving them (86). Applying this to novice teachers, those with strong self-efficacy are more likely to aspire to excellence, set high classroom goals, and commit deeply to their teaching roles. Research indicates that support from more experienced teachers in the form of induction programs that enhance self-efficacy are crucial, during the early stages of a novice teacher’s career, as they not only ease the transition from university to classroom but also bolster commitment to teaching quality and professional development (87). Engaging young teachers in programs that boost self-efficacy from the start is essential, as their belief in their own effectiveness is likely influenced by their initial experiences and successes with new teaching strategies (88). Research has shown that teachers exposed to regular professional development report higher job satisfaction (89). Targeted training programs that address immediate classroom challenges can also help alleviate stress and boost teacher confidence.



4.1.2 Supporting teacher occupational well-being through leadership

The study found that leadership support is crucial for teacher occupational well-being. Teachers who lacked support from school leaders experienced lower self-efficacy and job satisfaction, emphasizing the need for strong, proactive leadership (90–92). School administrators should focus on building a supportive, inclusive work environment by offering recognition, emotional support, and regular bottom-up communication. Leadership training programs should also prioritize staff well-being, equipping leaders to address teacher concerns effectively and provide guidance, particularly to early-career teachers.



4.1.3 Managing workload and reducing stress

Excessive workload was a significant source of stress and burnout in this study, which negatively impacted teacher health. Teachers described their workload as overwhelming and unsustainable. Policies should be implemented to reduce non-teaching duties, streamline administrative tasks, and reassess the necessity of certain responsibilities (34, 93). Schools could hire additional administrative staff to handle paperwork and allow teachers to focus on instruction, which would alleviate some of the emotional exhaustion associated with heavy workloads.



4.1.4 Promoting social support and collaboration

Social support from colleagues and leadership was shown to mitigate stress and improve teacher occupational well-being. Teachers who had strong collegial relationships reported higher job satisfaction and lower stress levels (47, 81, 94). Schools should foster collaboration by promoting team teaching, peer mentoring, and informal professional networks. Providing opportunities for teachers to collaborate and offer mutual support can reduce individual workloads and strengthen professional relationships (93). Social gatherings and peer support groups can also enhance collegial bonds and improve the overall work environment.



4.1.5 Addressing class size and resource allocation

Large class sizes were linked to increased stress and burnout, particularly for teachers in junior grades. Policymakers and school administrators should work to reduce class sizes or ensure that teachers have adequate resources, such as teaching assistants or technology, to manage large classes more effectively (5). This would help alleviate the stress associated with managing diverse student needs, particularly in differentiated classrooms.



4.1.6 Supporting work-life balance

Work-life balance emerged as a recurring theme, with many teachers struggling to set boundaries between work and personal life. Schools should actively promote work-life balance by encouraging teachers to set limits on after-hours work and reduce the pressure to work outside of school hours. Policies that limit email communication after work, offer flexible working arrangements, or provide wellness programs—such as mindfulness sessions or access to mental health resources—can help teachers manage stress and prevent burnout.



4.1.7 Supporting early-career teachers

Early-career teachers were found to be particularly vulnerable to stress and burnout. Schools should develop structured mentorship programs to support new teachers in managing their workload, improving classroom management, and building resilience. Providing early-career teachers with regular feedback, professional development, and emotional support from experienced colleagues can improve their job satisfaction and reduce the likelihood of attrition (29, 95, 96).



4.1.8 Leveraging teacher-student relationships

Positive teacher-student relationships were identified as a key factor in teacher motivation and job satisfaction. Schools should prioritize strategies that allow teachers to spend more quality time building rapport with students, as these relationships foster a positive learning environment and enhance teacher occupational well-being (28, 93). Professional development programs focused on relationship-building and classroom management can help teachers engage more effectively with students, improving both student outcomes and teacher satisfaction.



4.1.9 Improving teacher health and mental health support

The study found that teaching negatively impacted both the physical and mental health of teachers. Schools should offer accessible mental health support services, such as counseling and stress management workshops, and ensure that teachers have access to mental health days or flexible leave policies. Partnerships with external organizations could provide workshops on coping strategies for stress and anxiety, which would support teachers’ long-term health and well-being (77, 97).



4.1.10 Recognizing and supporting experienced teachers

Experienced teachers showed higher stress levels but were less likely to leave the profession compared to their early-career counterparts. Schools should recognize the contributions of experienced teachers by involving them in decision-making, leadership roles, or mentorship programs. Offering opportunities for career advancement and reducing workload in later stages of their career can help retain experienced teachers and improve their well-being (34, 93).




4.2 Future research

Considering the extensive findings discussed in this study, future research should consider the evolving challenging nature of the teaching profession. Understanding the workload experiences and stressors associated with the teaching profession can inform tailored support structures and professional development opportunities. This study was dominated by females, future studies should include participants across all gender identities to promote increased diversity in research findings. Additionally, there is a need to also investigate the role of school leadership in ensuring early career teachers and experienced teachers receive support targeted to their individual needs for positive well-being that enables teacher retention. By continuing to explore and address the factors impacting teacher occupational well-being, stakeholders can work towards creating a more supportive and healthy school environment for all stakeholders.



4.3 Strengths and limitations

This study is not without limitations, while the study provides valuable insights into teacher occupational well-being, certain limitations should be considered when interpreting its findings. The study focuses specifically on Australian primary school teachers, which may restrict the generalizability of the results to individuals in other occupations and may not be applicable across all educational contexts or regions and our sample may not be representative of all Australian teachers. Additionally, the data analyzed was derived entirely from self-reported questionnaires and interviews, which increased the likelihood of response bias. Furthermore, the study sample has more female participants than males which may further limit the study’s broader applicability.

Nevertheless, the strength of this study is its use of mixed methodology, which allows for complete and synergistic utilization of data to validate findings from qualitative and quantitative data sources that only one of the methods could not have done. This approach enhanced the comprehensiveness of the findings. Additionally, the holistic exploration of the relationship between the factors considered and teacher occupational well-being is important for policy makers, administrators, and educators aiming to create more supportive and effective educational environments.




5 Conclusion

The relationship between teachers’ well-being in the workplace, professional engagement, stress level, and motivation to leave or stay in the profession was investigated using the OECD occupational well-being framework. The study’s findings confirm the complex interplay between self-efficacy, workload, social support, stress, and teacher occupational well-being. Teacher self-efficacy and job satisfaction were significantly influenced by social support structures and positive well-being policies enacted by school leadership that enabled effective classroom management and good relationship-building with children. While high self-efficacy and social support can buffer the negative effects of stress and contribute to job satisfaction, excessive workloads, and inadequate leadership support lead to burnout and attrition. Stress-related psychosomatic symptoms as a result of an unbearable and unsustainable workload impacted the health and well-being of teachers leading to a desire to leave the profession. Addressing these issues through better workload management, stronger leadership, and increased support for teachers is critical for sustaining teacher occupational well-being and reducing turnover. Further research and policy initiatives should focus on creating more sustainable working conditions to retain both early-career and experienced teachers in the profession.



Data availability statement

The original contributions presented in the study are included in the article/Supplementary material, further inquiries can be directed to the corresponding author.



Ethics statement

The studies involving humans were approved by James Cook University’s Human Research Ethics Committee (Ethics approval H8638). The studies were conducted in accordance with the local legislation and institutional requirements. The participants provided their written informed consent to participate in this study.



Author contributions

JN: Conceptualization, Data curation, Formal analysis, Investigation, Methodology, Software, Visualization, Writing – original draft. EA: Conceptualization, Methodology, Supervision, Writing – review & editing. OA: Conceptualization, Data curation, Formal analysis, Methodology, Software, Supervision, Writing – review & editing. AM-A: Conceptualization, Methodology, Supervision, Writing – review & editing. BM-A: Conceptualization, Data curation, Formal analysis, Methodology, Project administration, Software, Supervision, Validation, Writing – review & editing.



Funding

The author(s) declare that financial support was received for the research, authorship, and/or publication of this article. We acknowledge that the first author was supported by the JCU PhD research scholarship scheme.



Acknowledgments

We acknowledge the study participants for their involvement in this study.



Conflict of interest

The authors declare that the research was conducted in the absence of any commercial or financial relationships that could be construed as a potential conflict of interest.

The author(s) declared that they were an editorial board member of Frontiers, at the time of submission. This had no impact on the peer review process and the final decision.



Generative AI statement

The authors declare that no Generative AI was used in the creation of this manuscript.



Publisher’s note

All claims expressed in this article are solely those of the authors and do not necessarily represent those of their affiliated organizations, or those of the publisher, the editors and the reviewers. Any product that may be evaluated in this article, or claim that may be made by its manufacturer, is not guaranteed or endorsed by the publisher.



Supplementary material

The Supplementary material for this article can be found online at: https://www.frontiersin.org/articles/10.3389/fpubh.2025.1505330/full#supplementary-material



References

 1. Chan, SW, Pöysä, S, Lerkkanen, MK, and Pakarinen, E. Teachers’ occupational well-being in relation to teacher-student interactions at the lower secondary school level. Scan. J Educ Res. (2023) 68:1137–54. doi: 10.1080/00313831.2023.2204114

 2. Pöysä, S, Pakarinen, E, and Lerkkanen, M-K. Profiles of work engagement and work-related effort and reward among teachers: associations to occupational well-being and leader-follower relationship during the COVID-19 pandemic. Front Psychol. (2022) 13:861300–16. doi: 10.3389/fpsyg.2022.861300 

 3. Wang, J, Zhang, X, and Zhang, LJ. Effects of teacher engagement on students’ achievement in an online English as a foreign language classroom: the mediating role of autonomous motivation and positive emotions. Front Psychol. (2022) 13:950652–2. doi: 10.3389/fpsyg.2022.950652 

 4. Xu, L, Guo, J, Zheng, L, and Zhang, Q. Teacher well-being in Chinese universities: examining the relationship between challenge-hindrance stressors, job satisfaction, and teaching engagement. Int J Environ Res Public Health. (2023) 20:1523. doi: 10.3390/ijerph20021523 

 5. Fuenzalida, ÁA. Preliminary measure of teachers’ occupational well-being in Baku schools and contextual factors affecting it. Khazar J Humanit Soc Sci. (2021) 24:37–65. doi: 10.5782/2223-2621.2021.24.1.37

 6. Bauer, G, Hämmig, O, Schaufeli, W, and Taris, T. A critical review of the job demands resources model: implications for improving work and health In: GF Bauer and O Hämmig, editors. Bridging occupational, organizational and public health: A transdisciplinary approach. Dordrecht: Springer Netherlands (2014). 43–68.

 7. Pianta, RC, Hamre, BK, and Allen, JP. Teacher-student relationships and engagement: conceptualizing, measuring, and improving the capacity of classroom interactions In: SL Christenson, AL Reschly, and C Wylie, editors. Handbook of research on student engagement. Dordrecht, Netherlands: Springer (2012). 365–86.

 8. Klassen, RM, Yerdelen, S, and Durksen, TL. Measuring teacher engagement: development of the engaged teachers scale (ETS). Front Learn Res. (2013) 1:33–52. doi: 10.14786/flr.v1i2.44

 9. Perera, HN, Vosicka, L, Granziera, H, and McIlveen, P. Towards an integrative perspective on the structure of teacher work engagement. J Voc Behav. (2018) 108:28–41. doi: 10.1016/j.jvb.2018.05.006

 10. Wang, D, and Zhang, LJ. Sustainability as a goal in teaching workforce retention: exploring the role of teacher identity construction in preservice teachers' job motivation. Sustain For. (2021) 13:1–16. doi: 10.3390/su13052698

 11. Räsänen, K, Pietarinen, J, Pyhältö, K, Soini, T, and Väisänen, P. Why leave the teaching profession? A longitudinal approach to the prevalence and persistence of teacher turnover intentions. Soc Psychol Educ. (2020) 23:837–59. doi: 10.1007/s11218-020-09567-x

 12. Federicova, M. Teacher turnover: what can we learn from Europe? Eur J Educ. (2021) 56:102–16. doi: 10.1111/ejed.12429

 13. Liu, S, and Onwuegbuzie, A. Chinese teachers' work stress and their turnover intention. Int J Educ Res. (2012) 53:160–70. doi: 10.1016/j.ijer.2012.03.006

 14. Australian Teacher Workforce Data (ATWD). National Teacher Workforce Characteristics Report (December 2021). Available at: www.aitsl.edu.au/docs/default-source/atwd/atwd-teacher-workforce-report-2021.pdf (Accessed November 2, 2022).

 15. Guglielmi, RS, and Tatrow, K. Occupational stress, burnout and health in teachers: a methodological and theoretical analysis. Rev Educ Res. (1998) 68:61–99. doi: 10.3102/00346543068001061

 16. Luthans, F. Organizational behavior: An evidence based approach. 12th ed. New York: McGraw-Hill (2011).

 17. McCormick, J, and Barnett, K. Teachers’ attributions for stress and their relationships with burnout. Int J Educ Manag. (2011) 25:278–93. doi: 10.1108/09513541111120114 

 18. Hakanen, JJ, Bakker, AB, and Schaufeli, WB. Burnout and work engagement among teachers. J Sch Psychol. (2006) 43:495–513. doi: 10.1016/j.jsp.2005.11.001

 19. Chaudhuri, S, Muhonen, H, Pakarinen, E, and Lerkkanen, M-K. Teachers’ focus of attention in first-grade classrooms: exploring teachers experiencing less and more stress using Mobile eye-tracking. Scand J Educ Res. (2022) 66:1076–92. doi: 10.1080/00313831.2021.1958374

 20. Brackett, MA, Palomera, R, Mojsa-Kaja, J, Reyes, MR, and Salovey, P. Emotion-regulation ability, burnout, and job satisfaction among British secondary-school teachers. Psychol Sch. (2010) 47:406–17. doi: 10.1002/pits.20478

 21. Buric, I, Sliskovic, A, and Penezic, Z. Understanding teacher well-being: a cross-lagged analysis of burnout, negative student-related emotions, psychopathological symptoms, and resilience. Educ psychol. (2019) 39:1136–55. doi: 10.1080/01443410.2019.1577952

 22. Wang, H, Hall, NC, and Rahimi, S. Self-efficacy and causal attributions in teachers: effects on burnout, job satisfaction, illness, and quitting intentions. Teach Teach Educ. (2015) 47:120–30. doi: 10.1016/j.tate.2014.12.005

 23. Danielson, L. Developing and retaining quality classroom teachers through mentoring. Clear House. (2002) 75:183–5. doi: 10.1080/00098650209604927

 24. Darling-Hammond, L. Keeping Good Teachers Why it matters what leaders can do. Educ Leadersh. (2003) 60:6–13.

 25. De Nobile, J. Organisational communication and its relationships with occupational stress of primary school staff in Western Australia. Aust Educ Res. (2016) 43:185–201. doi: 10.1007/s13384-015-0197-9

 26. Foley, C, and Murphy, M. Burnout in Irish teachers: investigating the role of individual differences, work environment and coping factors. Teach Teach Educ. (2015) 50:46–55. doi: 10.1016/j.tate.2015.05.001

 27. Bermejo-Toro, L, Prieto-Ursúa, M, and Hernández, V. Towards a model of teacher well-being: personal and job resources involved in teacher burnout and engagement. Educ Psychol. (2016) 36:481–501. doi: 10.1080/01443410.2015.1005006

 28. Walter, HL, and Fox, HB. Understanding teacher well-being during the Covid-19 pandemic over time: a qualitative longitudinal study. J Organ psychol. (2021) 21:36–50. doi: 10.33423/jop.v21i5.4716

 29. Carroll, A, Forrest, K, Sanders-O’Connor, E, Flynn, L, Bower, JM, Fynes-Clinton, S , et al. Teacher stress and burnout in Australia: examining the role of intrapersonal and environmental factors. Soc Psychol Educ. (2022) 25:441–69. doi: 10.1007/s11218-022-09686-7 

 30. Nwoko, JC, Emeto, TI, Malau-Aduli, AEO, and Malau-Aduli, BS. A systematic review of the factors that influence teachers’ occupational well-being. Int J Environ Res Public Health. (2023) 20:70. doi: 10.3390/ijerph20126070 

 31. Farley, AN, and Chamberlain, LM. The teachers are not alright: a call for research and policy on teacher stress and well-being. New Educ. (2021) 17:305–23. doi: 10.1080/1547688X.2021.1939918

 32. Markow, D, Macia, L, and Lee, H. The MetLife survey of the American teacher: Challenges for school leadership. New York, NY: Metropolitan Life Insurance Company (2013).

 33. Brady, J, and Wilson, E. Comparing sources of stress for state and private school teachers in England. Improv Sch. (2022) 25:205–20. doi: 10.1177/13654802211024758

 34. Carroll, A, Flynn, L, and Sanders, O’CE. In their words: listening to teachers’ perceptions about stress in the workplace and how to address it. Asia Pac J Teach Educ. (2021) 49:420–34. doi: 10.1080/1359866X.2020.1789914

 35. Jepson, E, and Forrest, S. Individual contributory factors in teacher stress: the role of achievement striving and occupational commitment. Br J Educ Psychol. (2006) 76:183–97. doi: 10.1348/000709905X37299 

 36. Antoniou, AS, Ploumpi, A, and Ntalla, M. Occupational stress and professional burnout in teachers of primary and secondary education: the role of coping strategies. Psychology. (2013) 4:349–55. doi: 10.4236/psych.2013.43A051

 37. Rajendran, N, Watt, H, and Richardson, P. Teacher burnout and turnover intent. Aust Educ Res. (2020) 47:477–500. doi: 10.1007/s13384-019-00371-x

 38. Chan, AHS, Chen, K, and Chong, EYL. Work stress of teachers from primary and secondary schools in Hong Kong. In Proceedings of the international multiconference of engineers and computer scientists (2010) p. 1903–1906

 39. Chang, ML. Toward a theoretical model to understand teacher emotions and teacher burnout in the context of student misbehavior: appraisal, regulation and coping. Motiv Emot. (2013) 37:799–817. doi: 10.1007/s11031-012-9335-0

 40. Day, C. Teachers' worlds and work: Understanding complexity, building quality. London: Routledge (2017).

 41. Schaefer, L. Beginning teacher attrition: a question of identity making and identity shifting. Teach Teach. (2013) 19:260–74. doi: 10.1080/13540602.2012.754159

 42. Klassen, R, and Chiu, M. The occupational commitment and intention to quit of practicing and pre-service teachers: influence of self-efficacy, job stress, and teaching context. Contemp Educ Psychol. (2011) 36:114–29. doi: 10.1016/j.cedpsych.2011.01.002

 43. McKenzie, P, Weldon, PR, Rowley, G, Murphy, M, and McMillan, J. Staff in Australia’s schools 2013: Main report on the survey. Melbourne: ACER (2014).

 44. Saltmarsh, S, Barr, J, and Chapman, A. Preparing for parents: how Australian teacher education is addressing the question of parent-school engagement. Asia Pac J Educ. (2015) 35:69–84. doi: 10.1080/02188791.2014.906385

 45. OECD. TALIS 2013 Results: An International Perspective on Teaching and Learning, TALIS. Paris: OECD Publishing (2014).

 46. Viac, C, and Fraser, P. Teachers’ well-being: a framework for data collection and analysis. Paris: OECD Publishing (2020).

 47. Van Horn, JE, Taris, TW, Schaufeli, WB, and Schreurs, PJG. The structure of occupational well-being: a study among Dutch teachers. J Occup Organ Psychol. (2004) 77:365–75. doi: 10.1348/0963179041752718

 48. Schleicher, A. Valuing our teachers and raising their status: how communities can help, international summit on the teaching profession. Paris: OECD publishing (2018).

 49. Torres, GD. Distributed leadership, professional collaboration, and teachers’ job satisfaction in U.S. schools. Teach. Teach. Educ. (2019) 79:111–23. doi: 10.1016/j.tate.2018.12.001

 50. Mostafa, T, and Pál, J. Science teachers’ satisfaction: Evidence from the PISA 2015 teacher survey, OECD education working papers, 168. Paris: OECD Publishing (2018).

 51. Jin, P, Yeung, AS, Tang, T-O, and Low, R. Identifying teachers at risk in Hong Kong: psychosomatic symptoms and sources of stress. J Psychosom Res. (2008) 65:357–62. doi: 10.1016/j.jpsychores.2008.03.003 

 52. Malanowski, JR, and Wood, PH. Burnout and self-actualization in public school teachers. J Psychol. (1984) 117:23–6. doi: 10.1080/00223980.1984.9923653 

 53. Kuok, ACH, Teixeira, V, Forlin, C, Monteiro, E, and Correia, A. The effect of self-efficacy and role understanding on teachers’ emotional exhaustion and work engagement in inclusive education in Macao (SAR). Int J Disabil Dev Educ. (2022) 69:1736–54. doi: 10.1080/1034912X.2020.1808949

 54. McCallum, F, Price, D, Graham, A, and Morrison, A. Teacher wellbeing: A review of the literature. Sydney: Association of Independent Schools of NSW (2017).

 55. Creswell, JW, and Plano-Clark, VL. Using and conducting mixed methods research. Thousand Oaks, CA: Sage Publications (2018).

 56. Creswell, JW. Research design: Qualitative, quantitative and mixed methods approaches. 4th ed. Thousand Oaks, CA: Sage (2014).

 57. Fielding, NG. Triangulation and mixed methods designs: data integration with new research technologies. J Mix Methods Res. (2012) 6:124–36. doi: 10.1177/1558689812437101 

 58. Wisdom, JP, Cavaleri, MA, Onwuegbuzie, AJ, and Green, CA. Methodological reporting in qualitative, quantitative, and mixed methods health services research articles. Health Serv Res. (2012) 47:721–45. doi: 10.1111/j.1475-6773.2011.01344.x 

 59. Creswell, JW. Educational research: Planning, conducting, and evaluating quantitative and qualitative research. 4th ed. Harlow, Essex, United Kingdom: Pearson (2014).

 60. Williams, M, Wiggins, RD, and Vogt, WP. Beginning quantitative research. London: SAGE Publications Ltd. (2021).

 61. R Core Team. R: A language and environment for statistical computing. Vienna: R Foundation for Statistical Computing (2023).

 62. Creswell, JW. Five qualitative approaches to inquiry In: JW Creswell, editor. Qualitative inquiry design: Choosing among five approaches. Thousand Oaks: Sage Publications (2007). 53–84.

 63. Hatch, JA. Doing qualitative research in education settings. Second ed. New York: State University of New York Press (2023).

 64. Creswell, JW, and Creswell, JD. Research design: Qualitative, quantitative & mixed methods approaches. 5th ed. Cham: SAGE Publications, Inc. (2018).

 65. Guest, G, Bunce, A, and Johnson, L. How many interviews are enough? An experiment with data saturation and variability. Fam Health Int. (2006) 18:59–82. doi: 10.1177/1525822X05279903 

 66. Braun, V, and Clarke, V. Using thematic analysis in psychology. Qual Res Psychol. (2006) 3:77–101. doi: 10.1191/1478088706qp063oa

 67. Cresswell, JW. Educational research: Planning, conducting and evaluating quantitative and qualitative approaches to research. Cham: Sage Publications (2005).

 68. Tong, A, Sainsbury, P, and Craig, J. Consolidated criteria for reporting qualitative research (COREQ): a 32-item checklist for interviews and focus groups. Int J Qual Health C. (2007) 19:349–57. doi: 10.1093/intqhc/mzm042 

 69. Zee, M, and Koomen, HM. Teacher self-efficacy and its effects on classroom processes, student academic adjustment, and teacher well-being: a synthesis of 40 years of research. Rev Educ Res. (2016) 86:981–1015. doi: 10.3102/0034654315626801

 70. Skaalvik, EM, and Skaalvik, S. Motivated for teaching? Associations with school goal structure, teacher self-efficacy, job satisfaction and emotional exhaustion. Teach Teach Educ. (2017) 67:152–60. doi: 10.1016/j.tate.2017.06.006

 71. Caprara, GV, Barbaranelli, C, Steca, P, and Malone, PS. Teachers’ self-efficacy beliefs as determinants of job satisfaction and students’ academic achievement: a study at the school level. J Sch Psychol. (2006) 44:473–90. doi: 10.1016/j.jsp.2006.09.001

 72. Ortan, F, Simut, C, and Simut, R. Self-efficacy, job satisfaction and teacher well-being in the K-12 educational system. Int J Environ Res Public Health. (2021) 18:12763. doi: 10.3390/ijerph182312763 

 73. Lawrence, DF, Loi, NM, and Gudex, BW. Understanding the relationship between work intensification and burnout in secondary teachers. Teach Teach Theory Pract. (2019) 25:189–99. doi: 10.1080/13540602.2018.1544551

 74. Chen, WC, Huang, AS, Chuang, JH, Chiu, CC, and Kuo, HS. Social and economic impact of school closure resulting from pandemic influenza a/H1N1. J Infect. (2011) 62:200–3. doi: 10.1016/j.jinf.2011.01.007

 75. Santa Maria, A, Wörfel, F, Wolter, C, Gusy, B, Rotter, M, Stark, S , et al. The role of job demands and job resources in the development of emotional exhaustion, depression, and anxiety among policy officers. Police Q. (2018) 21:109–34. doi: 10.1177/1098611117743957

 76. Liu, XS, and Ramsey, J. Teachers’ job satisfaction: analyses of the teacher follow-up survey in the United States for 2000–2001. Teach Teach Educ. (2008) 24:1173–84. doi: 10.1016/j.tate.2006.11.010

 77. Simbula, S. Daily fluctuations in teachers' well-being: a diary study using the job demands-resources model. Anxiety Stress Copin. (2010) 23:563–84. doi: 10.1080/10615801003728273 

 78. Wilhelm, K, Dewhurst-Savellis, J, and Parker, G. Teacher stress? An analysis of why teachers leave and why they stay. Teach Teach. (2000) 6:291–304. doi: 10.1080/713698734

 79. Gamborg, L, Webb, AW, Smith, A, and Baumgartner, JJ. Understanding self-efficacy of novice teachers during induction. Res Issues Contemp Educ. (2018) 3:16–26.

 80. Hilger, KJE, Scheibe, S, Frenzel, AC, and Keller, MM. Exceptional circumstances: changes in teachers’ work characteristics and well-being during COVID-19 lockdown. Sch Psychol. (2021) 36:516–32. doi: 10.1037/spq0000457 

 81. Smetackova, I, Viktorova, I, Pavlas Martanova, V, Pachova, A, Francova, V, and Stech, S. Teachers between job satisfaction and burnout syndrome: what makes difference in Czech elementary schools. Front Psychol. (2019) 10:2287–7. doi: 10.3389/fpsyg.2019.02287 

 82. Skinner, B, Leavey, G, and Rothi, D. Managerialism and teacher professional identity: impact on well-being among teachers in the UK. Educ Rev. (2021) 73:1–16. doi: 10.1080/00131911.2018.1556205

 83. Kilgallon, P, Maloney, C, and Lock, G. Early childhood teachers’ sustainment in the classroom. Aust J Teach Educ. (2008) 33:41–54. doi: 10.14221/ajte.2008v33n2.3

 84. Kennedy, Y, Flynn, N, O'Brien, E, and Greene, G. Exploring the impact of incredible years teacher classroom management training on teacher psychological outcomes. Educ Psychol Pract. (2021) 37:150–68. doi: 10.1080/02667363.2021.1882944

 85. Bandura, A. Self-efficacy: toward a unifying theory of behavioral change. Psychol Rev. (1977) 84:191–215. doi: 10.1037/0033-295X.84.2.191

 86. Bandura, A. Perceived self-efficacy in cognitive development and functioning. Educ Psychol. (1993) 28:117–48. doi: 10.1207/s15326985ep2802_3

 87. Ingersoll, RM, and Strong, M. The impact of induction and mentoring programs for beginning teachers: a critical review of the research. Rev Educ Res. (2011) 81:201–33. doi: 10.3102/0034654311403323

 88. Luft, JA, and Roehrig, GH. Capturing science teachers’ epistemological beliefs: the development of the teacher beliefs interview. Electro J Sci Educ. (2007) 2007:38–63. Available at: http://api.semanticscholar.org/corpusID:145489550

 89. Toropova, A, Myrberg, E, and Johansson, S. Teacher job satisfaction: the importance of school working conditions and teacher characteristics. Educ Rev. (2021) 73:71–97. doi: 10.1080/00131911.2019.1705247

 90. Bird, JJ, Wang, C, Watson, JR, and Murray, L. Relationships among principal authentic leadership and teacher trust and engagement levels. J Sch Leadersh. (2009) 19:153–71. doi: 10.1177/105268460901900202

 91. Finnigana, KS. Principal leadership and teacher motivation under high-stakes accountability policies. Leadersh Policy Sch. (2010) 9:161–89. doi: 10.1080/15700760903216174

 92. Sumiran, S, Waston, W, Zamroni, Z, and Mahmudah, FN. The principal’s role in improving the quality: a concepts framework to developing school culture. Front Educ. (2022) 7:854463. doi: 10.3389/feduc.2022.854463 

 93. Chan, M-k, Sharkey, JD, Lawrie, SI, Arch, DAN, and Nylund-Gibson, K. Elementary school teacher well-being and supportive measures amid COVID-19: an exploratory study. Sch Psychol. (2021) 36:533–45. doi: 10.1037/spq0000441 

 94. Turner, K, Thielking, M, and Prochazka, N. Teacher wellbeing and social support: a phenomenological study. Educ Res. (2022) 64:77–94. doi: 10.1080/00131881.2021.2013126

 95. Goddard, R, O’Brien, P, and Goddard, M. Work environment predictors of beginning teacher burnout. Bri Educ Res J. (2006) 32:857–74. doi: 10.1080/01411920600989511 

 96. De Nobile, JJ, and McCormick, J. Occupational stress of Catholic primary school staff: a study of biographical differences. Int J Educ Manag. (2010) 24:492–506. doi: 10.1108/09513541011067674 

 97. Halbesleben, JRB. Sources of social support and burnout: a meta-analytic test of the conservation of resources model. J Appl Psychol. (2006) 91:1134–45. doi: 10.1037/0021-9010.91.5.1134 


Copyright
 © 2025 Nwoko, Anderson, Adegboye, Malau-Aduli and Malau-Aduli. This is an open-access article distributed under the terms of the Creative Commons Attribution License (CC BY). The use, distribution or reproduction in other forums is permitted, provided the original author(s) and the copyright owner(s) are credited and that the original publication in this journal is cited, in accordance with accepted academic practice. No use, distribution or reproduction is permitted which does not comply with these terms.

OPS/images/fpubh-13-1505330-t005.jpg
Identified

emes Tri

gulation of findings

Job satisfaction and motivation Quantitative data indicates that motivation to take a break was associated with lower subjective well-being, suggesting

that work-related stress and exhaustion may contribute to decreased well-being (beta = —0.14, p = 0.004). This aligns

with the qualitative theme of declining job satisfaction and motivation. Teachers entered the profession with high levels
of passion, but over time, many reported a drop in motivation due to increasing work demands and a lack of support.
“The qualitative accounts of teachers feeling stretched and unable to adequately fulfill their role due to limited resources
and time constraints confirm the quantitative results, where the motivation to leave and dissatisfaction were tied to

burnout and excessive work demands.

Work overload Both the qualitative and quantitative data strongly highlight the impact of work overload on teachers’ well-being. In the
quantitative findings, stress and burnout were significantly associated with reduced physical and mental well-being
(beta=0.50, p < 0.001). Qualitative findings confirmed this, where teachers expressed that excessive workload, such as
lesson preparation, after-hours work, and administrative tasks, negatively impacted their mental health and contributed
to stress. Teachers shared how heavy workload impacted their personal time and weekends, underscoring the

overwhelming nature of their responsibilites.

Worklfe balance Quantitative results showed a significant relationship between stress from work and diminished physical and mental
well-being (beta = 0.50, p < 0.001). This strongly correlates with the qualitative theme, where teachers reported how
work demands encroached on their personal lives, affecting their health, relationships, and overall quality of life.

Leadership support ‘The qualitative indings emphasized the critical role of eadership in influencing teachers’ occupational well-being.
“Teachers who felt unsupported by school leadership often reported higher levels of stress and a lack of motivation. This
is supported by the quantitative results, where teachers described how toxic environments and poor leadership

contributed to burnout.

Professional relationships and collegial support | Quantitative results suggested that social well-being was positively associated with collegial support and leadership
(bet

relationships in mitigating stress. Teachers reported that supportive relationships with colleagues helped them navigate

0.24,p=0.013). This confirms the qualitative findings where teachers emphasized the importance of collegial

stressful work environments. However, the quantitative data also suggest that while social support is beneficial,itis often

insufficient to fully counteract the negative effects of workload and poor leadership.
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18-29

30-39

40-49

50-60

Above 60

Cognitive Subjective Physical/ Social well- Stress and Motivation to
well-being well-being mental well- being burnout leave
being (Sources of

stress)
Mean + SE Mean + SE Mean + SE Mean + SE Mean + SE Mean + SE

306039 291041 299+ 0,68 308025 2644047 233040
3054078 293082 236+ 0.14%%% 300095 2454096 246076
2954066 291054 2904012 309052 2564076 2524061%%%
3094058 284059 2834012 303042 2634073 245+ 0.60%%*
305+075 288+ 0.86 2874014 304040 264+ 1.00 230074
3132012 3.00+0.13 2894016 3112064 260012 200085
3374090 3312019 2644031 3154012 2364020 1904015

Experience in Primary school

Less than 1

1-5

6-10

10-20

20-30

Above 30
Class Size

Less than 15

15

20

Other
Current Class

Prep

Year 1

Year 2

Year 3

Year 4

Year 5

Year 6

Other

305067 290045 26640.11 309039 2514071 261+ 0.60%%%
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3154056 286 0.69 299+0.10 307039 269+0.73% 234069
296084 286084 2884015 307052 280+ 0.95% 239081
316075 281£1.00 2754019 305062 2,66+ 0.85% 240090
3174019 322099 302026 328090 2764020 220029
3164091 298078 312015 301016 2554010 24420.12%
3014011 299012 2904019 310014 2584014 26340.93%
3104091 284076 3024019 305005 260+0.11 251093
313£084 300096 2744015 312050 258+0.10 237088
29040.10 281+0.13 2604017 294071 2634012 239091
317010 286+0.11 286020 299084 2514012 224013
300£0.11 284£0.11 2904024 3.03£071 263+0.16 2380.10
297£0.11 294012 2774017 314071 2724014 200+ 081

95% Confidence Interval for Mean. **%p < 0.001, **p < 001, *p < 005,





OPS/images/fpubh-13-1505330-t004.jpg
\ELELIES Cognitive well-being Subjective well- Physical and mental  Social well-being

being health well-being
beta SE p- beta SE P- beta SE p-value beta SE p-
value value value
Demographic
Male (Ref: Female) —001 011 0963 -011 009 023 028 013 0031 -012 007 0095

007 042 0539 001 010 0279 013 014 0361 -008 008 0318
40-49 001 013 096  -003 01l 0812 020 016 0216 ~007 008 0433
Above 50 006 014 0702 -003 012 0769 02 017 0501 000 009 0967

School type (Ref: Other)

Private -017 | 035 062 | -036 029 0214 070 042 0.101 -004 | 023 0868
Public -020 | 035 0565 -034 028 0235 060 041 0.148 -002 022 0921

Training (No)

Yes 004 015 0768 02 012 0065 | -032 018 0073 0214 009 0013

Highest qualification (Ref: Bachelor)

Master's degree 004 010 0663 002 008 0848 005 012 0.651 005 006 0413

PhD 02 02 0328 008 021 0708 | -043 031 0.170 -016 017 0329

Other o1l 02 o6l 025 018 0152 -018 026 0489 007 014 0625
Class size (<15)

15-20 017 02 0445 005 018 0764 024 026 0.360 008 | 014 0571

20-30 020 023 0391 011 019 0576 026 | 027 0352 009 015 0548

Above 30 —006 027 0819 022 02 0308 037 032 0241 004 017 0820

Current class (Ref: Prep)

Year 1 019 018 0313 004 015 0772 051 022 0.022 001 012 0937
Year 2 028 018 0131 024 015 018 007 | 022 0742 019 012 0109
Year 3 029 018 0101 004 014 0787 063 021 0.003 008 011 0451
Year 4 033 017 0058 016 014 0273 045 021 0.031 001 011 0898
Year 5 014 017 0410 000 014 0981 023 020 0253 005 011 0670
Year 6 030 018 0094 001 015 0956 021 021 0334 001 011 0961
Others 021 018 0242 01l 014 0452 023 021 0268 014 011 0225

Motivation to leave

To get a degree in education 005 005 0405 006 004 0169  -008 007 0205 002 003 0502
Take a job outside of education ~006 | 006 0354 | -008 005 009  -003 007 0687 -005 004 0227
Attend to family responsibility 000 007 0980 005 006 0376 008 008 033 003 004 0545
Take a break from work 008 006 0181 -044 005 0004 004 007 0525 -004 004 0252
reach retirement ~003 | 006 0668 | -001 005 0866 004 007 0532 -001 004 0737
Feel left out of things -001 | 005 092 | -005 004 0309 002 006 0737 002 003 0472
Feeling awkward and out of place 000 003 0995 001 003 0647 002 004 0703 002 002 0381
Stress and burnout

Texperience stress in my work 006 007 034 003 005 0553 050 008 <0.0001 007 004 0083
Having too little time for lesson ~004 | 007 0605 -011 006 0065 013 009 0154 007 005 0163
preparation

Maintaining classroom discipline ~009 | 006 0110 | -003 005 0539 007 007 0317 ~003 004 0451
Having too many lessons to teach ~005 | 006 0442  -005 005 029  -001 008 0919 ~004 004 0318
Modifying lessons for students with 005 0.06 0421 006 005 0209 004 007 0611 004 004 0343
special needs

Being intimidated or verballyabused 006 0.06 0309 001 005 0811 016 007 0016 003 004 0377
by students

Having too much administrative 005 008 049  -006 006 0364 009 009 0298 -002 005 0723
work to do

Having too much <marking> ~010 | 007 0157 | -007 006 0240 010 008 0253 -006 004 0158
Addressing parent or guardian 018 007 0007 006 005 0247 -023 008 0003 014 004 0001
concerns

Being held responsible for students 006 006 0332 —001 005 089 006 007 0372 003 004 0419
achievement

Model summary statistics =097, | Adjusted-R'=047,F=328,  Adjsted-

<0001 P <0001 F

Adjusted-R* = 0.28,
49,p<005

€45 <0.001, *4p <001, *p < 0.05. R* =

‘oefficient of determination, SE = Standard error, beta = Regression coefficient, F = F-statstic.
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