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ABSTRACT

Aim. The  aim of  this  study was  to  explore the  needs expressed by secondary 
education teachers in public schools in Andalusia regarding work-related stress.
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Methods. A  qualitative approach was  applied through semi-structured inter-
views conducted with 100 teachers from various public schools across the  region. 
The data was analysed using content analysis to identify risk factors, coping strategies, 
and improvement proposals from the teachers’ own perspectives.

Results. The findings indicate that the highest stress levels occur at the end of each 
school term -particularly in June- mainly due to bureaucratic overload, evaluations, 
and  decisions related to  student promotion. Tasks not directly connected to  teach-
ing, such as  paperwork and  administrative planning, were also reported as  highly 
stressful. Additional aggravating factors included strained professional relationships, 
lack of  institutional support, and  student behavioural problems. To  manage stress, 
teachers mainly relied on physical activity, relaxation techniques, and personal support 
networks. The improvement proposals ranged from individual-level actions to broader 
structural measures, such as reducing student–teacher ratios, providing institutional 
psychological support, and strengthening team cohesion.

Conclusions. Teacher stress is a multifactorial issue that requires a comprehensive 
response. Effective management demands coordinated interventions at the individual, 
institutional, and policy levels to ensure both teacher well-being and the overall quality 
of education.

Originality. This study offers novel insights by highlighting teacher stress as a mul-
tifactorial issue shaped by individual, institutional, and structural factors, giving teach-
ers a direct voice through qualitative exploration, and linking their lived experiences 
with practical proposals for evidence-based interventions and policy improvement.
Keywords: work-related stress, secondary school teachers, stress prevention, psycho-
logical well-being, needs

Introduction

In  recent decades, teaching has  been the  focus of  increasing attention  across 
various disciplines due to empirical evidence that  it  is a profession subject to high 
levels of emotional demand, workload, and institutional pressure (Castilla-Gutiérrez 
et al., 2021). This attention  largely responds to  the accumulated evidence showing 
how  the  teaching work environment has become increasingly complex, marked by 
constant educational reforms, heightened social expectations, increasing school bu-
reaucracy, and unfavourable structural conditions. In this context, teacher stress cannot 
be understood as an isolated individual reaction but as a collective and persistent phe-
nomenon that has become one of the main issues associated with professional distress. 
This distress affects not only the physical and mental health of teachers — by increas-
ing anxiety, burnout, and absenteeism — but also the quality of the education system, 
as  it  negatively impacts school climate, teacher motivation, and  teaching-learning 
processes (Sucapuca-Quispe et al., 2022).
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Various international studies warn about the sustained increase in stress and burnout 
within the teaching profession. According to the Teaching and Learning International 
Survey (OECD, 2019b), over 30% of  Spanish teachers report feeling emotionally 
exhausted, one of the highest rates in Europe. At the national level, recent data from 
the Ministry of Education and Vocational Training (MEFP, 2023) reveal a significant 
rise in  sick leave due to  mental health-related issues, including anxiety disorders, 
depression, and burnout syndrome. During the 2022–2023 academic year, over 17,000 
teachers took sick leave for psychological reasons, representing 23.5% of all teacher 
sick leave. This figure marks an  increase of over 40% compared with the  average 
of  the  previous decade. Regional differences are also significant. In  Andalusia, 
data  from the Consejería de Desarrollo Educativo y Formación Profesional (2023) 
indicate nearly 3,000 cases of teacher sick leave due to psychological causes in 2023, 
a 28% rise compared to 2021. Secondary school teachers accounted for 42% of these 
cases, the highest proportion among all educational levels.

This phenomenon also has a pronounced gender dimension. Female teachers report 
higher rates of work-related stress and mental health-related absences. In Andalusia, 
71% of sick leave for psychological reasons in 2023 involved women (ANPE, 2024), 
suggesting a potential link between gender and vulnerability to professional burnout. 
Moreover, public schools concentrate a greater number of cases than private or grant-
aided schools (Vila et al., 2025), likely linked to factors such as overcrowded class-
rooms, student heterogeneity, bureaucratic overload, and insufficient support resources.

Institutional responses to  this situation have failed to  improve the scenario (Mae-
stripieri & Bellini, 2023). Emotional training and teacher well-being programmes have 
been introduced, mainly in the form of self-training courses or workshops (Consejería de 
Desarrollo Educativo y Formación Profesional, 2023). However, these resources are 
perceived as limited and generally disconnected from a structural strategy for the pre-
vention of work-related stress (Buitrago et al., 2021). Furthermore, there is a tendency 
to hold teachers individually responsible for their distress through discourses on ‘emo-
tional management’ or ‘personal resilience’, without sufficiently addressing the structural 
conditions that generate it (Buitrago et al., 2021; Rajesh et al., 2022).

In  the  current context of  growing concern for  teacher well-being, multiple at-
tempts have been made to understand and address teacher stress from disciplines such 
as psychology, pedagogy, sociology, and public health. This diversity of approaches 
highlights not only the complexity of the phenomenon but also the urgency of find-
ing comprehensive and sustainable solutions. Several studies point out that solutions 
proposed by education authorities often ignore teachers’ voices, who frequently feel 
neglected and  excluded from decision-making processes about their work-related 
well-being (Esteve, 2012; Fort & Plaza, 2015). Hence, the involvement of these fields 
underscores the  importance of  going beyond superficial manifestations of  distress 
and addressing its deeper causes, many of which are rooted in structural, organisational, 
and relational factors specific to the educational context (Fort & Plaza, 2025).
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For this reason, the main objective of this study is to systematically explore and anal-
yse the needs expressed by secondary school teachers in public schools in Andalusia in re-
lation  to work-related stress, specifically within  their professional and organisational 
context. Through a qualitative methodology based on interviews, the aim is to gain an in-
depth understanding of teachers’ subjective experiences of work-related stress, identify 
key organisational, relational, and  contextual risk and  protective factors, and  collect 
practice-oriented improvement proposals aimed at reducing stress and enhancing well-
being in the educational workplace, as articulated by the teachers themselves.

In line with this objective, the study seeks to provide an empirically grounded and con-
text-sensitive account of teacher stress, emphasising teachers’ voices as a central source 
of knowledge for informing institutional and organisational responses.

The research questions derived from the main objective are: a) What needs do second-
ary school teachers in public schools in Andalusia express in relation to work-related 
stress?; b) How do teachers experience and perceive work-related stress in their daily 
educational context?; c) What risk factors do teachers identify as triggers or aggravating 
elements of work-related stress?; d) What improvement proposals do teachers put forward 
to prevent or reduce stress in their professional environment?

The results are expected to contribute to enriching the current debate on teacher 
mental health, not only from an  institutional or diagnostic perspective but also by 
foregrounding teachers’ lived experiences and articulated needs, thus offering qualita-
tive evidence that may inform targeted interventions at the school and policy levels.

Methodology

Method

To address the study’s objective, a qualitative research design was chosen through 
semi-structured interviews to  explore teachers’ discourses regarding the  detec-
tion of individual needs, the use of management tools, and proposals for improvement 
directed towards public bodies and/or their own school staff.

Participants

Case selection  was  conducted through proportional stratified random sampling, 
considering teacher gender and the Andalusian province in which they teach (Flick, 
2015). According to  Francisco Pedro García  Fernández et al. (2024) and  Rafael 
Bisquerra (2022), this type of sampling is particularly useful when aiming to reduce 
sampling bias and ensure the presence of relevant subgroups for the phenomenon under 
study (Skaalvik & Skaalvik, 2017).
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The final sample consisted of 907 secondary school teachers from public schools 
in Andalusia (55.2% women). Of these, 24.16% were from Seville, 16.09% from Cádiz, 
15.25% from Málaga, 12.30% from Granada, 9.70% from Córdoba, 8.21% from Jaén, 
7.55% from Almería, and 6.31% from Huelva (Table 1).

Table 1
Information on the Teachers Participating in the Research

Province No.  
of Teachers Average Age Age Range No.  

of Women
Average Expe-
rience (years)

Seville 219 42 36–50 118 13
Cádiz 146 39 36–47 69 9
Málaga 138 48 40–55 75 19
Granada 112 46 38–52 58 12
Córdoba 88 43 37–50 42 8
Jaén 75 40 36–48 38 10
Almería 68 44 38–51 35 11
Huelva 57 41 36–49 30 9

Source. Own research.

Strategies

Semi-structured interviews were used as the main data collection technique, as they 
allow  for  in-depth exploration of  teachers’ perceptions and  subjective experiences. 
The interview design was based on a prior review of the scientific literature on teacher 
stress and occupational health in education, as well as qualitative research criteria from 
an interpretive approach.

To ensure the relevance, clarity, and coherence of the questions, a multidisciplinary 
expert group was formed, including specialists in sociology, anthropology, psychology, 
and educational sciences. This team participated in several working sessions to validate 
and refine the interview guide, ensuring its appropriateness for the educational context 
and study objectives.

The final guide included five open questions: a) If any, what factors do you be-
lieve contribute to your stress?; b) At what points during the school year do you feel 
most stressed?; c) Do you think the  educational institution  fosters an  environment 
that prevents stress?; d) What methods or techniques do you use to reduce stress?; e) 
What support or resources do you believe would help reduce teacher stress?
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Procedure

The  study was  carried out in  accordance with the  ethical principles established 
in  the American Educational Research Association  (AERA, 2011) Code of Ethics, 
the  European  Educational Research Association  (EERA, 2011) Ethical Guidelines 
for  Educational Research, and  the  General Data  Protection  Regulation  (Europe-
an  Union, 2016/679). The  project received approval from the  relevant university 
ethics committee.

Before data  collection, an  action  protocol was  prepared including the  drafting 
of interview questions and the design of an informed consent form, which all partici-
pants signed prior to the interview. This document guaranteed anonymity, voluntary 
participation, and the right to withdraw at any time without consequences.

After ethical approval, teachers were contacted via institutional email. The message 
explained the project objectives, the voluntary nature of participation, ethical condi-
tions, and the procedure for confirming participation. An information sheet and consent 
form were included.

Once teachers agreed, individual online interviews were scheduled via videoconfer-
encing platforms, adapted to participant availability. Interviews lasted a maximum of 15 
minutes and were conducted by trained researchers. All interviews were recorded with 
consent and later transcribed verbatim for analysis, with coded processing to ensure ano-
nymity. Data was analysed with ATLAS.ti through open coding and thematic grouping.

Data Analysis

Thematic content analysis (Krippendorff, 2004) was carried out to identify stressful 
situations, coping strategies, and improvement proposals. The process included: organ-
ising material, coding, categorisation, and semantic co-occurrence analysis by gender.

Results

Identification of Stressful Situations

This  category includes excerpts describing the  situations teachers perceive 
as the most stressful in their work. These range from specific points in the school year 
to relationships or tasks identified as stressors.
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Stages of the School Year Generating Higher Stress

The majority of teachers agree that the most stressful period is at the end of each 
term, particularly the final term: “at the end of each term and especially before sum-
mer” (teacher no.1); “in June” (teacher no.41); “at the end of each evaluation” (teacher 
no.13); “the last month” (teacher no.11).

They attribute this to bureaucratic workload: “at the end of term or school year, 
when the  workload and  paperwork are highest and  everyone is  in  the  same situa-
tion and cannot help each other” (teacher no.5); “at the end of terms, with evaluations, 
and especially with end-of-year paperwork” (teacher no.33). Stress is also associated 
with deciding on student promotion: “mainly at  the end of  terms, as well as when 
deciding on final grades” (teacher no.38); “during evaluation boards, when student 
promotion must be decided” (teacher no.99).

Although to  a  lesser extent, some identify stress at  the beginning of  the  school 
year: “at  the beginning and  end of  the  school year” (teacher no.899); “at  the  start 
of the year, adapting to new groups and planning generates stress” (teacher no.900); 
“during the preparation of timetables at the start of the year” (teacher no.31); “the first 
term, each year everything is different, both legally and in content” (teacher no.10).

Teaching Tasks Generating Higher Stress

Most teachers acknowledge that  excessive bureaucracy and  documentation  are 
the most demanding moments, creating stress as they are added to their regular duties 
such as teaching and meetings: “excessive bureaucracy and constantly dealing with 
paperwork” (teacher no.24); “bureaucratic tasks” (teacher no.19); “excessive workload 
that prevents disconnecting outside of work” (teacher no.3).

Workplace Relationships Generating Higher Stress

Some attribute stress to relationships with colleagues: “lack of collegiality when 
support is needed” (teacher no.19); “demands from management and lack of support 
in necessary situations” (teacher no.16); “when you need it, the human factor is miss-
ing” (teacher no.81); “relationships with colleagues are creating a negative working 
atmosphere” (teacher no.7); “lack of recognition for my work, as well as certain col-
leagues’ personal interests affecting my well-being” (teacher no.61).

Others highlight workload issues: “work overload prevents me from thinking 
clearly” (teacher no.902); “overwork and  lack of  time to prepare classes affect my 
motivation and generate much stress” (teacher no.66); “a great deal of work, inside 
and outside the classroom, that goes unnoticed” (teacher no.41).
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As  for  relationships with students, fewer references are made: “if  students 
show disinterest or there are constant discipline problems, I get stressed” (teacher 
no.72); “the need to always motivate students, never managing to make them feel 
good” (teacher no.4); “having to  constantly resolve classroom conflicts prevents 
me from following my planning” (teacher no.72); “when students disrespect you” 
(teacher no.790).

Use of Tools to Manage Stress

This category brings together excerpts describing strategies used by respondents 
to  cope with stress. Identified practices include individual stoic approaches, social 
and family support, and professional help-seeking.

Individual Tools

Some rely on personal strategies: “proper planning” (teacher no.19); “complete 
separation of professional and personal life” (teacher no.900); “I practise deep breath-
ing and mindfulness to calm and centre myself” (teacher no.22); “reading, sleeping, 
going to the beach, walking” (teacher no.10); “breathing, asking for a moment not to be 
spoken to, and walking” (teacher no.74); “stopping, leaving everything for a few mo-
ments and  doing deep breathing” (teacher no.78); “maintaining an  exact balance 
between work and leisure” (teacher no.610).

Physical activity and  outdoor pursuits are the  most common  responses: “sport” 
(teacher no.29); “I do sport three times a week” (teacher no.71); “music and sport” 
(teacher no.7); “meditating and doing sport” (teacher no.904); “a sport that makes me 
happy” (teacher no.204).

Others resort to  less healthy practices such as  smoking or drinking: “smoking 
a cigarette outside the school” (teacher no.33); “I have a beer on  the  terrace when 
I get home” (teacher no.12); “the stress of this job does not allow me to stop smoking” 
(teacher no.7).

Social Support Tools

In terms of support networks, 73.8% identified family as their main emotional support, 
39.3% mentioned friends, and 32.8% cited colleagues or school staff as important. Some-
times these networks are combined: “work colleagues and friends outside school” (teacher 
no.44); “I  seek support from colleagues or family to  share concerns” (teacher no.50); 
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“doing activities that motivate me with the people I care about, such as friends and family” 
(teacher no.62); “being with friends and family is what really helps me” (teacher no.92).

Professional Support

21% reported receiving professional support: “psychological therapy in the Andalu-
sian Health Service” (teacher no.303); “I pay for a psychologist, I go once a week” (teacher 
no.77); “I was referred to a psychologist and since going, I feel better” (teacher no.171).

Proposals for Improvement

This category gathers perceptions of how  the widespread stress among teachers 
could be improved. Suggestions range from individual activities to public funding 
of support initiatives.

Individual Proposals

Many teachers highlight sport or physical activity: “breathing exercises taught 
by a professional, yoga or mindfulness for teachers” (teacher no.816). Others stress 
positive thinking: “trying to think positively” (teacher no.449); “ensuring that nothing 
at work affects us personally” (teacher no.510); “learning guidelines to identify stress-
ful situations before they arise in order to stop them” (teacher no.207).

Proposals for the School

Some proposals focus on collective responses: “a more united reaction to disruptive 
students, so that  we feel safer” (teacher no.388); “having support from colleagues 
would help share concerns and find solutions” (teacher no.3); “support from manage-
ment and  colleagues is  the  most important thing” (teacher no.900); “management 
should organise team-building activities” (teacher no.523). Other ideas include joint 
activities: “online sessions to  manage stress” (teacher no.12); “guidelines to  help 
identify and manage it” (teacher no.34).
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Proposals for Public Authorities

Teachers suggested introducing workplace psychologists in schools: “there should 
be an occupational psychologist in public schools, with regular sessions to manage 
stress and other issues” (teacher no.25); “investment in psychologists, one per school” 
(teacher no.231).

They also proposed covering therapy costs: “fund psychological therapies” (teacher 
no.44); “pay professionals to provide stress management tools, perhaps through talks 
or workshops” (teacher no.173).

Beyond psychological support, they suggested reducing student-teacher ratios: 
“reduce ratios and administrative paperwork, which overwhelm us” (teacher no.167); 
“split very large groups for a more relaxed classroom environment” (teacher no.777). 
Other proposals included more support teachers, more free days, and  reduced 
working hours.

Gender Analysis

Through co-occurrence analysis  by gender, results showed that  for  women, 
“environment” and  “colleagues” frequently co-occur with “stress”, while for  men 
“bureaucracy” was more common. Men tended to associate stress with “end of school 
year”, while women mentioned “beginning of  term” and “end of  term”. In  coping 
methods, men more frequently mentioned “sport”, while women mentioned “read-
ing”, “mindfulness”, and “friends”. In terms of desired resources, women more often 
requested “professional” or “psychologist”, while men preferred “reduced ratio” or 
“group splitting”.

Discussion

The results obtained allow a clear response to the general objective of the study: 
to explore and understand the needs expressed by secondary school teachers in public 
schools in Andalusia  in  relation  to  work-related stress. Teachers’ responses reveal 
a complex picture, where needs emerge from lived experiences in the school context, 
encompassing structural, emotional, and interpersonal dimensions.

Regarding the first research question – what needs teachers express regarding work-
related stress – institutional support, reduced bureaucratic workload, teaching team co-
hesion, and professional mental health support were the main issues. Teachers reported 
being overwhelmed at specific points in the school year, especially at the end of each 
term, when evaluative and administrative tasks accumulate. This indicates the need 
for a temporal reorganisation of teaching work, as well as explicit demands for relief 
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from non-teaching tasks, consistent with findings from Sofía  Castilla-Gutiérrez et 
al. (2021) and Carine Viac and Pablo Fraser (2020), who emphasise how excessive 
bureaucratisation directly impacts teacher well-being.

With respect to the second question – how teachers experience stress in their daily 
context – the findings show that it is not a punctual phenomenon, but a sustained experi-
ence that intensifies at certain times of the school year. Stress manifests as overload 
that  prevents disconnection  outside working hours, eroding motivation, workplace 
climate, and  even physical and  emotional health. The  teaching experience appears 
permeated by performance pressure, compliance with rules, and lack of support, which 
is consistent with Jose María Esteve (2012) and Edwuin Javier Sucapuca-Quispe et al. 
(2022) on teachers’ structural malaise.

Concerning the third research question – what risk factors teachers identify as trig-
gers or aggravators of work-related stress – the findings highlight three main groups: a) 
structural, such as administrative overload and high student-teacher ratios; b) relational, 
such as lack of support from management and weak collegial cohesion; and c) emo-
tional, such as strain from managing student behaviour and lack of recognition. These 
risk factors reinforce each other, creating a working environment that hinders teacher 
well-being and  fulfilment. These results are in  line with Einar Skaalvik and Sidsel 
Skaalvik (2017), who stress the importance of institutional and social support as buffers 
against stress.

Personal strategies such as sport, meditation, or separating professional and personal 
life represent attempts at emotional self-regulation. Although valid, they also reveal 
an  individualisation  of  distress. As  Christopher Day and  Qing Gu (2014) caution, 
relying exclusively on individual solutions risks obscuring institutional responsibility. 
Moreover, the use of  less healthy strategies, such as alcohol or tobacco, reinforces 
the need for more structured and sustainable interventions (Ledezma-López, 2011).

Social support, particularly from family and friends, emerged as a protective factor, 
confirming the  findings of  Skaalvik and  Skaalvik (2011). However, the  relatively 
low mention of colleagues as sources of support points to weak professional relation-
ships within schools, highlighting the need to strengthen collaborative culture.

As  for  the  final research question  – what  improvement proposals teachers sug-
gest – responses varied, reflecting teachers’ critical awareness and proactive stance. 
Solutions ranged from individual self-care practices such as mindfulness and sport 
to structural demands like reduced ratios, psychologists in schools, and administrative 
simplification. This range of approaches indicates a multidimensional understanding 
of stress, in line with ecosystemic perspectives on teacher well-being (Buitrago et al., 
2021; Fort & Plaza, 2015; Klusmann et al., 2016).

The mention of collective action and stronger collegial cohesion reflects a de-
sire to  build safer, more collaborative workplaces, underscoring the  importance 
of  fostering sensitive and  committed pedagogical leadership (Leithwood et al., 
2020). Furthermore, proposals for public intervention, such as  funding therapies 
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or appointing occupational psychologists in  schools, pose clear implications 
for educational administrations. Teachers not only express distress but also articulate 
concrete demands, appealing for institutional action that is structural and sustained 
(OECD, 2019a).

Finally, the findings reveal clear gender differences in stressors, critical moments, 
and coping strategies. Women tended to link stress to school climate and collegiality, 
consistent with studies showing higher emotional strain in workplace interactions 
among female teachers (Gyllensten & Palmer, 2005), as well as Andalusian statistics 
on psychological sick leave (ANPE, 2024). Men more frequently prioritised physical 
activity as a coping strategy, aligning with findings that men prefer action-focused 
strategies (Conti et al., 2018; Rajesh et al., 2022). Women more often relied on emo-
tional strategies such as support from friends, consistent with the ‘tend-and-befriend’ 
theory (Taylor, 2012), and showed greater willingness to seek professional psycho-
logical help. In contrast, men favoured structural or organisational solutions, such 
as reducing ratios or splitting classes, reflecting a more instrumental perspective. 
These differences align with recent literature (Kostorz et al., 2022).

Limitations

Despite the  relevance of  the  findings, this  study presents several limitations 
that should be acknowledged when interpreting the results. First, the qualitative nature 
of the research and the size of the sample do not allow for statistical generalisation. 
However, the aim of the study was not to generalise but to gain an in-depth understand-
ing of  teachers’ experiences and perceived needs in  relation  to work-related stress 
within a specific educational context.

Second, the study focuses exclusively on secondary school teachers working in pub-
lic schools in Andalusia. While this contextual focus strengthens the internal coherence 
of  the findings, it may limit  their transferability to other educational levels, private 
institutions, or different regional or national contexts with distinct organisational 
and policy frameworks.

A further limitation concerns the age distribution of the sample. Although the study 
sought to include teachers from different career stages, no participants over the age 
of 55 were ultimately included. This was largely due to lower participation rates among 
older teachers, which may be related to factors such as reduced availability, increased 
workload associated with senior roles, or lower engagement with voluntary research 
participation. As a result, the perspectives of more senior teachers, who may experience 
work-related stress and professional demands differently due to career length, health 
considerations, or proximity to retirement, are not represented in the data. This limita-
tion restricts the possibility of conducting age-based comparisons and suggests the need 
for future research to specifically target and include older teacher cohorts.
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Finally, the data are based on self-reported experiences, which may be influenced by 
personal perceptions, recall bias, or social desirability. Nevertheless, the use of in-depth 
interviews allowed participants to reflect critically on their experiences and provided 
rich, nuanced accounts of work-related stress and perceived needs.

Future research could address these limitations by incorporating larger and more 
diverse samples, including teachers from different age groups and educational contexts, 
and by combining qualitative approaches with quantitative methods to further explore 
the complexity of teacher stress and associated needs.

Implications of the Study

The  findings have significant implications for  educational management, teacher 
training, and  policy design. They highlight the  urgency of  reviewing school time-
tables and tasks, and the importance of consolidating institutional spaces for emotional 
support. Teacher stress cannot be addressed solely through individual responsibility; 
it  requires an  integral, shared, and sustained response that combines self-care with 
organisational and structural care. Investing in teacher well-being is not only a matter 
of occupational health but also a necessary condition for educational quality and equity.

In summary, the conclusions of this study are as follows:
	− Teacher stress is sustained and structural, peaking at term closure due to bureaucratic overload.
	− Teachers’ needs include organisational and emotional aspects, calling for mental health 

support, collegial cohesion, and reduced non-teaching tasks.
	− Risk factors are multiple and  interconnected, notably administrative overload, lack 

of recognition, and weak professional relationships.
	− Personal coping strategies are insufficient, showing a tendency to individualise distress 

that requires structural and institutional responses.
	− Clear gender differences exist in the experience and management of stress, suggesting 

the need for differentiated interventions.
	− Teachers put forward concrete proposals, from structural measures (reduced ratios, school 

psychologists) to collective practices promoting organisational well-being.
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