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Abstract: Teachers’ ability to manage stress and daily challenges is crucial to their pro-
fessional development and well-being. By examining how Chilean elementary school
teachers perceive the growth in their resilient behavior, this study seeks to determine the
predominant factors that foster resilience in these individuals. Sixty-three public school
teachers participated in semi-structured interviews as part of a qualitative analysis em-
ploying deductive and inductive coding. The results show that teacher resilience is built
through a complex interaction between personal, professional, and contextual factors.
Among the most important factors are self-care, psychosocial support, and an institutional
environment that facilitates teachers” emotional well-being. Relationships with students
and their families also support this resilience, creating an atmosphere of trust and col-
laboration in the classroom. The study highlights that strengthening resilience not only
improves the teaching experience but also has a positive impact on students’ well-being
and academic performance. Integrating self-care strategies, support networks, and family
alliances in teacher training and education policies is essential to developing healthy and
sustainable school environments. The study concludes by emphasizing the importance of
specific training programs that give teachers effective tools to manage stress and adversity
better. Although limited to elementary education in Chile, this study invites future research
that expands the analysis to other education levels and cultural settings, offering a more
comprehensive view of resilience in education.
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1. Introduction

One of the most intricate aspects of the social structure and one of the cornerstones in
the construction of society is the teaching profession (Rodriguez Pech & Alamilla Morejon,
2018; Van Wingerden & Poell, 2019). In this light, teacher resilience is essential for the
professional performance of elementary school teachers, as it empowers them to confront,
manage, and resolve challenging situations (Daniilidou et al., 2020; Villalobos-Vergara et al.,
2024). Teachers convey knowledge and shape future generations’ character, social skills,
and critical thinking (Hewitt-Ramirez et al., 2023; Rancher & Moreland, 2023; Reffhaug et al.,
2024). However, daily challenges arise, such as teaching in an inclusive and multicultural
educational environment, managing their students” emotions so they can learn, adapting
to administrative changes, and balancing their professional and personal lives (Chan
et al., 2021; Joshi et al., 2023; Paulsrud & Nilholm, 2023; Ximenes Aratjo Lima et al.,
2021). As societies become more diverse, teachers must navigate an increasingly complex
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environment, requiring that they not only develop skills to teach their students but also
adaptability and resilience (Bautista-Quispe et al., 2024; Benavot et al., 2024; Kaveri et al.,
2024; Rezapoor & Mohammadzadeh, 2024). In this context, understanding the complexities
of the teaching profession is essential to adequately supporting and valuing the role of
teachers in society (Beutel et al., 2019; Castillo et al., 2024; H. Wang & Sang, 2024).

Resilience is understood as the ability to adapt and recover in the face of adverse
situations (Moskowitz, 2024; Saavedra-Guajardo & Villalta-Paucar, 2008; Salvo-Garrido
& Cisternas-Salcedo, 2021); it develops progressively and varies depending on different
personal, social, and contextual factors (Gu et al., 2024). Resilience has become a fundamen-
tal educational construct, especially in teacher training and practice. Cultivating resilient
behavior in teachers is crucial to overcoming the challenges inherent in the profession
(Daniilidou & Platsidou, 2024; Gu et al., 2024; Zhang & Luo, 2023) and to encouraging
the development of children’s resilience. School is a unique environment where students
can acquire academic skills and develop their own resilience (Moll Riquelme et al., 2022).
In a context where teachers face constant challenges, from managing diverse classrooms
to administrative and emotional demands (Urrutia-Aguilar et al., 2022), resilience be-
comes a critical element for well-being and professional effectiveness (Kim & Kim, 2023;
Villalobos-Vergara et al., 2024). In this sense, the correlation between resilience and well-
being in teachers is substantiated by several studies (Karner et al., 2021; Pozo-Rico et al.,
2023; Squires et al., 2022; X. Wang et al., 2024). Specifically, teachers’ resilience aids in the
development and preservation of their sense of well-being (Hascher et al., 2021), as it also
promotes the advancement of their students (X. Wang et al., 2024).

Resilience is a process that leverages the resources available at different levels, includ-
ing personal (individual traits), social (support networks), and contextual (institutional
environment and education policies), enabling the effective management of situations
and the resolution of difficulties in the best possible way. Hence, it is a fundamen-
tal aspect of both teacher training and professional practice (Fokkens-Bruinsma et al,,
2023; Moll Riquelme et al., 2022). On a personal level, it is important to mention that re-
silience is related to socioemotional competencies, considering that greater self-awareness
and emotional regulation can be observed; specifically, teachers with less developed re-
silience present symptoms of stress (Agyapong et al., 2024; Caires et al., 2023). In ad-
dition, they experience burnout and difficulties maintaining discipline in the classroom
(Daniilidou et al., 2020; Moreno-Lucas et al., 2023; Prout et al., 2023; Salinas-Falquez et al,,
2022; Salvo-Garrido et al., 2019). They may also have depression and anxiety (Kim & Kim,
2023; Zhang & Luo, 2023). In contrast, those teachers with greater resilience show greater
self-awareness, self-regulation, autonomy, empathy, collaboration, and a better mood
(Agyapong et al., 2024; Kim & Kim, 2023; Zhang & Luo, 2023), which may lead to self-care
practices (Li et al., 2022; Oberg & Bryce, 2022; Winkler Miiller et al., 2024; Zhang & Luo,
2023). Such teachers exhibit heightened awareness of the issue, which will positively impact
the resolution of difficulties, enhancing their perception of resilience (Deng et al., 2020).
Barnova et al. (2024) report gender differences in resilience-related coping styles, noting
that men focus on rational elements, whereas women use emotion-focused strategies to
solve problems. Notably, the greater development of socioemotional competencies associ-
ated with teacher resilience promotes students’ emotional regulation as they employ more
effective coping mechanisms to manage daily challenges (Hewitt-Ramirez et al., 2023). This
improves student learning (Fang et al., 2020; Jin, 2023).

On the contextual level, resilience is related to occupational well-being (Casanova
et al., 2023; Castro Silva et al., 2024), the opportunities for professional development (Kaveri
et al., 2024), and academic training (Chu & Liu, 2022; Lewis et al., 2024; Van Wingerden &
Poell, 2019; Wiegerova et al., 2025). This ensures that the teacher is equipped to confront
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issues in the classroom and the teaching-learning process within a dynamic framework
(Kaveri et al., 2024; Maitland & Glazzard, 2022). In this sense, the teacher’s experience is
relevant given that it is associated with greater resilience (Layek & Koodamara, 2024; Liu
etal., 2022; Moreno et al., 2019; Wiegerova et al., 2025) even though there are contrasting
results (Chu & Liu, 2022; Wiegerova et al., 2025).

Furthermore, peer and school leadership social support is important for dealing
appropriately with adversity as it is a resource that can be used to resolve difficulties better
(Arthur & Bradley, 2023; Casanova et al., 2023; Huang et al., 2024; Inayat Raja & Saddique,
2023; Versfeld et al., 2023). Thus, teachers must be encouraged to provide emotional support
and collaborate, accompanying those with less experience (Diab & Green, 2024). This aids
in managing conflicts in the classroom (Moreno-Lucas et al., 2023) and effective school
practices, improving teachers’ perception in the professional setting (Kim & Kim, 2023;
Nwoko et al., 2023).

In the same vein, on the social level, in addition to the support of colleagues and
school administrators, the teachers’ families are another significant support network. There
is evidence that maintaining a work-life balance promotes resilience. The family is a
fundamental support network for teachers, protecting and strengthening their resilience
(Diab & Green, 2024; Sun et al., 2024). It is primarily beneficial for teachers facing personal
difficulties; thus, it would enhance the practice of the profession (Burns et al., 2013). It
should be noted that support networks may vary in size and composition over time
(Bokhove & Downey, 2018).

Importantly, students’ families can positively or negatively influence teacher resilience
(Duan et al., 2023; P. S. Espinoza & Taylor, 2024). Teachers recognize the relevance of estab-
lishing appropriate relationships with students’ families to enhance their engagement in
education activities and promote mutual contributions; for example, parental involvement
in school tasks yields positive outcomes for learning (Ciuca & Zavoianu, 2024; Munthe &
Westergard, 2023; Sianturi et al., 2023; Tristdn Sarmiento et al., 2021). However, teachers
must fulfill different responsibilities and activities that occasionally obstruct this objective
(Ciuca & Zavoianu, 2024). Parental involvement improves teaching commitment, and
the collaboration between parents and teachers reduces parental burnout when involved
in their children’s education (Martinez-Figueira et al., 2024). Therefore, teachers with
greater relational competencies address challenges more effectively, thereby preserving
their commitment (Zibenberg & Grinshtain, 2024). It is relevant that there be a shared
school-family project (Martinez-Figueira et al., 2024); however, it is often perceived that
greater collaboration from families is needed (Belmonte et al., 2020).

It is important to note that Chile has a segregated education system characterized
by reduced segregation among students from higher socioeconomic strata, while segre-
gation intensifies among the lower strata (Murillo & Garrido, 2017; Murillo et al., 2018).
This adversely affects teachers, as they must teach and meet objectives at schools pre-
dominantly attended by disadvantaged students (Murillo et al., 2023). Accordingly,
in challenging contexts and with students in vulnerable conditions, the students” aca-
demic performance may suffer (V. Espinoza et al., 2021). Consequently, resilience cul-
tivates strong bonds within a community, enabling its members to confront infrastruc-
tural restrictions, isolation, and the vulnerabilities faced by students and their families
(Sandoval-Obando & Pena-Troncoso, 2023).

Concerning resilience among Chilean elementary school teachers, Villalobos-Vergara
et al. (2024) assert that resilience is a protective factor against stress and mental health
issues, enhancing the perception of well-being. Self-efficacy and resilience significantly
impact teachers’ prosocial conduct, which is crucial for cultivating positive relationships
between teachers and students (Salvo-Garrido et al., 2024). A qualitative study that included
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elementary and secondary education teachers indicates that resilience at the individual
level is related to the development of teaching-learning skills. In addition, at the relational
level, it is linked to leadership and constructive relationships among various educational
community members. At the institutional level, resilience is fostered through professional
autonomy and the assistance provided by experts in different fields that enable teachers to
do their work (Villalobos-Vergara & Assaél Budnik, 2018). Moreover, enhanced resilience is
noted in women and older adults (Cachon Zagalaz et al., 2020), and it is concurrently found
that teaching experience correlates positively with resilient behavior (Villalobos-Vergara
et al., 2024).

Research in the field of teacher resilience has gained relevance in recent decades,
driven by the need to understand not only the individual characteristics of teachers (Braun
et al., 2020) but also the impact of the school and social environment on their ability to
overcome difficulties (Abubakar et al., 2022). A qualitative approach is used to explore
the teachers’ narratives, enabling a comprehensive understanding of their subjective and
intersubjective experiences (Corona Lisboa, 2018) and the identification of patterns that
promote resilience, thus facilitating an in-depth understanding of the phenomenon. It is
also relevant to consider the implications of teacher resilience not only for teachers but
also for their students and the educational community as a whole (Fu & Zhang, 2024;
Salvo-Garrido et al., 2023a; Vallés & Clara, 2023). A resilient teacher can manage their
own stress and adversity and act as a role model for their students, fostering a positive
and motivating learning environment (P. S. Espinoza & Taylor, 2024; Pino Montoya et al.,
2020). In addition, their resilience influences decision-making and transforms coexistence
within the educational community (Salvo-Garrido et al., 2021; Twum-Antwi et al., 2020).
Understanding the factors that promote resilience in teachers is fundamental to ensuring
their well-being, improving teaching quality, and promoting students” comprehensive
development (Salvo-Garrido et al., 2023b; Salvo-Garrido & Cisternas-Salcedo, 2021).

Building on this foundation, this analysis aims to contribute to understanding re-
silience as a dynamic process (Daniilidou & Platsidou, 2024; Zhang & Luo, 2023), which is
nurtured by the interaction between the individual and their environment. This is essential
for the sustainability of the teaching profession in an ever-changing world. Therefore,
the idea is to contribute by providing greater clarity on how teachers can cope with high
levels of stress, work overload, and conflict situations, using protective factors to maintain
their motivation and commitment to teaching (Beltman et al., 2011; Daniilidou et al., 2020).
Identifying the factors that foster teacher resilience has relevant implications for initial and
ongoing teacher training and for developing programs that strengthen these skills and
competencies in teachers (Bautista-Quispe et al., 2024; Caires et al., 2023; Calderén, 2024;
Daniilidou et al., 2020; Nadeem et al., 2024), better preparing them to face professional
challenges and preventing talent drain (Chen, 2024). Similarly, executing measures that cul-
tivate resilient work environments enhances teachers’ well-being and professional efficacy
throughout their careers.

Indeed, understanding teacher resilience is essential to ensuring teacher well-being
and effectiveness, as well as to improving teaching quality and fostering comprehensive
student development. Therefore, this study aims to identify the predominant factors that
promote resilience in elementary school teachers in Chile by qualitatively analyzing their
perceptions of the development of their resilient behavior.

2. Methods
2.1. Participants

The study sample consisted of 63 elementary school teachers, 73% employed in urban
areas and 27% in rural settings. Regarding institutional affiliation, 50.8% belong to the
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Local Public Education Service (SLEP), whereas 17.5% work in the Municipal system.
Table 1 indicates that most participants are women (82.5%), with a mean age of 40.2 years
(SD =12.3, range: 24-70). Regarding academic qualifications, 14.3% hold a master’s degree,
1.6% a doctorate, and 27.0% have completed a post-degree specialization. Participants also
have diverse teaching experience, with 30% having 1-5 years, 45% having 615 years, and
25% more than 15 years (Table 1). This distribution facilitates an analysis of resilience across
different stages of professional development.

Table 1. Demographic and professional characteristics of the participants.

Category Description

Total participants 63 teachers

Gender 82.5% women, 17.5% men

Average age 40.2 years (SD = 12.3; rank: 24-70)

Years of experience 1-5 years (30%), 6-15 years (45%), more than 15 years (25%)
Educational level Bachelor’s degree (57%), Postgraduate (43%)

2.2. Data Collection Techniques

The Chilean educational system presents unique challenges for elementary school
teachers. Structural inequalities, demanding workloads, and constant educational reforms
shape their professional experiences. Public and subsidized schools often face resource
limitations, and teachers frequently work under high-stress conditions due to standardized
testing pressures and student diversity. Additionally, socioeconomic disparities influence
teaching environments, requiring educators to develop adaptive strategies to navigate
these challenges. Given this context, understanding teacher resilience in Chile requires
considering both personal coping mechanisms and systemic factors affecting their profes-
sional well-being.

A semi-structured interview framework was created to explore teacher resilience. The
interview protocol was founded on existing theoretical frameworks and validated by a
panel of experts in education and psychology to guarantee clarity, coherence, and relevance.
A pilot test was conducted with a small cohort of teachers to refine question phrasing and
assess the instrument’s effectiveness.

The interview guide was designed as a versatile instrument to allow participants to
elaborate on their experiences and reflect on their approaches to challenges in their teaching
practice. The questions focused on key areas such as self-assessment of resilience, career
transitions, and strategies for surmounting difficulties in the school setting. The interview
also examined personal, social, professional, and contextual variables that teachers deemed
essential for fostering resilience, such as adaptability, persistence, and social support.

To ensure data collection reliability, all interviews were audio-recorded and tran-
scribed verbatim, preserving accuracy for qualitative analysis. Participants were assured
of confidentiality, and informed consent was obtained prior to the interviews. The study
adhered to the ethical standards established by the university’s research ethics committee.

Given the nature of qualitative analysis, a systematic and iterative approach was
employed to improve the reliability of the findings (Naganathan et al., 2022). A single-
researcher qualitative content analysis ensured a uniform analytical perspective throughout
the process. Although collaborative analysis is often beneficial, single-coder analysis can
yield consistent and high-quality results when applied with a systematic and rigorous
methodology. This approach mitigates potential inconsistencies arising from multiple
coders while enabling a cohesive and in-depth interpretation of the data (Kawamoto et al.,
2023). Peer debriefing and external audit methodologies were also incorporated to augment
credibility and ensure analytical accuracy.
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2.3. Procedures

The recruitment of participants and the execution of fieldwork adhered to a system-
atic method to ensure compliance with ethical and institutional requirements. Formal
communication was established with school administrative teams to secure the neces-
sary authorizations for conducting the study. Once approval was granted, prospective
participants were apprised of the research objectives, the procedures, and their rights
as participants.

To uphold ethical principles, informed consent was obtained from all participants
before data collection, ensuring voluntary participation and confidentiality. The study
adhered to the ethical standards set by the university’s ethics committee, and the research
protocol received formal approval by the Scientific Ethics Committee of the Universidad de
La Frontera (Assessment Report N°053_21; Study Protocol Page N°019/21).

2.4. Data Analysis

This study employed a qualitative approach with an exploratory design to identify
factors influencing teacher resilience. Interviews were transcribed and analyzed using
ATLAS.ti 25, applying relational content analysis to establish connections between emerging
categories and concepts, facilitating a deeper understanding of how contextual and personal
factors shape resilience (Krippendorff & Wolfson, 1997).

The analysis followed three phases. First, a deductive phase structured the data within
a predefined theoretical framework. Next, an inductive phase applied open and in vivo
coding to identify emerging patterns (Bingham & Witkowsky, 2022). Finally, in the explana-
tory phase, the systematic reorganization of codes uncovered underlying relationships and
meaningful connections within the data (Kibiswa, 2019).

To evaluate the relevance of emerging codes, this study used the G value as a saturation
metric. In ATLAS.ti, the G value (Groundedness) represents the frequency with which
a code is linked to citations, indicating its empirical support. This metric serves as an
epistemological foundation in qualitative methodology, reflecting the iterative process of
data saturation (Corbin & Strauss, 1990). Data saturation occurs when no new information
emerges, reinforcing the reliability of the findings. The process involved systematically
assigning codes to relevant text segments, quantifying citations per code, and establishing
a threshold of G > 30 for inclusion in visual analyses. Codes below this threshold were
excluded to prevent information overload.

The rigorous selection of codes ensures traceability to the original data, enhancing the
validity of interpretations through constant comparison of contexts and coding processes
(Charmaz & Thornberg, 2021). This methodological approach strengthens the credibility of
findings by refining interpretations based on contextualized data analysis.

Despite variations in individual narratives, no consistent patterns linked resilience
strategies to years of teaching experience. This suggests that resilience development is in-
fluenced by an interplay of personal, social, and contextual factors rather than professional
trajectory alone.

3. Results

The configuration of resilient behavior in teachers is a multidimensional process
(Table 2) that synergistically articulates both individual and organizational elements in
the educational context. In this respect, teachers rely on different elements to overcome
the challenges inherent to the teaching profession. They identify two contexts where they
demonstrate factors that promote the development of resilient behavior: resilience in their
personal life and the professional environment.
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Table 2. General dimensions of resilience development.

Dimension Description

Students Students’ perspective coding

Teacher Teacher’s work perspective coding
Personal Teacher’s personal perspective coding
Family Family context coding

External Factors External factors coding
Organizational School’s point of view coding

For ease of understanding, the codes are hierarchically structured as Dimension and
Codes (the latter indicated in italics).

3.1. Development of Resilient Behavior: From the Personal Level

The development of resilience from the personal level encompasses 30 codes (Table 3),
categorized into four dimensions: Personal (21), Family (3), External Factors (4), and Orga-
nizational (4), described in Table 2. Table 3 delineates teachers” multifaceted development
of resilience, spanning their personal environment, interaction with students” families,
relationships with contextual factors, and connections with the management team from an
organizational perspective.

Table 3. Development of resilient behavior: personal point of view: codes.

Personal: Family:

Kindness, Self-Critical Reflection, Self-Care, ~Communication & Dialogue, Trust &
Adaptability, Dialogue, Positive Feelings, Commitment, Responsibility
Empathy, Active Listening, Life Experiences, External Factors:

Emotional Management, Personal Issues Social & Cultural Contexts, Pandemic,
Management, Health Impact, Ask for Help, ~ Support Network

Motivation, Optimism, Patience & Organizational:

Tolerance, Persistence & Perseverance, Pleasant Work Environment, School Support
Positive Outlook, Sense of Humor, Network, School Commitment,

Personal Values Educational Modality

The generation of visual representations was guided by the hierarchical organization
of codes and the G value (>30). Additionally, lower-frequency codes with strong theoretical
significance were considered. To enhance readability, overlapping codes were excluded.

The visualization process followed a structured sequence: first, codes were categorized
into predefined dimensions. Then, ATLAS.ti analyzed conceptual proximity between codes
to identify interconnections. Figures were arranged progressively—starting with central
themes, followed by relationships between dimensions, and concluding with detailed
interactions—ensuring systematic and logical presentation of information.

For all figures, Solid lines represent the interaction and interdependence between
dimensions, while dotted lines indicate the relationships between the corresponding codes.

Figure 1 schematically illustrates the characteristics that a teacher considers useful for
developing resilience in the personal context.

From Grounded Theory, “groundedness” (G) represents the connection between theory
and data obtained through constant comparison, measuring the connection frequency
between a code and direct quotes, quantifying the quotes associated with each code, and
indicating the level of empirical grounding of the theoretical constructs.
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Figure 1. Development of resilient behavior: personal point of view (POV).

According to Figure 1, the development of resilient behavior from a teacher’s personal
perspective is significantly influenced by the ability to manage emotions, evidenced by
its high saturation (G = 108) and multiple connections with other system components.
Emotional management acts as an articulating axis that impacts several areas, from the
support network (G = 59) to confidence and commitment (G = 45), through the management
of personal problems (G = 42) and the ability to ask for help (G = 38). This interrelationship
suggests that a teacher with strong emotional management skills is likelier to develop
effective, resilient behavior.

On a personal level, the teacher identifies five key characteristics that contribute to
developing resilient behavior: emotional management, management of personal problems,
ability to ask for help, ability to self-analyze, and self-care in health. By being self-aware
of their real skills, the teacher who reflects on their strengths and weaknesses recognizes
their vulnerability, assuming they are incapable of the full load and willing to depend on
someone else. In this sense, the skills related to managing their problems are the most
significant; a teacher who remains emotionally and mentally healthy, who is reflective and
humble, is more able to develop resilient behavior.

Reflection: “... because many times you make mistakes and realizing that you made a
mistake helps you not to repeat that behavior.” (Interview M15).

Asking for Help: “... also the ability to accept when you’re wrong and when you have
to say yes, you have to look for another alternative and suddenly also to ask for help
because I think that one of the ways teachers fall short is not being able to ask for help
because they feel they are self-sufficient...” (Interview P2).

Emotional Management: “...not to be overwhelmed by the situation, because on many
occasions students get frustrated and obviously you have to stay calm and give them the
confidence that they can continue.” (Interview M11).

Management of Personal Conflicts: “... and the pitfalls that arise along the way,
whether in interpersonal relationships, with children, with lawyers, with colleagues, etc.,
are pitfalls that you have to overcome, know how to deal with...” (Interview S3).

Health: “... but if I'm not well, it’s impossible to control these situations...” (Inter-
view V12).
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At the family level, communication between the teacher and the student’s family is
fundamental for creating a joint strategy, where the student’s family’s trust, support, and
commitment are pillars for developing resilience in the teacher.

“

Communication and Dialogue with Families: ... I would make an appointment

with the parent and connect with the family. ..” (Interview V2).

Family Confidence and Support: “... parents need to focus on being able to trust
you...” (Interview V21).

At the External Level, the teacher develops resilience by building links between all
actors in the educational community and those external to it; effective collaboration must be
promoted, and the educational process must be reinforced. Building strong and meaningful
relationships between teachers, students, families, and the wider community contributes
to a more inclusive and enriching learning environment. These ties not only facilitate
communication and the exchange of resources but also promote a sense of belonging
and mutual support, essential elements for the integral development of students and the
well-being of the entire educational community.

As described above, teachers who recognize their weaknesses can rely on mental
health professionals to work on their emotions.

“... what influences me the most, what I feel has influenced me the most is the issue of
support networks [. . .] in other words, I feel that the more support networks I have, my
resilience increases. ..” (Interview P3).

At the organizational level, the teacher emphasizes the importance of the quality of
relationships within the school. In this study, the teachers recognize that a good work
environment directly affects the development of personal and professional resilience.

“. .. that you like where you re working and feel valued and well-treated within the field,
work environment; I think that’s very important, but for me the most important thing
is that you like it, that you want to be there, that you arrive, get out of the car, the
bus, the taxi when you arrive, see the door of your school and enter with enthusiasm,
empowered, you get there early, fresh and with an idea, and you confront situations and
offer solutions” (Interview S3).

3.2. Development of Resilient Behavior: From the Professional Level

The development of resilient behavior consists of 29 codes, described in Table 1,
distributed in four areas: Teacher, Family, External, and Organizational Factors (Table 4).

Table 4. Self-perceived teacher’s resilience subdimension: personal categories.

Teacher:

Acknowledging Mistakes, Adaptability,
Communication, Peer Trust and Support,
Emerging Demands, Dialogue, Empathy, Active
Listening, Understanding Student Code, Set
Boundaries, Experience as Teacher, Feedback,
Building Relationships, Networking, Classroom
Conflicts Management, Addressing Student
Backgrounds, Motivation, Willpower

Family:

Communication & Dialogue, Support &
Commitment, Parent Responsibility

External Factors:

Social & Cultural Contexts, Pandemic,
External Support Network
Organizational:

Pleasant Work Environment, Commitment
& Recognition, School Support Network,
Educational Modality, School Network

Figure 2 illustrates that the teacher identifies classroom conflict management as the
main attribute affecting all the dimensions specified. This study identifies proper conflict
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Figure 2. Development of resilient behavior: teacher point of view.

At the professional level, the analysis reveals five fundamental dimensions that con-
tribute to the development of teacher resilience: school conflict management (G = 174),
adaptability (G = 163), teaching experience (G = 148), empathy (G = 137), and motivation
(G =100). The teacher who can adjust to changing situations and adopt new teaching
approaches according to the needs and context (G = 33) demonstrates the importance of the
environment developing resilient strategies. This ability to adapt influences the creation
of strategies to deal with challenging situations, where experience (G = 148) contributes
with a repertoire of successful strategies. Motivation and the ability to create emotional
connections (G = 137) with their students and peers play a relevant role in building teacher
resilience, particularly when linked to institutional support and commitment (G = 45),
which allows them to maintain a positive attitude even in difficult times.

Consequently, these interconnected links suggest that teacher resilience at the pro-
fessional level is founded on a multidimensional framework where conflict management
and adaptability to new situations serve as the fundamental pillars bolstered by accrued
experience and socioemotional competencies.

Z

Adaptation: “... when something unforeseen happens, no, I don’t get frustrated; on the

contrary, I know how to cope well in those situations. ..” (Interview M16).

Conflict Management: “... I think that the problems students bring from home, perhaps
crises they face daily and situations that may arise momentarily in the classroom...”
(Interview V1).

7

Work Experience: “... it has changed my behavior in how I deal with things, the tools I
have, because clearly the experience gives you other tools and has changed my interaction
with the children in general because that’s when you realize how each person reacts. You
also realize that there are things that work with some children that don’t work with others,

so basically, the experience has made this change. ..” (Interviews M12).

Motivation: “Motivation. The motivation to want to be there, to want to help, to want
to improve, and to want to continually educate the kids, to give the best of yourself.”
(Interview M10).
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Empathy: “. .. seeing the student thinking that he’s my child, for example, that you may
be facing this situation and obviously the look changes, because you would like your child
to be treated as you treat other people’s children. ..” (Interview MS).

At the Family Level, teachers’ support and commitment (G = 45) from their students’
families can influence their emotional and professional well-being. When families are
engaged and supportive of the educational process, teachers feel valued and supported,
which can increase their motivation and job satisfaction. The family’s support is crucial in
formulating successful resilient strategies, particularly when combined with school conflict
management skills (G = 174), which emerge as the most extensively documented element
in the analysis.

Family support is a catalyst that enhances the teacher’s professional well-being and
adaptability, establishing a solid foundation for developing resilient behaviors in the
educational context.

“... the constant support of the family, that they come to school when you call them, that
they participate with the school. ..” (Interview V6).

With respect to external factors, teachers operating in settings characterized by sub-
stantial economic and social vulnerability (G = 33) have considerable challenges that may
lead to stress and emotional exhaustion. However, resilience develops when teachers find
ways to adapt to these adversities. The teacher’s ability to adapt to contextual challenges
develops in response to the specific demands of the sociocultural environment, enhanced by
institutional support and commitment (G = 45), teaching experience (G = 148), and empathy
(G =137), acting as modulating factors in the relationship between contextual challenges
and the development of resilient strategies. This finding suggests that the capacity to
respond to environmental adversities is built by integrating professional competencies
and socioemotional skills, especially when these are articulated with the support networks
available in the educational context.

“... many times, I went to the student’s house, and there I realized the environment in
which the student lived, where 6 adults slept in one room and the child, so there was no
protection of privacy, nothing, everything that implies, the overcrowding in a home. ..”
(Interview V2).

The school’s support network (G = 59) stands out at the organizational level, comprised
of professionals in charge of school coexistence, school integration programs, staff, and
management. This intra-school relationship is critical to understanding how collaborative
contexts within a school can influence teachers’ ability to adapt and thrive in the face of chal-
lenges. These interactions can be a valuable resource for developing teacher resilience, as
they constitute a fundamental component in building adaptive and sustainable educational
communities, fostering a sense of belonging, mutual support, and collaboration.

“... I feel that the more support networks I have, or the bigger [the support network], the
better the support; I feel that my resilience increases. ..” (Interview P3).

3.3. Development of Resilient Behavior: Students and Their Families

The relationship between students and their families and the development of resilience
in teachers is a crucial aspect that influences education dynamics and teachers” well-being.
When families are engaged and actively support the educational process, teachers tend
to experience a more positive and collaborative environment. This family support can
manifest in various ways, such as participation in school activities, monthly meetings, and
willingness to collaborate with teachers in problem-solving. Such interaction strengthens
the bond between school and home and provides teachers with a sense of support and
recognition, which is fundamental to their resilience.
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As shown in Figure 3, the student’s ability to manage their emotions is the most bind-
ing characteristic for the development of resilience in the teacher, causing the relationship
between families, the teacher, and the educational community to create a safe environment.
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Figure 3. Development of resilient behavior: students” and their families” point of view.

From the student level, three characteristics influence the development of resilient
teacher behavior: emotional management (G = 73), trust and respect for the teacher (G = 81),
and the creation of a pleasant, safe, and pedagogically stimulating classroom environment
(G = 72). When students learn to manage their own emotions, this is reflected in the
classroom climate, reducing the incidence of disruptive behavior. This student behavior
directly affects the teacher’s mental health and emotional management so the teacher can
focus on teaching and developing meaningful relationships. This, in turn, creates a more

conducive environment for teachers to feel supported and motivated, which strengthens
their resilience. When students trust their teacher, they are more willing to participate
actively in the learning process and face academic challenges. This trusting relationship
improves classroom dynamics and makes teachers feel valued and effective in their work.
Confidence fosters an environment where teachers can experience less anxiety and stress,
contributing to their ability to adapt to adverse situations and maintain a positive attitude.

The integration of these components lays the foundation for sustainable development

of resilience, where trust, emotional management, and environmental safety act as catalysts
in building adaptive and emotionally healthy educational communities.

Emotional Management: “. .. this work has a lot, a lot of that emotional area, I believe
that 90% of my students have, either the family or the student, some emotional burnout,

then communication is needed, all the emotional stuff is needed, not just the academic. ..”
(Interview V16).

Trust and Respect for the Teacher: “... respect for each other, among the parents, the
parents for the teacher, the teacher for the students...” (Interview V3).

Pleasant and Safe Classroom Environment: “. .. if a student is comfortable in a room,
obviously they are going to create a safe space. ..” (Interview 57).

The family-level analysis in developing teacher resilience reveals a significant cor-
relation between communication and dialogue (G = 22) and the structures of support

and commitment (G = 45), where communication is a mediator between family dynamics
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and the development of socioemotional competencies in the school environment. From
the student’s point of view, the family is a microsystem where children learn to identify
and regulate their emotions, which lays the foundation for their emotional and social
development. When parents actively participate in their children’s emotional education,
promoting empathy and self-regulation and making communication and dialogue a prac-
tice of bonding rather than “questioning,” students tend to develop greater emotional
intelligence. This ability allows them to manage their emotions in the classroom better,
which reduces the incidence of disruptive behavior and conflict, creating a more positive
learning environment; therefore, the teacher develops their resilience more organically.

The integration of family communication and institutional support structures shapes
an ecosystem that facilitates the organic development of teacher resilience. This intercon-
nection of relationships suggests that teacher resilience is built by systematically expressing
socioemotional competencies, effective communication practices, and family-institution
support structures.

Support, Trust, and Commitment: “... the work with the family, constant feedback. . .”
(Interview V10).

“... Lam very close to my parents, in fact, the previous year they told me to continue with
my third-grade class so as not to leave the children aside. ..” (Interview V22).

Communication and Dialogue: “... I am a faithful believer that the link between

”

family and school has to be very important and constant. ..” (Interviewee M16).

From the organizational level, the internal support networks (G = 59) contribute to
creating safe and pleasant environments through the professionals in charge of school
coexistence, teaching integration, health personnel, and the educational community in
general. School support networks are essential for teachers’ professional and emotional
development. These networks make the exchange of experiences, strategies, and resources
possible, which helps teachers face the daily challenges of their work. When teachers feel
supported by their colleagues, their ability to adapt to adverse situations is strengthened,
contributing to the development of resilient behavior. Similarly, when students and their
families feel supported by teachers and the educational community, emotional regulation
fosters resilience.

The effectiveness of organizational support networks transcends the teaching envi-
ronment, extending to constructing a resilient educational community that integrates the
needs and resources of both students and their families, thus shaping a system to develop
resilient competencies at multiple levels.

“... If my resilience has changed? Also, what influences me the most, what I feel has
influenced me the most is the issue of support networks. ..” (Interview P3).

4. Discussion

The study’s findings underscore the importance of teacher resilience as a multidimen-
sional construct (Urrutia-Aguilar et al., 2022), dynamic in nature and influencing emotions,
cognitions, and behaviors in addressing daily challenges (Daniilidou et al., 2020; Gu et al,,
2024; Moskowitz, 2024). Teacher resilience focuses on managing educational challenges
(Zhang & Luo, 2023); therefore, it is essential to understand those characteristics that pro-
mote teacher resilience. It is important to highlight that the Chilean education system
is characterized by significant segregation, necessitating that some teachers engage with
students and families in vulnerable situations. Moreover, low family academic expectations
and subpar student performance can adversely affect their job performance (V. Espinoza
et al., 2021; Murillo & Garrido, 2017; Murillo et al., 2018, 2023). This study sought to iden-
tify the factors that foster resilient behavior in teachers from a multisystemic perspective,
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analyzing the interactions among personal, family, professional, and contextual factors and
how they manifest in challenging and difficult situations (Abubakar et al., 2022).

Building on these insights, the findings reveal a multidimensional architecture of
resilient teacher development, where emotional management (G = 108) emerges as the
central axis in the personal sphere, while in the professional dimension, school conflict
management (G = 174) and adaptability (G = 163) stand out as structural components. This
configuration is complemented by the student’s trust in the teacher (G = 81) and the stu-
dent’s emotional management (G = 73), acting as catalysts in the construction of safe school
environments, combining with the organizational sphere through the institutional support
networks (G = 59), which facilitate the systemic integration of effective, resilient responses.

The evidence documents the inter-relational (Abubakar et al., 2022) and dynamic
nature of the factors promoting resilient development in educational contexts, where
each identified dimension contributes synergistically to building sustainable adaptive
capacities, aligning with the identification of elements that encourage teacher resilience
from a multisystemic perspective.

4.1. Factors Promoting Teacher Resilience: From Personal Life

According to the findings of this study, resilience involves teachers’ ability to manage
their emotions, empathize, reflect on their experiences, and seek support when needed
without considering help-seeking as a sign of weakness or victimization, since healthy
relationships promote resilience (Agyapong et al., 2024; Nikolaou et al., 2021). Consequently,
it is evident that resilience functions as a protective factor among Chilean elementary school
teachers, as it mitigates stress and improves mental health, thereby increasing overall well-
being (Villalobos-Vergara et al., 2024).

Building on this understanding, it is emphasized that self-care entails emotional and
personal problem management, reflection, and the ability to ask for help (Oberg & Bryce,
2022; Winkler Miiller et al., 2024; Zhang & Luo, 2023), which makes it possible to face
and overcome challenges from the personal sphere (Braun et al., 2020). Self-care is one of
the main factors in developing resilience as teachers require the time to take care of their
mental health (Oberg & Bryce, 2022; Winkler Miiller et al., 2024).

Psychosocial support involves family and external networks supporting the teacher,
contributing significantly to emotional and mental health (Diab & Green, 2024; Sun et al.,
2024). These networks are essential in balancing personal and professional life, helping
teachers maintain their well-being and build resilience in the face of external pressure
(Burns et al., 2013; Diab & Green, 2024). Teachers who receive sufficient psychosocial
support are more aware of the usefulness of self-care techniques (Casanova et al., 2023;
Liu et al., 2022). It is important to emphasize that network interactions are based on
communication and dialogue between the parties.

Proactive institutional support groups’ characteristics related to the emotional work
environment: pleasant work environment, commitment, support, and trust. Participants in
this study underscore the importance of an emotionally healthy work environment where
teachers feel supported by their colleagues and the administration, as teacher performance
depends on the support of the management team (Diab & Green, 2024; Huang et al., 2024;
Inayat Raja & Saddique, 2023).

A work environment fostering trust, commitment, and general well-being is crucial
for developing teacher resilience, as it provides a support network that helps them manage
stress and work difficulties (Nwoko et al., 2023). A study involving Chilean elementary
school teachers indicates that resilience is related to prosocial behavior, specifically, the help-
ing and cooperative behaviors that teachers exhibit, which promote positive interactions
(Salvo-Garrido et al., 2024; Villalobos-Vergara & Assaél Budnik, 2018).
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4.2. Factors Promoting Teacher Resilience: From Professional Life

Access to the resources that teachers obtain to strengthen their professional resilience
within the educational community through social interactions is considered relevant (Salvo-
Garrido & Cisternas-Salcedo, 2021). This concept integrates elements such as administrative
organization and the commitment of students’ families and networks pertaining to school
coexistence and teaching integration. A strong school network and good organization
within the school environment are essential for fostering teacher resilience (Arthur &
Bradley, 2023; Duan et al., 2023; Squires et al., 2022). It also provides them with a sense of
belonging and purpose within the school community, which is critical in times of crisis
(Layek & Koodamara, 2024), promoting climate stability and reducing teacher turnover
(Chen, 2024).

Conflict Management is listed as a critical component of teacher resilience, with
containment strategies to facilitate and improve problem-solving (Nwoko et al., 2023).
Teachers who develop effective conflict management skills (Barnova et al., 2024; Deng et al.,
2020; Xie & Jiang, 2022) can maintain a positive learning environment and minimize stress
related to difficult interactions, which in turn strengthens their resilience (Agyapong et al.,
2024). In this sense, Chilean teachers regard professional autonomy and the presence of
trained professionals to assist in decision-making under challenging situations as beneficial
to their resilience (Villalobos-Vergara & Assaél Budnik, 2018).

Work experience and internal motivation contribute significantly to resilience. Teach-
ers with more experience tend to have more tools and strategies to face challenges, while
internal motivation drives them to persevere in the face of difficulties (Layek & Koodamara,
2024; Liu et al., 2022; Moreno et al., 2019; Wiegerova et al., 2025) and to perform better (Nu-
groho et al., 2023). Coincidentally, it has been found that teaching experience is positively
correlated with resilient behavior (Villalobos-Vergara et al., 2024).

Teacher adaptability is a central theme for resilience, particularly in constantly chang-
ing school environments. Adaptability allows teachers to adjust to different social and
cultural contexts, as well as to deal with external factors that appear suddenly or unex-
pectedly that could affect their performance and well-being (Bautista-Quispe et al., 2024;
Rezapoor & Mohammadzadeh, 2024). It is important to consider that Chilean teachers fre-
quently operate in underprivileged environments, where they lack the necessary material
resources and face limitations both in infrastructure and in connectivity or access; therefore,
resilience and adaptability are important (Sandoval-Obando & Pefia-Troncoso, 2023).

4.3. Factors Promoting Teacher Resilience: The Role of Students and Their Families

Students and their families are considered promoters of resilient behavior in the
teacher, where the importance of interpersonal relationships and the socioemotional envi-
ronment in the educational process is highlighted. In this sense, well-being in the classroom
encompasses three characteristics: the student’s emotional management, the feeling of
safety provided by the classroom, and the reciprocal trust between student and teacher.
The teachers in this study noted that emotionally healthy students, i.e., those who can
manage emotions like stress, frustration, and anxiety, allow teachers to remain calm and
clear in difficult situations (Moskowitz, 2024). This helps teachers make informed decisions
and avoid burnout, thus creating a safe and pedagogically motivating classroom environ-
ment (Hewitt-Ramirez et al., 2023; Martinez-Figueira et al., 2024). It should be noted that
well-being in the classroom is a reciprocal work performed by the student and the teacher
(Nwoko et al., 2023), where the development of the teacher’s resilience directly impacts the
student’s microsystem (Fang et al., 2020; Hewitt-Ramirez et al., 2023; Jin, 2023).

The parent-teacher alliance, established on the foundation of support, commitment,
and trust in teachers, builds a connection through dialogue and communication (Ciuca
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& Zavoianu, 2024; Munthe & Westergard, 2023; Sianturi et al., 2023; Tristan Sarmiento
et al., 2021). Families that show active support and maintain open communication with
teachers encourage a collaborative environment that reinforces the development of teacher
resilience, where this support manifests as co-responsibility in the education of students
(Munthe & Westergard, 2023), such as understanding the teacher’s difficulties, cooperation
in educational strategies, and reinforcement of values at home that coincide with those
taught at school (Martinez-Figueira et al., 2024). When supported by the family, the teacher
experiences increased motivation, confidence, and a sense of self-efficacy, creating an
environment of collaboration and mutual respect (Sianturi et al., 2023) and reducing the
stress and emotional toll associated with teaching. Knowing that families understand and
value their work provides teachers with an additional support network, which promotes
their resilience to challenges and helps them face difficulties with a more positive and
balanced attitude (Duan et al., 2023; P. S. Espinoza & Taylor, 2024).

The findings in this study suggest that teacher resilience is not a static attribute
but a dynamic process that draws from various sources. This study underscores the
need for comprehensive approaches that consider personal, professional, and contextual
factors in formulating interventions designed to strengthen the qualities that promote
resilience in teachers. Elements such as self-care, psychosocial support, and a proactive
institutional environment are highlighted as fundamental for teachers to manage the stress
and adversities inherent in their work. Furthermore, resilience not only benefits teachers
but also has a positive impact on the well-being of students and the educational community
as a whole. A resilient teacher is a role model, fostering a positive and motivating learning
environment and strengthening interpersonal relationships in the classroom. These findings
emphasize the need to implement education policies prioritizing teacher resilience and
promoting work environments that favor collaboration and mutual support.

This study has some limitations. The first is the restriction of the sample to elementary
school teachers in Chile, so the results are based on the experiences at this level and may
differ from those of secondary education or other educational settings. Future studies
could extend to private education and different cultural contexts, where the needs and
experiences of teachers are as different as they are diverse. Another relevant limitation was
the lack of clarity of the concepts held by the teachers. This study examined teachers’ beliefs
and self-perceptions; therefore, the ambiguity surrounding certain concepts of interest was
useful for identifying patterns necessary for implementing improvements in the school.
Future studies could focus on the uniformity of criteria with ex-ante and ex-post follow-
up. Together, these approaches will contribute to a more comprehensive framework for
addressing resilience in the educational setting, benefiting teachers, their students, and the
broader educational community.

5. Conclusions

This study provides a dynamic perspective on teacher resilience, considering the
diversity of settings in which teachers operate and the factors that promote its development.
Teachers’ self-perception of how their resilience is built is revealed as a multifaceted process
nurtured by various personal, professional, and contextual elements. In particular, it
has been evidenced that self-care, psychosocial support, and a proactive institutional
environment are key components that strengthen teachers’ resilience. Similarly, it has
been identified that interaction with students and their families plays a crucial role in this
process since an environment of well-being in the classroom and a strong partnership
between parents and teachers strengthen the resilience of Chilean teachers, particularly
those working in vulnerable settings.
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Fostering these traits benefits teachers and positively impacts their students’ learning
and well-being. Therefore, teacher resilience must be prioritized in education policies and
teacher training, including specific programs promoting emotional self-care, psychosocial
support, and continuous professional development. The successful incorporation of these
findings into educational practice can greatly enhance the growth of healthier and more
effective learning environments. This is accomplished by employing strategies that improve
emotional and social well-being for both teachers and students, as well as cultivating an
atmosphere of collaboration that values mutual support and fosters resilient behavior to
deal with academic and personal problems. Thus, both teachers and students can thrive.

Finally, the study emphasizes the value of implementing training programs that
emphasize teacher resilience, equipping teachers with resources and strategies to manage
stress and adversity more successfully. This would improve teaching quality and cultivate a
more positive and collaborative school climate, benefiting the entire educational community.
In conclusion, understanding and enriching teacher resilience is essential to sustainable
education development in a dynamic environment.
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