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A B S T R A C T   

The connection between resilience and psychological well-being, as well as the associations between various 
resilience profiles and well-being, remain unclear. This study investigated the resilience profiles of teachers and 
their links to psychological well-being and mental health symptoms. The data were gathered from 602 Chilean 
teachers who completed questionnaires assessing resilience, well-being, and mental health symptoms. The pri-
mary findings revealed a significant relationship between resilience and mental health, especially among 
experienced teachers who perceived their working conditions as better. This study provides compelling evidence 
supporting the notion that resilience can serve as a protective factor against mental health issues.   

The complexity of the teaching profession is related to multiple 
factors, including the intensification of teaching work characterized by a 
progressive increase in the quantity of tasks and responsibilities assigned 
to those in this profession (Ávalos & Valenzuela, 2016), loss of auton-
omy and deprofessionalization (Draelants & Dupriez, 2018), low income 
(Mardones, 2019), and emotional overload (Robinet-Serrano & y 
Pérez-Azauanche, 2020) in the midst of a multifaceted, dynamic, and 
changing performance context (Hascher et al., 2021a) with high regu-
lations that have implications for teachers’ morale, commitment, and 
effectiveness (Ben Pérez & Flores, 2018). Given this background, and 
according to Derakhshan, Coombe, Arabmofrad, and Taghizadeh 
(2020), teaching has become one of the most demanding and stressful 
professions in the 21st century. 

The COVID-19 pandemic disrupted teachers’ personal and profes-
sional lives on an unprecedented scale, and available empirical evidence 
highlights a moderate to high prevalence of stress and mental health 
problems which worsened as an outcome of the COVID-19 pandemic. 
Research suggests that before the pandemic, teachers already showed 
lower levels of mental and physical well-being, satisfaction, and resil-
ience (Lacomba-Trejo, Schoeps, Valero-Moreno, del Rosario, & 
Montoya-Castilla, 2022), and since the pandemic these figures have 

dropped significantly (Berger, Quiñones, Barnes, & Reupert, 2022; Liz-
ana, Vega-Fernández, Gómez-Bruton, Leyton, & Lera, 2021). While 
teachers often adopted a positive outlook and deliberately engaged in 
various activities to restore their well-being (Beltman, Hascher, & 
Mansfield, 2022), the pandemic placed unprecedented pressure on 
teachers; their quality of life showed a significant decrease during the 
pandemic compared to the pre-pandemic period (Lizana et al., 2021). 
Teachers reported higher levels of stress and lower levels of positive 
feelings (Billett, Turner, & Li, 2022), and the pandemic negatively 
impacted their personal and professional roles, morale, well-being, and 
self-efficacy (Fray, Jaremus, Gore, Miller, & Harris, 2022; Hascher, 
Beltman, & Mansfield, 2021a; Robinson et al., 2022). Also, symptoms of 
anxiety and depression appeared among teachers (Salinas-Falquez et al., 
2022), underpinning the relationship between stress and mental health 
problems (Cortés-Álvarez et al, 2022; Sudibjo & Manihuruk, 2022). 

Lizana and Lera (2022), reporting data from Chilean teachers, 
argued that the deterioration of mental health during the pandemic was 
associated with job instability due to financial uncertainty. Their 
research indicated that the risk of anxiety increased 2.08 times among 
women compared to men, which is consistent with previous research 
where women had higher rates of anxiety than their male counterparts. 
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According to Lizana and Lera (2022), Chilean teachers before the 
pandemic revealed higher levels of emotional exhaustion compared to 
their Latin American counterparts, and they claimed that these figures 
worsened in the pandemic due to teleworking, the increase in working 
hours, and the difficulties in attaining a healthy work-life balance, 
mainly among women. Similarly, they reported an increase in depres-
sion and anxiety compared to previous studies, particularly in the case of 
female and young teachers. Therefore, the current problem cannot be 
only attributed to the pandemic. Concerning the influence of socio-
demographic variables, the investigations carried out with teachers 
showed that female teachers with children who presented some chronic 
illness were more exposed to these symptoms (Cortés-Álvarez et al., 
2022; Keim et al., 2022; Salinas-Falquez et al., 2022). Likewise, teachers 
in charge of the care of children and adults, and those who work in 
private schools, are those whose psychological well-being was most 
affected (Cabezas et al., 2022). These findings suggest a strong 
connection between teachers’ stress and diminished mental health, 
which deepened due to overtime because of numerous teaching and 
administrative tasks. The issues described earlier regarding teachers’ 
mental and physical health impact both the teaching profession and the 
quality of teaching (e.g., Granziera, Martin, & Collie, 2023; Madigan & 
Kim, 2021; Weißenfels, Klopp, & Perels, 2022; Wong, Ruble, Yu, & 
McGrew, 2017), so it is crucial to produce knowledge regarding pro-
tective factors against these phenomena. As such, resilience is seen as a 
capacity that can help teachers positively cope with daily stressors and 
experience a greater sense of control and ability to manage adverse 
events, sustain motivation to meet their objectives and, therefore, 
respond adequately to teacher job-related demands (Salinas-Falquez 
et al., 2022). 

Teacher resilience has been recognized as an important field of 
research internationally, as interest has grown about what supports 
teachers, enabling them to remain in the profession and thrive in their 
work, despite challenging conditions (Beltman & Mansfield, 2018; Boon, 
2020; Mansfield, Ebersöhn, Beltman, & Loots, 2018). This concept has 
been identified as a relevant factor in teacher retention, effectiveness, 
and well-being (Mansfield et al., 2018). Teacher resilience is understood 
as the process, capacity, or outcome of positive adaptation and 
continued professional engagement and growth in the face of chal-
lenging circumstances. In this context, resilience is defined as a dialec-
tical relationship between the teacher and adverse situations that causes 
a positive transformation (Vallés & Clarà, 2022) – a multidimensional 
phenomenon (Beltman & Mansfield, 2018). 

Recent research on teacher resilience has taken a social-ecological 
approach, claiming that contextual factors predominately influence in-
dividual factors (Ainsworth & Oldfield, 2019; Oldfield & Ainsworth, 
2022). Resilience is determined by individual, situational, and contex-
tual characteristics that dynamically interrelate to provide risk and 
protective factors. Individuals, by leveraging personal, professional, and 
social resources, not only recover, but can thrive professionally and 
personally, experiencing job satisfaction, positive beliefs, personal 
well-being, and continued commitment to their profession (Beltman & 
Mansfield, 2018; Boon, 2020; Peixoto, Wosnitza, Pipa, Morgan, & Cefai, 
2018). Resilience in teachers is therefore understood as the everyday 
capacity of teachers to sustain their educational purposes and success-
fully manage the inevitable uncertainty inherent in their work (Gu, 
2018). 

Scholars have claimed that resilience is a complex, dynamic, and 
multidimensional phenomenon (Beltman & Mansfield, 2018; Mansfield, 
Beltman, Price, & McConney, 2012) that can be developed (Boon, 2020), 
nurtured, learned, and acquired (Gu, 2018). Therefore, it is assumed 
that teacher resilience can be enhanced over time through specific 
supportive systems and environmental factors where individual char-
acteristics interact with contextual factors (Beltman, 2020; Beltman & 
Mansfield, 2018; Fernandes, Peixoto, Gouveia, Castro Silva, & Wosnitza, 
2019; Hascher, Beltman, & Mansfield, 2021b; Peixoto et al., 2018). 
Based on the research carried out with teachers working in different 

latitudes, similarities have been found regarding the protective and risk 
factors regarding teacher resilience. In this sense, it is suggested that 
empirical and conceptual work on resilience in adults, and particularly 
in novice teachers (Gu, 2018), is especially important to identify the 
fundamental personal and contextual elements that might strengthen 
and increase resilience (Wosnitza & Peixoto, 2018). 

At the same time, it is crucial to emphasize the significance of 
studying teacher attrition and resilience throughout different stages of 
their careers. This is particularly relevant in countries experiencing a 
shortage of teachers, where attention should be given to the early years 
of teaching. Additionally, it is important to investigate veteran teachers, 
aiming to understand the factors that contribute to their sustained 
motivation and to explore the reasons behind their commitment to the 
teaching profession despite the mounting challenges and the changing 
working conditions they face (Flores, 2018; Gu, 2018). 

Resilience can be enhanced through contextual conditions, including 
the characteristics such as compassion, responsiveness, mutuality, trust, 
and reciprocity of the relationships that teachers build with various 
actors in the educational community (Arcelay-Rojas, 2019 Fu et al., 
2023; Guo, Liu, Zhao, & Wang, 2020; Kangas-Dick & O’Shaughnessy, 
2020; Rizqi, 2017; Wilcox & Lawson, 2018). Similarly, Hurtubia Toro, 
Tartakowsky, Acuña, and y Landoni (2021) mentioned support, affec-
tion, assistance, empathy, active listening, humour, and trust as qualities 
of relationships that strengthen the capacity for resilience. These re-
lationships encompass school leaders, colleagues, and students (Ains-
worth & Oldfield, 2019; Arcelay-Rojas, 2019; Hurtubia Toro et al., 2021; 
Jin, Mercer, Babic, & Mairitsch, 2021; Ramakrishna & Singh, 2022). 

Another contextual element pertains to institutional management, 
which includes characteristics specific to school organization, such as 
leadership styles, school culture, induction opportunities, professional 
development, and professional autonomy (Johnson et al., 2016; Villa-
lobos & Assael, 2018). In this context, teachers recognize the important 
role of school leaders in creating a conducive environment for their 
work, where support and collaboration are present (Ainsworth & Old-
field, 2019; Ellison & Woods, 2019; Guo et al., 2020; Richards, Wilson, 
Holland, & Haegele, 2020; Wilcox & Lawson, 2018). Teacher resilience 
is associated with distributed leadership that promotes high teacher 
involvement in decision-making (Flores, 2018; Kilroy, Flood, Bosak, & 
Chênevert, 2017). 

Well-being is a central element that should be promoted among 
teachers, especially considering that lower levels of well-being nega-
tively affect mental health, commitment to work (Dreer, 2022), and the 
quality of the education they provide (Cortés-Álvarez et al., 2022). The 
dimensions of human well-being include: a) self-acceptance, which is 
considered a central characteristic of mental health and optimal func-
tioning, referring to the attitudes one has towards one’s self; b) personal 
growth, which refers to continuous development and self-realization 
throughout life; c) positive relationships, which corresponds to the ca-
pacity to establish positive interactions with others; d) autonomy, which 
corresponds to the regulation of behaviour from within; e) purpose in 
life, which is linked to the establishment of goals that direct existence; 
and f) mastery of the environment, which implies active participation in 
and control over the environment (Hepburn, Carroll, & McCuaig- Hol-
croft, 2021). 

In line with Ryff’s (2018) eudaimonic model of well-being, recent 
studies have confirmed the role of autonomy, purpose in life, positive 
social relationships, personal growth, and self-acceptance in the psy-
chological well-being of teachers (e.g., Billaudeau, Alexander, Magnard, 
Temam, & Vercambre, 2022; Ebersold, Rahm, & Heise, 2019). There-
fore, we might expect that the increase in these protective factors will 
strengthen teachers’ psychological well-being (Rajesh et al., 2020). 

From a transactional and social-ecological perspective, the rela-
tionship between well-being and resilience is seen as bidirectional and 
dynamic (Cefai, 2021; Kuldas & Foody, 2022; Ungar, 2012). This 
theoretical framework posits that well-being and resilience influence 
each other, and both impact mental health (e.g., anxiety, depression). 
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Factors associated with resilience to depression and/or stress include 
positive emotions and optimism (Southwick, Vythilingam, & Charney, 
2005), and higher levels of well-being can enhance resilience, enabling 
individuals to effectively cope with stressors and reduce the risk of 
anxiety and depression (Fredrickson, Tugade, Waugh, & Larkin, 2003). 
An additional theoretical perspective suggests mediating factors that 
might buffer the relationship between well-being, resilience, anxiety, 
and depression. For instance, social support, self-efficacy, and emotion 
regulation skills can influence an individual’s well-being and resilience, 
thereby impacting their vulnerability to anxiety and depression (Lee, 
Ahn, Jeong, Chae, & Choi, 2014; Zhang, Brown, & Rhubart, 2023). 

It is widely accepted that resilience and well-being are distinct 
constructs, although they share certain commonalities (Hascher et al., 
2021a). In a comprehensive analysis of studies where both resilience and 
well-being were examined concurrently, Hascher et al. (2021a) showed 
that some research treated these constructs as similar, while another set 
of studies considered them interrelated, with well-being being seen as a 
constituent of resilience in certain cases, and resilience being regarded 
as equivalent to well-being in others. A third group of studies recognized 
well-being as a significant factor contributing to the development of 
resilience. Last, a fourth group of studies identified resilience as crucial 
for the maintenance and growth of well-being, particularly among 
teachers. The critical aspect of this association is that different aspects of 
resilience may differently contribute to mental health and well-being. 
Therefore, different styles of resilience may contribute in different 
ways to mental health and well-being. 

In summary, a growing body of research has provided evidence for 
the positive relationship between teacher resilience and well-being (e.g., 
Fletcher & Sarkar, 2013; Gu & Day, 2007). Empirical data from studies 
emphasize that resilience is positively associated with psychological 
well-being, therefore developing and nurturing teacher resilience can 
contribute to better mental health and overall well-being (e.g., Day & 
Gu, 2014; Gu & Day, 2007). Nonetheless, it was not clear which aspects 
of resilience (i.e., resilience styles) are key to improving mental health 
and well-being. 

Like resilience, psychological well-being in teachers has appeared 
related to teaching experience in such a way that less experienced ed-
ucators have lower mental health and well-being than the most expe-
rienced staff (Berger et al., 2022). Therefore, resilience and well-being 
are considered attributes that can help develop better stress manage-
ment (Zilioli, Slatcher, Ong, & Gruenewald, 2015) and better mental 
health. In fact, recent studies carried out in the context of the COVID-19 
pandemic showed that lower levels of resilience are associated with 
greater symptoms of anxiety, depression, stress, and exhaustion (Berger 
et al., 2022; Keim et al., 2022; Salinas-Falquez et al., 2022). Despite the 
evidence generated about the impact of the pandemic on the mental 
health of teachers, there is a percentage of teachers who increased their 
resilience and sense of well-being during COVID-19 (Berger et al., 2022). 

However, the interaction between resilience and psychological well- 
being remains unclear, as does the existence of distinct resilience pro-
files that exert varying influences on psychological well-being and 
mental health. Therefore, this study had two objectives: (1) Assess the 
correlation between well-being, mental health, and resilience, and (2) 
investigate potential resilience profiles that may generate diverse pat-
terns of psychological well-being. The rationale behind this approach 
lay in recognizing the multidimensional nature of resilience, which may 
give rise to profiles characterized by unique attributes not captured by 
global associations. 

By understanding the significance of teacher resilience in countries 
like Chile, we can then explore the various factors that contribute to its 
development and maintenance. 

Contributing to the research on teacher resilience in countries like 
Chile is important, especially considering that this field of research is 
still emerging (Díaz & Barra, 2017; Villalobos, 2018; Villalobos & 
Assael, 2018; Villalobos, Barría-Herrera, & Pasmanik, 2022; Villalobos 
& Flores, 2022), and generating knowledge about factors that can 

promote quality retention is urgent, given the high dropout rates. In this 
context, the latest study conducted in Chile on this subject revealed that, 
on average, 9.45% of the teaching staff left the classroom each year 
between 2004 and 2020. Their departure can be attributed to three main 
reasons: 3% left temporarily; 3.2% assumed other positions within the 
school system, while 2.96% dropped out definitively from both the 
classroom and the school system. It is worth noting that 82.9% of the 
teachers who ultimately left did so the first time they left. Based on this 
evidence, it is projected that by 2026 there will be a deficit of 26,000 
teachers nationwide (Elige Educar, 2022). 

1. Method 

1.1. Design 

This study was conducted using a non-experimental, quantitative, 
descriptive, cross-sectional, and psychometric methodology (Hernán-
dez, Fernández, & Baptista, 2010). We adopted a questionnaire design to 
examine the association between demographics, resilience, psycholog-
ical well-being, and mental health, as well to explore teacher resilience 
profiles using a multidimensional measure. 

1.2. Measures 

The full version of the Multidimensional Teachers’ Resilience Scale 
(MTRS) (Mansfield & Wosnitza, 2015) was selected, considering that the 
scale presents a multidimensional approach (which suited the search for 
resilience styles), and it presented robust behaviour. It consists of 26 
items allocated to four dimensions: Professional (six items, e.g., “At 
school I can be flexible when situations change”); Emotional (five items, 
e.g., “When something goes wrong at school, I don’t take it too 
personally”); Motivational (11 items, e.g., “I am good at maintaining my 
motivation and enthusiasm when things get challenging at school”); and 
Social (five items, e.g., “I am good at building relationships in new 
school environments”). Answers are given with a 5-point Likert scale 
ranging from “completely disagree” to “completely agree.” Additionally, 
two instruments linked to teachers’ mental health were included: the 
Depression, Anxiety, and Stress Scale (DASS-21), a brief instrument that 
measures stress, anxiety, and depression (Henry & Crawford, 2005), and 
the Ryff Psychological Well-Being scale (Ryff, 2013). The Ryff scale is a 
6-point Likert-type scale of 39 items, where 1 corresponds to “totally 
disagree” and 6 corresponds to “totally agree.” Both scales were selected 
because of their extended use in the literature and because validated 
Chilean versions existed. For the DASS-21 (Lovibond & Lovibond, 
1995), we used the Chilean validation (Antúnez & Vinet, 2012), whose 
reliability is adequate (Cronbach’s α = 0.91). This scale is made up of 21 
items assessing symptoms of depression (seven items), anxiety (seven 
items), and stress (seven items). Responses are recorded on a scale 
ranging from 0 (“It didn’t happen to me”) to 3 (“It happened to me a lot, 
or most of the time”). For the Ryff’s Psychological Well-Being (PWB) 
scale (Ryff, 2013), we used the Chilean validation (Véliz Burgos, 2012). 
This scale uses 39 items distributed in six subscales to assess eudaimonic 
well-being: Self-Acceptance (α = 0.79), Positive Relations (α = 0.75), 
Autonomy (α = 0.67), Environmental Mastery (α = 0.62), Purpose in 
Life (α = 0.54), and Personal Growth (α = 0.78). 

1.3. Data collection procedures 

The questionnaires were put in digital format to facilitate their 
dissemination. Pedagogy graduates were contacted via e-mail from the 
database provided by two universities with a long tradition in teacher 
training in the capital of Chile. The purpose of the study was announced 
in the call, and a link was included to access the questionnaires. Before 
responding, the participants had to read an informed consent letter 
which indicated, among other things, the voluntary nature and confi-
dentiality of the study. A complementing survey was distributed through 
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direct contact with schools’ directors with whom the university that 
funds this project had established collaboration agreements. From the 
contact with managers, meetings were held to explain the purpose of the 
study, describe the informed consent process, and explain the procedure 
to complete the survey. Then, the school board distributed the survey to 
the teachers at their schools or facilitated their contact via e-mail so that 
the research team could directly carry out the call. The data were 
collected for approximately 3 months, and two or three e-mail calls 
(depending on the school) were facilitated to encourage teachers to 
participate in the study. 

1.4. Participants 

A total of 602 teachers with an average age of 39 years (M = 38.9, SD 
= 10) and 12 years of teaching experience (M = 12.2, SD = 9.32) 
responded to our online survey. Of the sample, 71.93% of the partici-
pants (n = 433) reported being female, 26.41% (n = 159) reported being 
male teachers, and 1.66% (n = 10) reported a non-binary gender or 
preferred not to say. Most teachers (57.14%, n = 344) had training in 
secondary education, while 19.77% had training in basic general edu-
cation, and 53 (8.8%) trained in differential education. Of the sample, 
40.86% (n = 246) teachers worked in a high school, while 38.70% (n =
233) worked in elementary schools, and 20.43% (n = 123) taught at 
both educational levels. Regarding the financial dependency of the 
schools, 55.48% (n = 334) of participants worked in municipal schools, 
and 29.57% (n = 178) worked in semi-private schools subsidized by the 
government. Finally, 14.95% (n = 90 teachers) worked in private 
schools. Note that the sampling included mainly teachers with more 
than 5 years of experience (75.75%; n = 456), and beginner teachers 
comprised 24.25% of the sample (n = 146). This was consistent with the 
65.61% (n = 395) of the teachers who had contracts of 40 h per week, 
while 24.42% (n = 147) reported having a weekly workload of 30–39 h. 
Only 9.96% (n = 60) reported a workload of less than 29 h. These work 
hours were followed by 37.71% (n = 227) of teachers who earned more 
than $1000 USD per month, 35.38% (n = 213) who had an income 
between $800–999 USD monthly, and 7.14% of the teachers indicated 
receiving less than $400 USD per month (for details, see Table 1). 

1.5. Data analysis 

1.5.1. MTRS validation 
The MTRS was already validated with Portuguese teachers (Peixoto, 

Silva, Pipa, Wosnitza, & Mansfield, 2020), however, no validation had 
been done for Chilean teachers. The scale items were translated and 
back translated by bilingual researchers to ensure semantic equivalence. 
To analyse the internal structure of the scale in Chilean teachers, we 
used confirmatory factor analysis (CFA). This was carried out using the 
maximum likelihood robust (MLR) estimator available in MPlus 8 
(Muthén & Muthén, 1998-2017). To address the sensitivity of a 
chi-square test of sample size (Kline, 2011), we assessed the model fit 
using the comparative fit index (CFI), the Tucker-Lewis index (TLI), the 
root mean square error of approximation (RMSEA), and the standard-
ized root mean square residual (SRMR). For CFI and TLI values, we 
considered acceptable values higher than 0.90, and for RMSEA and 
SRMR values those lower than 0.08 (Brown, 2015; Kline, 2011). 

1.5.2. Resilience profiles 
The resilience profiles analysis was based on two main objectives: 1) 

Evaluate the associations between the proposed variables, and 2) 
explore resilience profiles. The rationale behind this procedure was, 
first, to establish the associations between the different variables to then 
explore if these observed associations are seen for the different resilience 
profiles. It is relevant to notice that a priori resilience profiles may be 
diverse and include low and high scores of different subscales following 
a rationale of resilience styles. As such, our first aim was to explore the 
associations between well-being and mental health with resilience. This 

was assessed using Pearson correlations, with an alpha value of 0.05. A 
correlation matrix was built, presenting all correlations between the 
MTRS subscales, Ryff’s well-being subscales, and the DASS-21 subscales. 
We also included the variables age and teaching experience to explore 
association with demographic continuous variables. Our second aim was 
to explore resilience profiles. To achieve this objective, we performed a 
k-means clustering analysis. To select the number of clusters, we used 30 
different methods, indicating the likely number of clusters in the sample 
(Charrad, Ghazzali, Boiteau, & Niknafs, 2014). Each method suggestion 
was considered as a “vote” (e.g., the Elbow method suggested three, 
therefore three clusters earned a vote, to then continue with the other 29 
methods). The number of clusters presenting the highest number of 
votes was considered as the most likely solution. The solutions with the 
highest number of votes were then visually explored. We performed a 
principal component analysis (PCA) using the resilience variables, and 
we plotted the first two components evaluating the distance between the 

Table 1 
Descriptives of participants.  

Variable Levels/Subscale N %/Mean 
(±SD) 

Gender Female 433 71.93 
Male 159 26.41 
Non-binary 4 0.66 
Prefer not to answer 6 1.00 
Total 602 1.00 

Initial training Elementary teacher 119 19.77 
Secondary school teacher 344 57.14 
Differential education 
Teacher 

86 14.29 

Other 53 8.80 
Total 602 100 

Financial dependency City hall 334 55.48 
Subsidized private 178 29.57 
Private 90 14.95 
Total 602 100 

School level Elementary 233 38.70 
Secondary 246 40.86 
Both 123 20.43 
Total 602 100 

Teaching experience Beginners 146 24.25 
Experienced 456 75.75 
Total 602 100 

Contract hours per week 0–19 20 3.32 
20–29 40 6.64 
30–39 147 24.42 
40–44 395 65.61 
Total 602 100 

Income ($USD) Less than 400 43 7.14 
400–599 24 3.99 
600–799 95 15.78 
800–999 213 35.38 
1000 or more 227 37.71 
Total 602 100 

Age 602 38.94 
(±10.07) 

Years of experience 602 12.3 (±9.33) 
MTRS Professional 602 5.23 (±0.82) 

Emotional 602 4.86 (±0.94) 
Motivational 602 5.31 (±0.79) 
Social 602 5.20 (±0.75) 

DASS-21 Depression 602 3.86 (±4.84) 
Anxiety 602 3.94 (±4.78) 
Stress 602 5.10 (±5.06) 

Ryff 
Eudaimonic well- 
being 

Self-Acceptance 602 16.63 (±3.17) 
Positive Relations 602 15.47 (±2.83) 
Autonomy 602 17.31 (±3.34) 
Environmental Mastery 602 18.1 (±2.43) 
Personal Growth 602 15.97 (±2.36) 
Purpose in Life 602 20.83 (±3.98) 

Note. Factor variables are presented by level with their respective sample size 
(N) and percentage (%). For continuous variables, we present sample size for 
that variable and mean ± the standard deviation (SD). For psychometric in-
struments, we include means (±SD) by subscale. 
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clusters. We selected the final solution when considering that the clus-
ters were not overlapped after plotting them, and we avoided clusters 
with a low number of observations. Once the clusters, or profiles, were 
obtained, we proceeded to characterize them. We first evaluated the 
differences between clusters using the variables employed in the clus-
tering procedure (i.e., the MTRS subscales). We used a one-way analysis 
of variance (ANOVA), followed by a Tukey post-hoc test using cluster 
identity as the independent variable and MTRS subscales as the depen-
dent variables. In cases where we either did not find normal distribution 
on the dependent variable or a lack of homogeneity of variances, we 
proceeded using the Kruskal-Wallis test, followed by multiple 
Mann-Whitney U tests corrected by Bonferroni’s method. ANOVA as-
sumptions were evaluated using the Shapiro-Wilk test and Bartlett’s test 
of homogeneity of variances. Then, we characterized the clusters, given 
the demographic variables considered in this study: age, experience (in 
years), gender, teacher initial formation, institution dependency, stu-
dent’s level, income, and workday. Age and experience were analysed 
using the same procedure described above for the MTRS subscales. The 
remaining variables were frequency variables, thus we analysed them 
using a chi-squared test, including the frequencies of a two-entry table 

Clusters X Variable. Given the sample size of this study, and the likeli-
hood of the chi-squared tests producing false positive results with high 
sample sizes (Hu & Bentler, 1999; Lacobucci, 2010), we used an 
adjusted chi-squared test with a 1000 replication Monte Carlo test 
(Agresti, 2019; Hope, 1968; Patefield, 1981). Once the sample was 
characterized, we proceeded to evaluate psychological well-being and 
symptomatology. We used the same one-way ANOVA procedure 
described above but used both Ryff’s well-being subscales and the 
DASS-21 subscales as dependent variables and cluster identity as the 
independent variable. 

2. Results 

2.1. MTRS validation 

We carried out a CFA, testing the model proposed by the Portuguese 
validation of the scale (Peixoto et al., 2020), which presented acceptable 
fit to the data, χ2 (59) = 235.4, p < .001, CFI = 0.936, TLI = 0.915, 
RMSEA = 0.07 [0.061, 0.080], SRMR = 0.038. Reliability was also 
acceptable, with the Cronbach’s alpha ranging from 0.67 for the 

Fig. 1. Pearson Correlation Matrix Depicting the Association of the Variables 
Note. Pearson correlation coefficients are presented in each matrix’s cell accompanied by a colour legend indicating the range of the Pearson coefficient according to 
the colour scale depicted at the right of the matrix. Non-significant correlations (i.e., p > .05) are depicted as blank cells without reporting the Pearson coefficient. 
(For interpretation of the references to colour in this figure legend, the reader is referred to the Web version of this article.) 
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Emotional dimension to 0.89 for the Motivational dimension. 

2.2. Resilience associations 

We found high correlations between the MTRS subscales (Pearson r 
in range 0.45–0.7; see Fig. 1). The correlation coefficients provided 
evidence of a close relationship between the subscales while also indi-
cating a certain level of independence between them. From MTRS sub-
scales, only the Emotional and Motivational dimensions were weakly 
correlated with age and experience, while the remaining dimensions 
were not significantly associated (Fig. 1). The association with mental 
health symptomatology was inverse and ranging with a Pearson r be-
tween 0.24 and 0.46, where MTRS Emotional presented the highest 
associations with the DASS-21 (Fig. 1). In general, these associations 
supported that resilience is associated with mental health symptom-
atology. Finally, Ryff’s PWB scale presented mixed results, where most 
of the scales presented positive associations with resilience; Ryff’s Au-
tonomy and Positive Relations presented a weak inverse correlation 
with some of the MTRS scales. The strongest associations were found 
between Ryff’s Purpose in Life and Self-Acceptance, with Pearson’s r in 
ranging from 0.36 to 0.52. Overall, these associations indicated that 

resilience was related with psychological well-being. However, the ef-
fects differed in strength and direction depending on the subscale. 

2.3. Resilience profiles 

To obtain MTRS profiles, we performed a cluster analysis. We first 
determined the number of clusters to extract. As described in Methods, 
we used 30 different methods to then explore the solutions with the 
highest number of recommendations per 30 votes. The method sug-
gested four clusters, closely followed by three clusters. We therefore 
explored these two potential solutions. When projecting the clusters into 
the two dimensions explaining the most variance of a PCA analysis, we 
found that three of the clusters were partially overlapped, while the 
fourth was comprised of a low number of teachers. The three-cluster 
solution presented lower overlapping between clusters, and the fourth 
cluster of the previous solution was merged with one of the clusters of 
the three-cluster solution. Given these results, we selected the three- 
clusters solution. Once the profiles (i.e., clusters) were obtained, we 
proceeded to characterize them based on the variables used to produce 
such profiles. 

In Fig. 2A, we present the results of the four subscales of the MTRS. 

Fig. 2. (A/B) Characterization of Profiles by Means of (A) MTRS and (B) Age and Experience 
Note. Comparisons were performed using Mann-Whitney U tests corrected by Bonferroni’s method. ns p > .05. *p < .05. **p < .01, ***p < .001. 
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The MTRS presented a consistent behaviour; one profile presented low 
scores in all MTRS subscales, another with medium scores, and finally 
one profile with high scores of resilience. Based on Fig. 2A results, we 
named the profiles low resilience, mid resilience, and high resilience. 
The low resilience groups were composed of 43 teachers, mid resilience 
of 260, and high resilience of 299, showing that most of the teachers 
reported mid or high resilience. 

These profiles did not present significant differences in age (Fig. 2B). 
However, they did show a small effect, supporting the notion that the 
high resilience profile had more experience than the low resilience 
profile, without differences with the mid resilience group. Regarding the 
other demographic characterization variables presented in Table 2, we 
did not find any significant differences attributed to gender, teacher 
initial formation, institution dependency, and the student’s level. 
However, we did find differences in income (χ2 = 20.324, p = .01) and in 
workday (χ2 = 17.214, p = .009). These differences were due to a higher 
frequency of higher income and a longer workday hours for the high 
resilience profile (see Table 2 for details). 

Finally, we explored how these profiles were related with mental 
health symptoms and eudaimonic well-being. See Fig. 3. 

As presented in Fig. 3A, we observed a consistent pattern showing 
that the high resilience profile participants reported significantly lower 
scores of depression, anxiety, and stress. Mid resilience participants 
presented mid symptomatology, and the low resilience group presented 
the highest scores. As such, the results support the relationship between 
resilience profiles and mental health symptoms. Regarding eudaimonic 
well-being, there was not a consistent pattern among the different PWB 
subscales. We found that the high resilience group presented the highest 
Self-Acceptance and Purpose in Life. In both variables, those of mid 
resilience presented significantly lower scores than the high resilience 
group, higher than the low resilience group (Fig. 3B). For Personal 
Growth, the high resilience groups achieved the highest scores, but the 
low and mid resilience groups did not present significant differences 

(Fig. 3B). 
Positive Relations and Autonomy presented non-conclusive results, 

given that the high resilience group presented significant differences 
with mid and low resilience respectively, but mid and low resilience 
participants did not present significant differences on these two vari-
ables. These results might be due to a small effect size. Finally, Envi-
ronmental Mastery presented no differences between the profiles. 
Altogether, the results support that the high resilience group presented 
higher Self-Acceptance, Personal Growth, and Purpose in Life, while 
these participants also reported the lowest scores in Positive Relations 
and Autonomy, although these effects were less intense. 

3. Discussion 

This study sought to explore Chilean teachers’ resilience profiles and 
their associations with psychological well-being and mental health 
symptoms. We found an association between resilience and mental 
health symptomatology. The association between resilience and psy-
chological well-being was also present, but the effects differed in 
strength and direction, depending on the subscale. The discovered 
profiles depicted a global resilience intensity pattern of low, mid, and 
high resilience, ruling out complex resilience styles. As such, we did not 
find any resilience style which would present high scores on only one 
MTRS dimension or other patterns presenting resilience based on one or 
a few of the MTRS subscales (e.g., an emotional resilience style, high in 
Emotional and low in the remaining three subscales). 

In general, the associations support the need to further explore the 
associations between resilience with mental health and well-being. 
Therefore, we propose that some adverse elements of teachers’ work-
ing environments produce a relevant barrier for teachers to stay in the 
profession (cf. Clara, 2017). Most likely, these same elements are those 
deteriorating their mental health. Current results support the association 
between mental health and resilience; however, this experimental 
design did not allow us to determine causality, and potential causes of 
mental health deterioration were not measured, either. 

Regarding our second objective, we expected more complex profiles 
to emerge. Our profiles depicted differences mainly due to resilience 
intensity, producing almost redundant results with the correlation 
analysis. Nonetheless, this gave us relevant information on how resil-
ience measured with MTRS might behave. The correlations depicted in 
Fig. 1 for the MTRS suggest an association, but one not high enough to 
expect that it will behave as a single variable. The fact that we did not 
find different styles of resilience supported on some of the resiliency 
subscales, but rather we found an intensity segmentation of the profiles 
supports the idea that resilience, as measured by the MTRS, works as a 
global phenomenon. Therefore, we would not expect major differences 
on resilience deployment between teachers beyond intensity itself, at 
least measured by means of the MTRS. This supports the conception of 
resilience built integrally rather than domain specific. 

Based on these results, we propose that resilience’s association with 
well-being in this study was likely due to the role of resilience as a 
protective factor against stress and mental health problems. This finding 
coheres with previous studies that found a positive relationship between 
resilience and mental health outcomes, including higher levels of well- 
being and lower levels of psychological distress (e.g., Bonanno, West-
phal, & Mancini, 2011; Hu, Zhang, & Wang, 2015). Teacher resilience 
per se is a resource for educators who have experienced high levels of 
stress and discomfort, factors exacerbated since the pandemic (Berger 
et al., 2022; Fray et al., 2022; Lizana et al., 2021; Salinas-Falquez et al., 
2022). Teacher resilience, in addition to enabling educators to resist 
difficulties and reduce the negative effects of work stressors, might also 
trigger higher levels of subjective well-being (Rajesh et al., 2020). In this 
sense, it is noteworthy that a higher level of resilience was associated 
with greater well-being, which is consistent with Mansfield et al.’s 
(2018) findings. 

Considering that the higher resilience profile presented significant 

Table 2 
Demographic characteristics of participants by resilience profiles.  

Demographic Low 
resilience 

Medium 
Resilience 

High 
Resilience 

N 43 260 299 
Age 36.4 (±9) 38.3 (±10.1) 39.7 

(±10.1) 
Teaching experience (years) 9.6 (±7.5) 11.7 (±9.1) 13.1 (±9.6) 
Gender Female 65.11 (28) 75.38 (196) 69.89 (209) 

Male 30.23 (13) 23.84 (62) 28.09 (84) 
Not binary 0 (0) 0 (0) 1.33 (4) 
Prefer not to say 4.65 (2) 0.76 (2) 0.66 (2) 

Initial training Differential 11.62 (5) 15 (36) 15.05 (45) 
Elementary and 
middle 

20.93 (9) 18.33 (44) 22.07 (66) 

Secondary 53.48 (23) 66.66 (160) 53.84 (161) 
Other 13.95 (6) 7.69 (20) 9.03 (27) 

School 
dependency 

State 48.83 (21) 53.07 (138) 58.52 (175) 
Mixed 39.53 (17) 30.76 (80) 27.09 (81) 
Private 11.62 (5) 16.15 (42) 14.38 (43) 

School level Elementary and 
middle 

41.86 (18) 39.23 (102) 37.79 (113) 

High 34.88 (15) 40.38 (105) 42.14 (126) 
Both 23.25 (10) 20.38 (53) 20.06 (60) 

Income 
($USD) 

Less than 400 13.95 (6) 8.07 (21) 5.35 (16) 
400–599 2.32 (1) 5 (13) 3.34 (10) 
600–799 23.25 (10) 16.15 (42) 14.38 (43) 
800–999 32.55 (14) 40 (104) 31.43 (94) 
>1000 27.9 (12) 30.76 (80) 45.48 (136) 

Workday 
(hours) 

10–19 4.65 (2) 3.46 (9) 3.01 (9) 
20–29 9.3 (4) 6.92 (18) 6.02 (18) 
30–39 30.23 (13) 31.15 (81) 17.72 (53) 
40–44 55.81 (24) 58.46 (152) 73.24 (219) 

Note. Continuous variables are described as mean (±standard deviation), while 
frequency variables are presented as percentage (n). In cases where the n does 
not sum the n of the cluster, this is due to missing data. 
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differences in higher scores on well-being (Self-Acceptance, Personal 
Growth, and Purpose in Life), future researchers are encouraged to 
explore the linkage between these well-being constructs and what some 
authors (Day & Gu; 2014; Greenfield, 2015; Johnson et al., 2015) refer 
to as the teacher’s ability to give a “transcendent meaning,” or a moral 
purpose, to their work that increases social justice. These authors argued 
that this moral purpose can correspond to a central asset of resilient 
teachers, which has been endorsed in recent studies by Yeigh et al. 
(2022). 

Regarding the association between resilience profiles and mental 
health symptoms, the main results coincide with recent findings, which 
imply that teachers with lower levels of resilience experienced greater 
symptoms of anxiety, depression, stress, and burnout during the 
pandemic (Berger et al., 2022; Keim et al., 2022; Salinas-Falquez et al., 
2022). Similarly, the association between resilience and teaching 
experience coheres with data from Berger et al. (2022), who argued that 
educators with more years of experience are more resilient when man-
aging adverse events, and less experienced educators report more 
mental health symptoms and lower well-being when compared to vet-
eran teachers. This finding supports the calls for the need to create a 
supportive system targeting teachers who are starting their career, 

especially accounting for the influence of individual and contextual 
factors on teacher retention (Casely-Hayford, Björklund, Bergström, 
Lindqvist, & Kwak, 2022), quality teacher retention (Day & Gu, 2014), 
and the teacher shortage crisis (European Commission, 2019). Similarly, 
a recent study in Chile projected a shortage of 32,000 teachers by 2030 
(Elige Educar, 2022). 

In contrast to other studies presenting how autonomy and positive 
emotions foster teachers’ well-being (Billaudeau et al., 2022; Varela, 
Guzmán, Oriol, Romo, & Miranda, 2022), our findings did not indicate 
that the greater resilience profiles were associated with more positive 
relations and autonomy. A potential explanation for this unexpected 
finding could be due to our study sample’s composition, as most par-
ticipants worked in public schools and might have perceived their 
unique school climates differently. A recent study showed that teachers 
who perceived the highest rates of positive school climate experienced 
the highest well-being (Dreer, 2022). Among the sociodemographic 
variables, both the income level and the contract hours differed signif-
icantly between the resilience profiles. 

These findings highlight that teachers’ working conditions are likely 
a critical factor to be considered in policies that address contextual 
factors (Ainsworth & Oldfield, 2019; Oldfield & Ainsworth, 2022) when 

Fig. 3. Description of Resilience Profiles Obtained Based on (A) Symptomatology (DASS-21) and (B) Eudaimonic Well-Being 
Note. Comparisons were performed using Mann-Whitney U tests corrected by Bonferroni’s method. ns p > .05. *p < .05. **p < .01, ***p < .001. 
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enhancing teacher resilience. In this sense, it is necessary to delve deeper 
into how working conditions contribute to resilience, considering that 
the participation in professional learning communities favours the joint 
analysis of problems and solutions through pedagogical innovation 
(Johnson et al., 2016). 

Even though previous evidence aligns with our findings, our study 
was significantly limited. This was a non-experimental cross-sectional 
study, meaning that we assessed teachers only once, and that no inter-
vention was performed. Ours was an observational paradigm where 
associations could be explored, but we cannot attribute causal links or 
control confounding variables in studies like these. Similarly, our sample 
was teachers who voluntarily completed our survey. As such, a self- 
selection bias might have adulterated results. Specifically, self- 
motivations to answer surveys, as well as motivations and circum-
stances to not answering surveys, might have biased our results. For 
instance, teachers with too great of a workload might not have 
completed our survey due to time limitations. Also, teachers poorly 
engaged in their profession might have avoided a profession-related 
survey, while teachers enjoying their profession might have responded 
in greater numbers. As such, despite the large sample size, ours was not a 
representative sample also based on teachers’ sociodemographic con-
ditions, for instance. An additional limitation concerns the resilience 
measure used. Looking at the items on the MTRS, they mainly address 
protective factors of resilience and not resilience itself, as assessed in 
other measures (e.g., Morgan, 2011). Nevertheless, the profiles obtained 
can be considered as characterizing resilience in a way that accounts for 
different dimensions encompassing the primary factors that contribute 
to teachers’ resilience. Combining them into a profile enables a more 
comprehensive characterization of teachers’ resilience, compared to 
considering only a global measure of resilience. Furthermore, global 
scores on the MTRS have been highly correlated with measures of global 
resilience (Peixoto et al., 2020). 

4. Conclusion and implications for practice 

This study contributes to the characterization of Chilean teacher 
resilience. Here was also an exploration of potential resilience profiles 
contrasted with mental health symptoms and well-being. We found that 
the high resilience group of teachers exhibited higher self-acceptance, 
personal growth, and purpose in life. These findings emphasize the 
critical role of resilience as a protective factor against stress and mental 
health problems. Additionally, they suggest that resilience can support 
the maintenance and development of teacher well-being (Hascher et al., 
2021b). Therefore, promoting teacher resilience can help mitigate the 
aforementioned mental health problems. 

Given the cross-sectional design of the present study, future in-
vestigators should address potential mediational associations between 
contextual factors (e.g., school climate) and individual factors other 
than resilience (e.g., teacher self-efficacy, autonomy). The main impli-
cation arising from our results is the salient differences between teacher 
resilience profiles, well-being, and mental health symptoms. Those dif-
ferences can help school leadership in designing well-being intervention 
programs. Considering the potential of resilience as a capacity that 
contributes to a teacher’s well-being and performance, we encourage 
the inclusion of individual factors in investigations that seek to explain 
the existence of high levels of resilience in related intervention pro-
grams, alongside the use of active methodologies that enable teachers to 
reflect on their practice (Fernandes et al., 2019; Ping, Schellings, & 
Beijaard, 2018). However, based on the understanding of resilience as a 
dynamic capacity that is nourished by contextual variables, as well as 
the relationships that are built within educational communities, it is also 
necessary to explore the quality of these relationships to build resilient 
schools. Gu (2018) wrote: “Resilient schools are places where teachers 
and students are aspired to their own learning and development and 
where a clear sense of moral purpose is shared, valued and embedded in 
the daily lives of the school” (p. 25). At this point, and based on research 

carried out in the Chilean context, it seems relevant to explore the link 
between teachers and students and the pedagogical relationship that 
promotes both learning and teacher resilience. 

We propose the need for a randomized controlled trial focused on 
early career teachers, applying a resilience-based intervention, to assess 
the potential positive impact of resilience on well-being and mental 
health. Based on our findings, it is possible to plan interventions that 
seek to strengthen the professional, emotional, motivational, and social 
dimensions of resilience (Mansfield & Wosnitza, 2015). This can be done 
through professional training programs, which are one of the aspects of 
the context that, according to recent evidence, increase resilience 
(Pozo-Rico, Poveda, Gutiérrez-Fresneda, Castejón, & Gilar-Corbi, 2023). 
We hypothesize that by enhancing resilience in teachers, we can effec-
tively improve mental health and reduce early career departure. This 
trial would probably provide valuable insights into the causal relation-
ship between resilience and its influence on teachers’ well-being. 

It is important to acknowledge that our study did not specifically 
explore the specific features within the teachers’ work environment that 
strengthen their capacity for resilience. Understanding these factors and 
their interactions with individual characteristics of the teaching staff is 
crucial for the comprehension of how teacher resilience can be effec-
tively enhanced. Addressing this limitation in future studies will be 
essential to gain deeper insights into the mechanisms that enable and 
sustain teacher resilience. 
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