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Abstract

Primary CLIL teacher wellbeing remains underexplored in France and Spain. This ex-
ploratory, context-specific qualitative study examined the factors that ten primary teachers,
five in France (Montpellier and Lille) and five in Andalusia, associated with their wellbeing.
Bronfenbrenner’s ecological framework, enriched with the ontosystem and the flourish-
ing/floundering distinction, was used as an interpretive device. The interviews were
analysed through reflexive thematic analysis. Participants’ accounts converged around
perceived gaps in CLIL-specific training, time, coordination, and human and material
resources, while differing in how they interpreted programme stability and recent policy
change. The analysis tentatively developed a compensatory pedagogy of affection and a
broader pattern of professional delegitimation and identity-related loss. Explicit bilingual
professional shame appeared in one account. It also identified native-speaker-oriented
linguistic self-demand and an emerging pattern of Al-assisted material adaptation across
six accounts. We offer a provisional, context-specific tensional ecological framework to
organise the relationships participants described between conditions perceived as structural
pressures and personal, relational, formative, and material resources. The framework is
intended as a heuristic and hypothesis-generating contribution rather than a validated
causal or longitudinal model. The findings identify areas for institutional review and
further research.

Keywords: teacher wellbeing; CLIL; primary education; bilingual education; reflexive
thematic analysis; France-Andalusia comparative study

1. Introduction

France and Spain have developed bilingual education programmes over more than
two decades through institutionally distinct models. Content and Language Integrated
Learning (CLIL), known as EMILE (Enseignement d’une Matiere par I'Intégration d'une
Langue Etrangere) in France and AICLE (Aprendizaje Integrado de Contenidos y Lenguas
Extranjeras) in Spain, has become a prominent pedagogical approach across Europe. For
consistency, we use the international label CLIL throughout. The quality and sustainability
of these programmes depend on interacting institutional, formative, material, pedagog-
ical and relational conditions. Teachers are a central component of this broader ecology,
particularly at primary level, yet their wellbeing within CLIL remains insufficiently studied.
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Teaching ranks among the professions with the highest levels of stress, exhaustion
and burnout (Mclnerney et al., 2018; Nwoko et al., 2023). Prior research has identified
additional demands affecting CLIL teacher wellbeing. These include gaps in linguistic
and didactic competence, the burden of producing teaching materials, limited institutional
support and low social recognition (Coyle et al., 2010; Gruber et al., 2020; Pérez Canado,
2012). The literature has also linked teacher wellbeing to pupil wellbeing and learning
(Beames et al., 2023; McCallum & Price, 2010).

Although the topic is clearly relevant, empirical research treating primary CLIL teacher
wellbeing as a distinct field remains very limited (Talbot et al., 2021). The literature reviewed
concentrates mainly on secondary and higher education (Hessel et al., 2020; Hofstadler
etal., 2021; Pappa et al., 2017; Ruiz-Cecilia et al., 2025). Among the studies we identified,
Gruber et al. (2020) was the only international investigation focused specifically on primary
education. To the best of our knowledge, we identified no published empirical study of
this issue in the French or Spanish primary CLIL contexts and no comparison between the
two settings.

The present study addresses this gap through a comparative qualitative analysis
structured around the question: which factors do the primary CLIL teachers interviewed in
France and Andalusia associate with their wellbeing, and how are these factors configured
in their accounts? Following Aelterman et al. (2007), Dodge et al. (2012) and McCallum
and Price (2016), we operationally conceptualise teacher wellbeing as the dynamic balance
between the resources at teachers’” disposal (psychological, social, formative and material)
and the professional challenges they face. We chose France and Andalusia because each
represents the administrative level at which primary CLIL policy is defined. In France,
guidelines fall under national authority. In Spain, educational competences are devolved
to the autonomous communities. Andalusia therefore constitutes a distinct political and
curricular unit with a consolidated CLIL programme in place since 2005 (Coyle et al., 2010;
Palacios-Hidalgo et al., 2022). The comparison between national and subnational levels
reflects a structural feature of the policy settings and is treated as part of the object of study.

To answer this question, we first identify the factors participants associated with their
wellbeing and then analyse convergences and divergences between the two groups within
the ecological systems of teacher wellbeing. On this premise, we offer a provisional, context-
specific tensional ecological framework for interpreting the relationships participants
described between conditions perceived as structural and personal, relational, formative
and material resources.

2. Literature Review
2.1. CLIL Teaching in France and Spain

France and Spain have developed bilingual teaching traditions through institutional
models that are not directly equivalent. In France, the sections internationales (1981) and
the sections européennes (1992) consolidated school bilingualism mainly at the secondary
level, while bilingual teaching in primary education, gathered under the EMILE umbrella,
has developed more recently and unevenly (Azaoui et al., 2025). In Spain, CLIL-based
bilingual education took root following the MEC-British Council agreement (1996) and the
pioneering regional programmes in Madrid (2004) and Andalusia (2005) (Coyle et al., 2010;
Palacios-Hidalgo et al., 2022).

The regulatory frameworks also differ: French policies are defined centrally, whereas
Spanish policies depend largely on the autonomous communities. Azaoui et al. (2025)
report that EMILE implementation in French primary education has grown in recent years
but remains flexible and heterogeneous. There is no unified national definition, criteria
vary between schools, and official texts frame EMILE chiefly as a means of improving
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foreign-language proficiency. They address the integration of content and language less
explicitly. In Spain, by contrast, AICLE is a well-established methodological reference,
with implementation across educational stages and a substantial literature on teacher
training, assessment, attention to diversity and linguistic scaffolding (Campillo et al., 2019;
Custodio Espinar & Garcia Ramos, 2020; Pérez Cariado, 2012; Pladevall-Ballester, 2014).
The literature therefore suggests a difference in emphasis, in that Spain has addressed
CLIL teacher education more extensively, whereas the French framework remains more
institutional than methodological. In France, implementation often depends on individual
teacher initiative, and outcomes remain insufficiently documented (Azaoui et al., 2025).

2.2. Teacher Wellbeing from an Ecological Perspective

Wellbeing is a complex construct in educational psychology and lacks a consensus
definition (Mercer, 2023). Available conceptualisations generally frame it as a dynamic
balance between the resources available to individuals and the challenges they face (Aelter-
man et al., 2007; Dodge et al., 2012; McCallum & Price, 2016). Ryff’s model of psychological
wellbeing (Ryff, 1989; Ryff & Singer, 1998, 2002) is particularly relevant to the identity-
related, relational and professional experiences examined here. It comprises six dimensions:
self-acceptance, positive relations with others, autonomy, environmental mastery, purpose
in life and personal growth.

Oztiirk et al. (2024) identify three predominant discourses in research on teacher
wellbeing: negativity, flourishing and professional development. These discourses are
rarely integrated. TALIS (OECD, 2025), in turn, combines direct indicators such as stress,
satisfaction and intention to leave with organisational and systemic determinants.

Drawing on teacher-wellbeing adaptations of Bronfenbrenner’s framework (Hofs-
tadler et al., 2021; Jin et al., 2021; Price & McCallum, 2015), we use the ecological levels as
permeable analytical locations, rather than mutually exclusive containers. The macrosystem
covers broad policy, regulatory, cultural and professional conditions, whereas the exosys-
tem covers institutional decisions and resource arrangements that affect teachers without
their direct participation. The mesosystem concerns connections among immediate CLIL
settings and actors, and the microsystem concerns direct classroom and school interactions
and practices. The chronosystem captures biographical and policy-related change over
time. Following Jin et al. (2021), the ontosystem comprises teachers’ biographical, identity-
related, psychological and social resources. When a phenomenon spans levels, we locate it
according to its principal mechanism while acknowledging overlap. This is an adapted
analytical use of the ecological model, rather than a strict reproduction of Bronfenbrenner’s
original classification. We operationally define teacher wellbeing as the balance between
resources and challenges (Aelterman et al., 2007; Dodge et al., 2012; McCallum & Price,
2016). Ryff’s (1989) dimensions structured the interview guide, the flourishing/floundering
distinction (Gruber et al., 2020) denotes possible outcome configurations, and the Job
Demands—Resources model (Bakker & Demerouti, 2017) provides a comparative lens in
Section 5. Wellbeing is thus treated as situated, multilevel and dynamic.

2.3. The Wellbeing of Primary CLIL Teachers: An Empirical Gap

Research on primary CLIL teacher wellbeing remains limited (Talbot et al., 2021).
Among the studies identified in our review, work on CLIL teacher psychology concentrates
on secondary and higher education (Hessel et al., 2020; Hofstadler et al., 2021; Pappa
etal., 2017; Ruiz-Cecilia et al., 2025). Gruber et al. (2020) was the only study we identified
that focused specifically on primary education. Its interview findings linked threats to
wellbeing with material shortages, negative perceptions of the profession, low social status
and the linguistic demands of CLIL. Relationships with pupils and belief in the value of the
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approach acted as protective factors. The authors described this duality as flourishing or
floundering. The same context may therefore support fulfilment or create strain, depending
on the interaction between available resources and professional demands.

In the literature reviewed, we found no published empirical study specifically address-
ing primary CLIL teacher wellbeing in France or Spain. The British Council report (Azaoui
et al., 2025) likewise characterises research on French primary bilingual classroom practices
as still emerging. TALIS data (OECD, 2025) describe French teachers as working under high
institutional pressure, with training shortfalls, limited social recognition and a perceived
erosion of working conditions, alongside clear signs of attrition. In Spain, related literature
has examined programme implementation and teacher preparation, rather than wellbeing
as a primary object (Pavon Véazquez et al., 2020; Pérez Cariado, 2016). The Spanish TALIS
report (MEFPD, 2025) shows a teaching profile that combines high job satisfaction and a
low intention to leave, with rising stress. It identifies teacher collaboration and accessible
school leadership as protective factors, whereas bureaucracy, low perceived social status
and poorly managed reforms may undermine wellbeing.

3. Materials and Methods
3.1. Research Design

This study adopts a contextual-constructivist qualitative orientation (Braun & Clarke,
2006, 2019). It assumes that meanings are culturally situated and produced through
interaction between individuals and their contexts. This position aligns with reflexive
thematic analysis (RTA) and with the study’s ecological view of teacher wellbeing as
shaped by institutional structures, relational networks and biographical trajectories. We use
Braun and Clarke’s (2019) approach to RTA, which treats analysis as an active, recursive and
theoretically informed process of constructing patterns of meaning. It allows theoretically
informed interpretation while remaining open to meanings not specified in advance.

3.2. Participants and Context

The final sample consists of ten primary teachers working in CLIL programmes: five in
France (Montpellier, n = 2, academic year 2023-2024; Lille, n = 3, academic year 2024-2025)
and five in Andalusia, Spain (Granada, Jaén, Almerfa and Cédiz, academic year 2024-2025).
The comparison concerns participants situated within two policy frameworks, nationally
defined bilingual-education policy in France and regionally defined policy in Andalusia. It
does not assume uniform implementation within either setting.

Participants were recruited through purposive and snowball sampling via professional
contacts developed through Primary Education practicum networks in both settings. The
inclusion criteria were (a) being a practising primary teacher; (b) teaching at least one non-
language subject through a foreign language under a CLIL model; (c) having a minimum
of three academic years of CLIL experience; and (d) practising in publicly funded schools.
Trainee teachers, substitute teachers without continuity, and teachers from grant-aided or
private schools were excluded. Recruitment relationships and their reflexive implications
are detailed in Section 3.5.

Regarding school context, funding status and urban or peri-urban location were
taken from formal school information. All ten schools were publicly funded, most were
urban, a few peri-urban, and none rural. The remaining profile was based on participants’
descriptions. They portrayed the schools as serving predominantly locally monolingual
populations alongside varying numbers of plurilingual pupils from migrant backgrounds,
and as mainly middle-class. The exceptions were the schools of P1F and P2F, which
they identified as REP+ and as serving more socio-economically vulnerable communities.
Participants also reported seven to twelve years of CLIL/EMILE provision. No systematic
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school-level data were collected on socioeconomic composition, migration background,
vulnerability or programme duration. The research team’s contextual knowledge informed
interpretation but was not treated as independent verification. Interview-based claims
about pupils and families are attributed as participants’ perceptions in the Results.

The sample size (n = 10) was guided by the principle of information power (Malterud
et al., 2016; Sim et al., 2018). The specificity of the research question, participants” direct
CLIL experience, and the length and depth of the interviews (45-90 min) provided sufficient
material for the exploratory aims. The corpus enabled preliminary theme construction and
contextually situated comparison of how participants related wellbeing to conditions across
ecological levels. It was not intended to cover policy system comprehensively, establish
pattern prevalence, or exhaust experiences within or between settings.

Complete equivalence between the two subsamples in training profile was not possible.
As shown below, the French participants had a predominantly generalist profile combined
with a language certificate (B2 or higher). The Andalusian participants were more hetero-
geneous: three combined generalist training with a foreign-language specialisation, one
combined generalist training with a language certificate, and one was a foreign-language
specialist. This difference reflects the respective primary-teacher training models and is
considered in Section 5. Table 1a,b present participants” sociodemographic, professional,
linguistic and CLIL-related characteristics.

Table 1. (a) Sociodemographic and professional characteristics of the participating teachers. (b) Lin-
guistic and CLIL-related profile of the participating teachers.

(@

Teachin CLIL
ID Gender Age . & Experience Degree Country/City
Experience (yrs)
(yrs)
1F Male 47 20 9 Master’s France/Montpellier
2F Female 40 11 4 Master’s France/Montpellier
3F Male 40 9 5 Master’s France/Lille
4F Female 36 5 3 Master’s France/Lille
5F Female 50 25 10 Master’s France/Lille
6E Female 41 19 11 Bachelor’s Spain/Cédiz
7E Female 53 24 18 Master’s Spain/Cédiz
8E Female 52 25 3 Bachelor’s Spain/Jaén
9E Female 46 20 7 Bachelor’s Spain/Granada
10E Female 37 9 4 Master’s Spain/Almeria
(b)
ID L1 L2 Level Training Profile Subject(s) Through CLIL Coordination Role
1F French C1 Generahs’F ’ Sciences/Visual arts Blhngual
language certificate coordinator
2F French C1 Generahs’F ’ Sciences/Visual arts —
language certificate
3F French C1 Generalls’F ’ Sciences/Visual arts —
language certificate
4F French B2 Generahs’F N Physical education/Visual arts —
language certificate
5F French C1 Generahs’F ’ Physical education/Visual arts —
language certificate
Generalist &
6E Spanish C1 foreign-language Natural and social sciences —
specialist
7E Spanish, c1 foiiene.lii?t &; Natural and social sciences/ Bilingual
Valencian gn-anguage Visual arts coordinator
specialist
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Table 1. Cont.
(@
Teaching CLIL
ID Gender Age Experience (yrs) Experience Degree Country/City
(yrs)
Generalist &
8E Spanish C1 foreign-language Natural and social sciences —
specialist
9E Spanish B2 Generahs’F ’ Natural and social sciences —
language certificate
10E Spanish B2 Foreign-language Natural and social sciences —

specialist

Note. L1 = first language; L2 = second-language level; yrs = years. The category “natural and social sciences”
corresponds to the Spanish curricular subject conocimiento del medio. The em dash (—) indicates the absence of
formal coordination responsibility.

3.3. Data Collection

We used in-depth semi-structured interviews to explore subjective perceptions and
meanings while retaining sufficient thematic consistency for comparison. The Spanish
interview guide was developed from the literature, with Ryff’s model of psychological
wellbeing (Ryff, 1989; Ryff & Keyes, 1995) used to organise broad areas of inquiry, rather
than as a coding frame. Its four sections addressed professional trajectory and identity, self-
perception and autonomy, interpersonal relations, institutional and curricular conditions,
professional goals and development, and CLIL-specific challenges. Three experts, two
in qualitative educational research and one in foreign-language didactics, reviewed the
Spanish version and refined its organisation and wording. R1, R2 and R3 then adapted
it for primary education and the French context. Core questions remained unchanged in
Montpellier, Lille and Andalusia. Only linguistic and contextual references varied. Relevant
differences between the Spanish and French versions were discussed without formal back-
translation. In both versions, “department” referred to the relevant subject-specialist group,
such as the foreign languages, English, French or CLIL group. R2 generally followed the
planned order but adjusted the order of questions when participants anticipated later topics.
Neutral follow-up prompts requested examples, clarification, perceived effects or changes
over time. All participants were asked directly when and why they used the L1 during CLIL
lessons, although the guide did not systematically introduce the labels code-switching,
translanguaging or native-speaker norms. The guide structured the conversation but did
not predetermine themes or function as a codebook. File 51 provides the Spanish and
French guides, an English translation prepared for publication and two transparency tables:
one links the prompts to Ryff’s dimensions, and the other shows how selected analytical
topics were addressed in the guide.

Data collection took place in Montpellier (April-June 2024), Lille (May—June 2025)
and Andalusia (February—April 2025). Interviews were conducted face-to-face or online in
quiet, private settings. R2 conducted all ten interviews in participants’ first language. They
lasted 45-90 min and were audio- and video-recorded after oral consent to recording had
been obtained and documented at the beginning of each interview. R1-R3 translated the
French transcripts into Spanish for comparative analysis, and all four researchers checked
them against the originals. Following Temple and Young (2004), translation was meaning-
oriented. Culturally or emotionally dense segments were discussed against the French
originals, and related codes were also applied to those originals. During analysis, R2 and
R3 translated the French quotations directly into English, while R1 and R2 translated the
Spanish quotations. R1 and R2 checked the English versions against the source extracts and,
for French material, the Spanish analytic translations. When alternatives remained, R1 and
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R3 returned to the original wording and analytical context to agree on the final wording.
All translators participated in the analysis. Fine distinctions among embarrassment, shame,
identity-related loss and professional delegitimation were discussed explicitly, and partici-
pant wording was distinguished from higher-order constructs. File S2 presents the original
wording and published English versions of analytically central quotations. Markers of
orality were reduced only when they hindered readability.

3.4. Data Analysis

Analysis followed Braun and Clarke’s (2006, 2019) six recursive phases. We worked
by hand to remain close to the material. R2 undertook initial broad coding; the others
questioned, extended and revised it in collaborative sessions. These were not independent
coding checks for accuracy or agreement, but opportunities to compare readings, challenge
assumptions, notice overlooked meanings, examine tensions across cases and refine themes’
central organising concepts. Coding was open, predominantly semantic and data-led, with-
out an a priori codebook or ecological categories. Candidate themes preceded ecological
mapping; Ryff’s dimensions, the resource—challenge balance and flourishing/floundering
informed later interpretation. Analysis then moved abductively between data and literature.
No inter-coder agreement index was calculated because RTA treats coding as interpretive,
rather than as discovery of a fixed reality (Braun & Clarke, 2019).

For member reflection, R2 contacted P1F, P2F, P7E and PIE, selected for varied pro-
files and experiences. Each received by email an individualised thematic summary, full
transcript and audio recording, and was invited to identify meanings that resonated or
were missing, possible misreadings, alternative interpretations, or material to remove or
qualify. Their responses did not prompt changes and were treated as reflections on experi-
ential resonance and plausibility, not validation of a single correct interpretation. Table 2
summarises the eight data-led themes and their ecological placement. Later interpretive
formulations constitute subsequent analytical layers.

Table 2. Thematic structure constructed before ecological mapping.

Theme

Organising Concept and

Ecological Mapping and

Representative Semantic Codes .
Variation

Principal Subthemes

1. Professional
identity and
legitimacy

Primarily ontosystemic, with

Accumulated confidence; Language as part of the self; chronosystemic development.
language biography; bilingualism as an acquired Early bilingualism was more
professional models; qualification; legitimacy through prominent in some French

separation of professional and experience and results; accounts, whereas all five
private selves; sensitivity to embarrassment about being Andalusian participants conveyed
external judgement. identified as bilingual. explicit or implicit forms of

professional delegitimation.

2. Self-regulation,
affect and
professional
boundaries

Ontosystem and chronosystem.
Maturation as protective distance

Self-demand; acceptance and ~ Lowering expectations: “I am no appeared in accounts from both

maturation; emotional superwoman”; therapy, sport and groups, although self-demand

overflow; self-care; meditation; establishing limits; was more often narrated as an
help-seeking; work-life the classroom as a protective internal trait in French accounts
boundaries. space. and as an aspiration constrained

by external conditions in
Andalusian accounts.
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Table 2. Cont.

Theme

Organising Concept and
Principal Subthemes

Representative Semantic Codes

Ecological Mapping and
Variation

3. Institutional
conditions and work
demands

Administrative neglect;
insufficient time, staffing and
resources; bureaucracy;
expansion of social
responsibilities; limited
material recognition.

Lack of coordination time;
insufficient support staff; training
undertaken in personal time;
“save yourself”; mission without
adequate means.

Macrosystem and exosystem.
Insufficient training and resources
were reported across the full
corpus, while the perception of
programme retrenchment was
more pronounced in the
Andalusian accounts.

4. Collegial relations,
coordination and
intraprofessional

stigma

Peer cooperation;
individualised working
cultures; hostility and stigma;
coordination structures;
leadership support.

Constructing materials together;
everyone working alone;
pursuing colleagues to coordinate;
having to justify bilingual
teaching.

Mesosystem and microsystem.
Supportive collegial relations
appeared in some cases, but
individualism, coordination
difficulties and intraprofessional
stigma were more salient in the
Andalusian accounts.

5. Families and the
wider school
community

Reported mismatched
expectations; perceived
post-pandemic delegitimation;
assessment pressure; reported
difficulty supporting children
linguistically; conflicting
community demands.

Expectations of near-native
proficiency; fear that bilingual
education may cause failure;
questioning teachers’ decisions;
parents unable to assist with
English.

Mesosystem and microsystem.
Reported family pressure was not
uniform, and some participants
described supportive relations,
but it was more extensively
developed as a source of strain in
the Andalusian accounts.

6. CLIL/EMILE
pedagogical practice

Entry motivations; lack of
CLIL-specific training;
language—content tension;
language-use practices;
materials; language assistants;
emerging use of AL

Learning “on the job”; selecting
content feasible in the L2; one
session—one language; pragmatic
use of the L1; adapting texts
through Al

Macrosystem, exosystem and
microsystem. The training deficit
was shared across all participants.

Several accounts expressed
native-speaker-oriented linguistic
self-demand, while reported
language-use practices ranged
from relatively strict separation to
strategic L1 use and more
plurilingual approaches.

7. Pupils and the
pedagogical
relationship

Perceived learning gains;
perceived changes in pupil
profiles; diversity and
inclusion; affective relations;
pedagogical care.

Reduced fear of speaking;
recognising progress over time;
difficulty differentiating
instruction; affection directed at
perceived unmet needs.

Primarily microsystemic.
Care-related accounts appeared in
both groups. Explicitly
compensatory affection was
clearest in P8E, with related
vulnerability-oriented care in P4F
and P10E; P2F described broader
pedagogical care.

8. Professional
meaning,
commitment and
continuity

Sources of professional
meaning; reasons for
remaining; possible exit;
critique of the profession;
interpretation of policy and
programme trajectories.

EMILE as a reason to remain;
satisfaction from pupils’ progress;
leaving the programme,
profession or country;
commitment conditional on
available energy.

Chronosystem and ontosystem.
Exit intentions were present but
not universal: some participants
contemplated leaving, whereas
others described continuity,
commitment or no current
intention to exit.

Note. Boldface identifies the eight data-led themes. The themes were constructed through open, predominantly
semantic coding before being mapped onto the adapted ecological framework. Representative codes are illustrative
rather than exhaustive, and themes may operate across more than one ecological level. Later interpretation
tentatively elaborated Theme 7 as a compensatory pedagogy of affection. Themes 1 and 4 informed the broader
interpretation of professional delegitimation and identity-related loss, with explicit bilingual professional shame
confined to P9E. Theme 6 informed native-speaker-oriented linguistic self-demand, while classroom language
practices were treated separately. Emerging Al-assisted material adaptation was located across Themes 3 and 6.

3.5. Researcher Positionality and Reflexivity

Consistent with RTA, we treated codes, themes and the framework as analytic con-
structions shaped by the dataset and the research team'’s positioning (Braun & Clarke, 2019).
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All four researchers work in language and literature education and have experience as CLIL
teacher educators. R1, R2 and R4 were Spanish-speaking researchers based in the Faculty
of Education Sciences at a Spanish public university. R3 was a French-speaking researcher
based in the Faculty of Education at a French public university (institutional names are
masked for review). R1 and R2 had advanced French and English, R3 advanced Spanish
and English, and R4 C2 English and intermediate French. The team held mixed views of
CLIL, and no member entered the study committed to defending, criticising or expanding it.

Participants were professional contacts reached through Primary Education practicum
networks. R1 recruited the five Andalusian participants and R3 the five French participants.
R2, known to them through these networks, conducted all interviews in their first language.
R1-R3 translated the French transcripts into Spanish, and all four checked them against the
originals. R4’s role concentrated on coding, interpretive validation and drafting. As the
team shared a disciplinary background, differences arose mainly from national, institutional
and linguistic positioning, and were used to question context-bound assumptions.

Reflexivity involved periodic analytical meetings, a shared decision log, and critical
dialogue that challenged assumptions and opened alternative readings. The team’s earlier
study of Andalusian secondary CLIL teachers created a recognised risk of importing
previous categories, so initial coding remained open and data-led, and ecological systems
were introduced only after provisional themes had been constructed. In one documented
discussion, institutional disenchantment had begun to absorb extracts later interpreted as
identity-related loss. The team distinguished cognitive evaluation of programme conditions
from perceived symbolic loss tied to professional identity, revised the category boundaries
and retained identity-related loss as a higher-order interpretation, rather than an equivalent
main theme. The decision was recorded in the analytical log. These practices sought to
make the team’s subjectivity visible, rather than remove it.

3.6. Rigour and Quality of the Analysis

Methodological quality was guided by Lincoln and Guba’s (1985) trustworthiness
criteria, Tracy (2010), and RTA guidance (Braun & Clarke, 2006, 2019; Nowell et al., 2017).
Used reflexively, quotations illustrate and situate interpretations, rather than verify them;
contextual and participant description supports transferability; and the analytical record
traces the development of codes and themes. Positionality, collaborative dialogue and
member reflection exposed interpretive choices, rather than minimising researcher influ-
ence or validating a definitive reading. These criteria were flexible principles, not fixed
procedural standards.

3.7. Ethical Considerations

The study followed ethical principles for research with human participants in the social
sciences and education (World Medical Association, 2025; European Parliament and Council
of the European Union, 2016; Jefatura del Estado, 2018; République frangaise, 1978; British
Educational Research Association, 2018). Before participation, all participants received
information about the study’s aims, the voluntary nature of participation, their right to
withdraw, the recording procedures, and the measures used to protect confidentiality,
and they signed informed consent forms. The forms covered participation, confidential
handling, analysis and interpretation of the data, and dissemination of findings in academic
articles and conference presentations. Oral consent to audio and video recording was also
obtained and documented at the beginning of each interview. Recordings and transcripts
were stored in the University of Granada’s institutional Google Drive environment. Access
was restricted to the four researchers through recipient-specific permissions requiring
authentication. Cross-institutional access was granted through restricted links sent by
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institutional email. Participant codes (P1F-P5F in France and P6E-P10E in Spain), together
with the removal or generalisation of identifying details, were used to protect confidentiality
before quotations were published. The team will retain the recordings and pseudonymised
transcripts for five years after publication and will then securely delete them, unless a
longer period is required by institutional or funder obligations. The committee’s formal
determination is reported in the closing declaration.

4. Results

The data-led analysis generated eight themes: professional identity and legitimacy;
self-regulation, affect and professional boundaries; institutional conditions and work de-
mands; collegial relations, coordination and intraprofessional stigma; families and the
wider school community; CLIL/EMILE pedagogical practice; pupils and the pedagogical
relationship; and professional meaning, commitment and continuity. Table 2 presents
their organising concepts, principal subthemes, representative semantic codes, and main
variations. Because the themes crossed ecological levels, the findings are presented through
the adapted ecological classification defined in Section 2.2. The systems are treated as
permeable analytical locations rather than exclusive categories, and cross-level findings are
placed according to their principal mechanism. This ecological organisation was applied
after provisional theme construction as an interpretive ordering device, not as a prior
deductive coding matrix. Figure 1 offers a provisional heuristic for organising the relation-
ships described in participants” accounts. It does not represent an empirically established

causal or temporal sequence. Table 3 specifies the operational boundaries.

Table 3. Operational use and boundaries of the ecological systems in the present study.

Actors, Settings or

Examples from the

Rationale and

m rational Definition
Syste Operational Definitio Processes Included Dataset Boundary
. . . Lack of institutionally Includes distal
Broad policy, National or regional . ..
. ) established CLIL system-level conditions.
regulatory, cultural and policy, professional . . .
- L o . training; perceived low Operational
Macrosystem professional conditions  recognition, dominant T
. . . . recognition; the 2023 arrangements are
surrounding primary educational discourses . .
Andalusian placed in the
CLIL. and regulatory change. -
Instructions. exosystem.
Differs from the
N .. .. .. .. . macr m i
Institutional decisions Provision of training, Limited practical acrosyste beczfluse t
. . . L. . concerns operational
and resource staffing, time allocation, training; insufficient
. o . arrangements, and
arrangements that materials, coordination time; .
Exosystem . - . from the microsystem
affect teachers without = administrative support shortages of support
.. .. . because teachers do not
requiring their direct and curricular staff and adapted .
o . . control or directly
participation. guidance. materials. .. . ’
participate in their
allocation.
. Coordination among Informal coordination, Concerns interfaces
Connections among the R . .
. . . teachers, leadership coordinator overload, among microsystems.
immediate settings and . - . .
Mesosystem . teams, coordinators, school-family Direct interpersonal
actors through which : . .
. . language assistants and expectations and experiences are located
CLIL is organised. o ) L : .
families. assistant coordination. in the microsystem.
Peer support or
Classroom activity, hostility, reported Contains directly
Teachers’ immediate direct relations with family pressure, experienced interaction
. rofessional settings, upils, colleagues, affective relations with and practice. Personal
Microsystem P & pup & P

interactions and
enacted practices.

families and assistants,
and everyday school
support.

pupils, material
adaptation and
classroom language
practices.

identity and regulation
are located in the
ontosystem.
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Table 3. Cont.

Actors, Settings or

Examples from the

Rationale and

System Operational Definition Processes Included Dataset Boundary
The biographical, . . .
identity-related, Language biography, Blhr;%?jslsliiig?ty Located within the
psychological and professional identity, ProTessic person. The
. . . . delegitimation and ; .
internalised social self-efficacy, . ; relationships through
Ontosystem . identity-related loss, . . o O
resources through self-demand, coping . . which social capital is
. . . . . linguistic self-demand, L
which experience is and perceived social . enacted remain in the
. . self-care, optimism and .
interpreted and capital. o micro- or mesosystem.
resilience.
regulated.
Career stage, Improved regulation
accumulated P’ & Adds the temporal
. . . . with experience; . .
Biographical and experience, policy . dimension across the
. 2 , perceived programme
Chronosystem socio-institutional reform, participants other systems, rather

accounts of
post-pandemic change,
continuity and exit.

Change across time.

trajectory; plans to
remain in or leave
CLIL.

than constituting a
separate setting.

PROPOSED DOWNWARD PRESSURE

reported structural conditions

S R e et

Note. The systems are used as permeable analytical locations within an adaptation informed by Bronfenbrenner
(1979, 2005), Hofstadler et al. (2021) and Jin et al. (2021). Cross-level phenomena are located according to their

principal analytical mechanism.

_~MACROSYSTEM

““EXOSYSTEM

[ ONTOSYSTE

CHRONOSYSTEM

retrospective accounts of career trajectory - policy reforms - biographical time

A

Aousbe pue seainosa. pajiodsal
S3ISNOdS3IH AHOLVSNIdNOD d3sS0doHd

initial training early career consolidation expert phase
POSSIBLE CONFIGURATIONS ACROSS ACCOUNTS
FLOUNDERING FLOURISHING
resources described as insufficient resources described as sufficient

Figure 1. Provisional tensional ecological framework for interpreting CLIL teacher wellbeing. Note.

Figure designed by the authors, drawing on Bronfenbrenner (1979, 2005), Gruber et al. (2020), and
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Jin et al. (2021). The dashed side arrows represent proposed interpretive relationships derived from
participants” accounts: perceived structural conditions may be experienced across the inner ecological
systems, while teachers described personal, relational, formative and material resources used to
manage them. Flourishing and floundering are represented as possible heuristic configurations,
rather than as observed stages, fixed states or demonstrated transitions. The figure does not establish
causal direction, sequence or temporal development. The boundaries between systems are analytical
and permeable, as defined in Section 2.2.

4.1. Macrosystem

This section primarily brings together Theme 3 (institutional conditions and work
demands) and the policy-related dimensions of Themes 6 and 8. Across participants’
accounts, limited training, recognition, time, and resources were interpreted as structural
pressures whose effects were perceived across everyday professional settings.

All participants reported a lack of specific CLIL didactic training, which they identified
as a major source of strain. Some emphasised the absence of linguistic and didactic
preparation (P2F, P4F, PSF, P9E): “ had no training in language teaching . .. Inever received
didactic or pedagogical training for teaching a subject through a foreign language ... 1
learned on the job, with my books and my own determination” (P2F). P8E described an
initially improvised approach to CLIL and later training undertaken in personal time: “At
first, I did not really know what a bilingual programme involved . ..Ilacked training ...
most courses are online, at home, in your free time.” Most participants linked this gap to
limited preparation for addressing learner diversity. In their accounts, responsibility for
professional development therefore shifted from the institution to the individual.

Participants in both groups reported shortages of human and material resources. These
included limited teaching and coordination time, insufficient support staff, such as language
assistants and, in France, Accompagnants des éleves en situation de handicap (AESH), and
a lack of bilingual textbooks adapted to primary education. Some participants interpreted
these shortages as evidence of limited institutional commitment to the programme (P2F,
P5E, P10E).

Most participants also described unfavourable structural conditions, including admin-
istrative neglect, outdated regulations, excessive bureaucracy, limited social and material
recognition, and an expansion of responsibilities related to hygiene, values education and
emotional support. This view was more pronounced among the five Andalusian participants,
all of whom referred to the Instructions of 28 November 2023 (Junta de Andalucia, 2023).
The Instructions aligned bilingual provision with the 2023 curriculum. In primary education,
Conocimiento del Medio Natural, Social y Cultural is the only compulsory non-language area
taught through the L2, while other areas depend on staffing. All five reported reductions
of two to three weekly hours in their schools, and associated them with this reorganisation.
They portrayed the bilingual programme as being in retreat and as an unfulfilled political
promise (P6E-P10E). The five French participants, by contrast, portrayed their provision as
under-resourced but historically stable (P1F-P5F).

4.2. Exosystem

At the exosystem level, Themes 3 and 6 concern institutional arrangements for training,
staffing, time, materials, and guidance, which affected participants without their direct
involvement in allocation decisions. Several participants requested more continuing educa-
tion and criticised its scarcity and limited practical focus (P1F, P2F, P6E, PS8E, P9E-P10E).
Some also requested practical classroom-based support (P2F, P6E, PI9E). Curricular guide-
lines were described as flexible, but less experienced participants sometimes experienced
this flexibility as insufficient guidance (P2F, P4F, P10E).
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4.3. Mesosystem

At the mesosystem level, Themes 4 and 5 concern the connections among colleagues,
coordinators, leadership teams, language assistants, families, and other actors through
which CLIL was organised.

Several participants described cooperation among specialist peers as effective and as a
substitute for formal training. The two participants with coordination roles (P1F and P7E)
described more negative experiences. They presented coordination as something that had to
be secured, rather than as a routine arrangement, and reported having to pursue colleagues
because meetings depended on individual initiative. They also described responsibility
for organisation, materials and programme objectives without corresponding recognition
or paid time. P7E explained: “I coordinate a team of 18 people ... you may well see us
arguing because we have not managed to find a single hour to meet on a Monday afternoon
... coordination time is missing, and it is the basis of everything ... hours are missing, and
that translates into money.” The same participant added: “The leadership team trusts me a
great deal. Let us leave it at that.” A small number of participants, nevertheless, described
reliable peer support, although this was not the dominant pattern across the corpus.

Participants also described coordination with language assistants as important. When
coordination was limited, the assistant could become an additional source of work, rather
than support (P1F, P8E).

4.4. Microsystem

At the microsystem level, Themes 5-7 bring together the direct interactions and peda-
gogical practices through which institutional and relational conditions were experienced in
everyday work.

Most participants expressed general satisfaction with the rules and day-to-day func-
tioning of their schools, and felt that the professional and psychological support available
within them was adequate.

Several Andalusian participants described an individualistic teaching culture (P6E,
P8E, P10E), in which “everyone cooks their own dish and eats it alone” (P6E). The French
participants more often reported difficulty collaborating with teachers who were not in-
volved in bilingual provision (P1F, P2F, PAF-P5F). Reports of collegial hostility and stigma
came only from Andalusian participants. P6E stated that “they treat us with enormous
hostility,” while P9E said that colleagues sometimes tried to “undermine” bilingual teachers.
PIE also reported that many non-bilingual colleagues opposed the programme, leading
her to avoid conversations in which she was repeatedly asked to justify bilingual teaching.

The language assistant was described by most participants as positive in-class support,
and greater availability was requested.

Participants in both groups reported that some families held unrealistic expectations
about the speed and effectiveness of foreign-language acquisition (P1F, P3F, P6E, PSE,
P10E). P2F and P8E also said that some families expressed distress about being unable to
support their children in English. Participants described increasing demands and pressure
on academic outcomes as sources of strain. Some Andalusian participants additionally
perceived a post-pandemic devaluation of the teaching role: “they question everything
you do” (P8E); “teaching is something anyone can do” (P6E). A small number described
broadly supportive family relationships, indicating variation across cases.

Several participants perceived post-pandemic sociocultural regression among pupils
in areas such as gender equality and respect for diversity (P2F, P3F, P4F, P6E, PSE, P9E).
They partly associated these changes with unsupervised social-media use. Some An-
dalusian participants also perceived greater emotional fragility (P6E, P9E) and declining
effort (P8E-PIE). These were teachers’ interpretations, not independently measured pupil
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characteristics. Participants in both groups described care as central to the pedagogical
relationship (P2F, P4F, P8E, P10E). Most accounts concerned general pedagogical care,
including protection from humiliation, empathetic responses to distress, and contextual
interpretations of disruptive behaviour. A more specifically compensatory use of affection
appeared in P8E’s account of work in disadvantaged schools: “I have worked in very
tough schools ... children of drug addicts ... let’s give them what they lack, which is
affection.” We therefore use compensatory pedagogy of affection tentatively for affection
directed towards perceived unmet family or institutional needs, rather than for teacher
care in general. P10E’s principle of treating pupils as she would wish her own children to
be treated and P4F’s refusal to personalise disruptive behaviour illustrate the broader care
pattern in the Andalusian and French accounts, respectively.

Four patterns were evident in participants’ descriptions of pedagogical practice. An-
dalusian participants reported predominantly instrumental reasons for joining the pro-
gramme, whereas French participants more often described intrinsic, identity-related
motivations. Andalusian participants also reported a sharper tension between language
and content teaching, following reductions in instructional time. This tension affected both
the organisation of learning and their sense of professional efficacy. Participants in both
groups described native-speaker-oriented linguistic self-demand, particularly regarding
fluency and accent. P1F noted that, although she considered her accent “passable,” she
did not sound like a native English speaker. P3F similarly contrasted a good accent with a
native accent. Classroom language practices varied independently. Approximately half
of the participants described relatively strict language separation, whereas the remainder
reported strategic L1 use or more plurilingual approaches. All participants were asked
about L1 use, but the technical labels code-switching and translanguaging were not in-
troduced systematically. The absence of these terms is therefore not treated as evidence
that the practices were absent. Participants in both groups also associated attention to
diversity with limited training, time and resources. P6E explained that, in a 50 min class
with 26 pupils, “you don’t even have 2 min per student . .. so I go home frustrated.” P2F
stated: “I ought to be using pedagogical differentiation, but honestly I don’t know how, I
have no idea.” P6E also described a change in her view of inclusion: “I used to believe in
inclusion in the mainstream classroom ... I don’t any longer . .. sometimes a specific centre
or classroom is what is best for a student.”

Six participants (P1F, P3F, PGE-PIE) referred to Al or Al-assisted digital resources in
relation to material preparation. Reported tasks included simplifying or adapting texts,
extracting key concepts or vocabulary, adjusting language level, and producing or locating
classroom materials. Tool names were not consistently reported. P8E explicitly referred
to Canva’s Al functions and described an application in which “you put in the text and it
extracts the most basic words . .. it adapts the text to my pupils’ level ... and you have it in
30 s.” The interviews did not establish frequency of use, formal institutional permission,
or a shared verification protocol. Nor did every account distinguish generative Al from
other automated tools. We therefore treat Al-assisted material adaptation as an emerging
compensatory resource, rather than a consolidated practice.

4.5. Ontosystem

At the ontosystem level, Themes 1 and 2 concern the biographical, identity-related
and psychological resources through which participants interpreted and regulated their
professional experience.

The French participants entered the profession with basic teacher preparation that they
generally described as insufficient for bilingual programmes. The Andalusian participants
emphasised a lack of preparation for bilingual teaching and described varied career paths
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before obtaining permanent posts, including geographical mobility, further qualifications,
retraining, and changes of specialism. Participants in both groups referred to influential
teacher role models with comparable affective importance. None reported prior experience
of bilingual or immersion education as a pupil.

Teacher identity also differed across accounts. In four of the five French accounts,
participants described identity as gradually shaped by early bilingualism, with language
forming an explicit component of the self. The Andalusian participants described the 1.2
as an acquired professional resource developed through experience, rather than as a foun-
dation of biographical identity. Nevertheless, most participants in both groups regarded
bilingual teaching as important to their professional identity. They associated it with cul-
tural connection and positive influence, with approaches to error and self-compassion, and
with interdisciplinary work, critical thinking, and professional collaboration.

All five Andalusian participants contributed to a broader pattern of professional
delegitimation, but only PIE explicitly reported shame-related feelings: “I am often embar-
rassed to say that I am a bilingual primary teacher.” The other accounts concerned distinct
experiences, rather than a single psychological state. These included perceived hostility and
stigma (P6E), repeated professional questioning and self-censorship (P7E), dissatisfaction
with programme conditions and policy direction (P8E), and loss of pedagogical legitimacy,
expressed as “playing a part and not really teaching” (P10E). P9E also described avoiding
conversations about bilingualism and reduced recognition of the role to being “bilingual to
celebrate Halloween.” We therefore use professional delegitimation and identity-related
loss as the broader interpretation, while reserving bilingual professional shame for P9E’s
explicit account. To varying degrees, participants associated these experiences with the
November 2023 Instructions and perceived programme retrenchment.

Most French participants described self-demand as a long-standing personal tendency
that they had learned to manage. The Andalusian participants more often described their
professional aspirations as constrained by external conditions, and referred to the 2023
Instructions when explaining this perception. Across both groups, participants described
several ways of protecting their wellbeing: drawing on experience to gain distance, low-
ering expectations, accepting personal limits, practising self-care, seeking psychological
support, reframing help-seeking as a strength, and using sport or meditation. P6E referred
to being reminded that “you are not Superwoman” and stated, “I am not embarrassed to
say that I go to a psychologist.” These strategies did not remove the reported pressures, but
they helped participants continue working under strain. They may also make perceived
institutional shortcomings less visible. We interpret some Andalusian accounts as express-
ing identity-related loss when these resources were described as insufficient in the face of
perceived programme retrenchment. Among the French participants, some described a
wish to change country (P1F) or to leave the programme when they no longer had sufficient
energy (P2F, P5F).

The groups differed more clearly in how participants described their psychological
resources than in the relational resources available to them. The French participants gener-
ally portrayed self-efficacy, optimism, hope and resilience as relatively stable, whereas the
Andalusian participants described them as less stable, and associated this perception with
administrative abandonment and the perceived weakening of the programme. Relational
resources were expressed through the peer, family and classroom networks discussed at the
micro- and mesosystem levels; when internalised as available support, they also formed
part of participants’ social capital.
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4.6. Chronosystem

At the chronosystem level, Theme 8 and the temporal dimensions of Themes 1 and
2 capture changes in professional identity, self-regulation, commitment and possible exit
across participants’ careers. The chronosystem also adds a temporal dimension to the other
systems by locating accounts of continuity, inertia and possible departure. Participants
in both groups reported improved self-regulation with experience, but gave different
reasons for remaining. French participants more often emphasised commitment to the
programme and institution despite limited resources. Andalusian participants emphasised
pupils’ learning (P8E), classroom relationships (P7E, P9E), and satisfaction with longer-term
outcomes (P6E, P10E). Exit intentions were not universal, and several participants described
continued commitment without plans to leave the programme, profession or country.
Where exit was discussed, French participants considered broader changes, including
moving country (P1F) or profession (P2F, P5F). Andalusian participants referred to leaving
the bilingual programme (P6E, P8E, P10E); P8E had already applied through a competitive
process to do so.

5. Discussion

This study addresses a gap identified in the literature reviewed: limited empirical
evidence on primary CLIL teacher wellbeing in France and Spain (Azaoui et al., 2025;
Pérez Canado, 2016; Talbot et al., 2021). The closest international study identified was
Gruber et al.’s (2020) research in Austria, which described tensions between autonomy and
institutional abandonment. We found no study comparing how such processes were de-
scribed in the two settings examined here. Our findings support a context-bound ecological
interpretation of how the interviewed teachers related institutional conditions to relational,
pedagogical and personal resources. Figure 1 organises these reported relationships as a
provisional heuristic, not as an empirically established sequence. Because the eight themes
in Table 3 cross ecological levels, Section 5 examines their interrelations rather than treating
each theme or system separately.

All participants reported limited CLIL-specific didactic training and shortages of
human or material resources. These accounts are consistent with earlier research (Coyle
et al., 2010; Gruber et al., 2020; Lépez Herndndez, 2021; Pons Segui, 2020; Porcedda &
Gonzélez Martinez, 2020). Participants linked the perceived gaps to everyday self-training
and material preparation, rather than describing them only at policy level. We interpret
voluntary self-training, often completed online and outside working hours, as a possible
compensatory response. It may reduce immediate demands while making institutional
gaps less visible, although this relationship requires further investigation. Moate (2011)
found that teaching through a foreign language can carry a wellbeing cost even when
teachers find it rewarding. This observation is consistent with our data and supports
further attention to specific initial and continuing training.

Six participants described Al or Al-assisted tools as reducing material-preparation
demands, chiefly through text simplification, linguistic adaptation and resource production.
We retain this pattern because it recurred across accounts and connected perceived resource
gaps with teachers’ compensatory practices, not merely because it may be novel. The tools,
frequency of use, and verification procedures were incompletely specified, and the data
do not support treating every resource as generative Al. The evidence therefore concerns
immediate workload relief; possible longer-term institutional substitution is an authorial
question for future research, rather than a participant-reported outcome.

Participants in both groups reported gaps in training and resources, but interpreted
programme trajectories differently. French participants described bilingual provision as
under-resourced yet stable. This is broadly consistent with Azaoui et al. (2025) and TALIS

https:/ /doi.org/10.3390/educscil6081250


https://doi.org/10.3390/educsci16081250

Educ. Sci. 2026, 16, 1250

17 of 24

data (OECD, 2025), which describe stable employment alongside increasing symbolic
and organisational demands in France. Andalusian participants portrayed provision as
being in retreat and as an “unfulfilled political promise,” associating this trajectory with
the November 2023 Instructions. Within this small sample, the difference suggests that
wellbeing may relate not only to perceived institutional support, but also to participants’
interpretations of programme change over time. The accounts further suggest that the job
satisfaction reported for Spanish teachers overall (MEFPD, 2025) can coexist with malaise
among teachers who perceive local policy changes as detrimental. Because school timetables
were not independently compared before and after the Instructions, these associations
remain retrospective interpretations, rather than demonstrated effects.

Findings at the micro- and mesosystem levels are consistent with earlier obser-
vations that CLIL programmes often depend on individual effort (Pons Segui, 2020;
Porcedda & Gonzalez Martinez, 2020). The two participants with coordination re-
sponsibilities (P1F and P7E) reported greater strain and described coordination as
something that had to be secured, rather than as a routine arrangement. This is an
exploratory observation based on two cases. It illustrates a gap between institutional
support for collaboration and the recognised, remunerated time available for it (Pérez
Cafiado, 2012). Reports of collegial hostility from Andalusian participants add further
context to the relational pressures described by Gruber et al. (2020). In these accounts,
delegitimation was attributed not only to public opinion and families but also to col-
leagues who were not involved in bilingual provision.The material does not support
treating stigma, self-censorship, policy disappointment and shame as identical states.
Explicit bilingual professional shame was confined to P9E. Across the five Andalusian
accounts, the broader convergence concerned professional delegitimation and identity-
related loss. This interpretation is consistent with the professional-identity tensions
discussed by Smajla (2021).

Participants’ reports of family pressure and expectations were consistent with Gruber et al.
(2020), and several participants described perceived post-pandemic changes as an additional
source of strain. Perceived emotional fragility among some pupils placed further pressure on
the relational dimension, which is especially important in primary education because teachers
spend extended time with the same group (Spilt et al., 2011). Participants in both groups
described pedagogical care. Explicitly compensatory affection was clearest in P8E’s account of
responding to perceived unmet family needs, with related vulnerability-oriented care in P4F
and P10E. We therefore use compensatory pedagogy of affection tentatively, and distinguish it
from teacher care more generally. This interpretation is consistent with Noddings’s ethics of care
(Noddings, 1984, 2003) and Hochschild’s account of emotional labour (Hochschild, 1983/2012).
Affection directed towards needs perceived beyond the classroom may provide meaning and
relational protection while also increasing emotional labour. Margolis et al.’s (2014) warning
that individual resilience can benefit institutions at the teacher’s expense is relevant to this dual
role, but the present sample does not support a gender interpretation.

A further contrast concerned professional identity. French participants more often
described an identity developed through early bilingual experience, with language forming
part of their biographical sense of self. Andalusian participants described the L2 more
often as a professional resource acquired through training and experience. This contrast
relates to Ryff’s (1989) dimensions of purpose and personal growth. In the French accounts,
language was linked to self-acceptance and autonomy. In the Andalusian accounts, it was
described more instrumentally and alongside greater emotional vulnerability associated
with perceived administrative retrenchment. This interpretation is consistent with the
deficit-based view that Smajla (2021) identifies as a possible source of professional-identity
tension in CLIL.
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Accounts from both groups indicated native-speaker-oriented linguistic self-demand
rather than a shared ideology of monolingual purism. Several participants treated native-
like fluency or accent as a reference point, while classroom practices ranged from language
separation to strategic L1 use and translanguaging. Because the interview guide asked
about L1 use but did not systematically name technical practices, non-mention cannot be
treated as evidence of non-use. The reported self-demand is compatible with Holliday’s
(2006, 2015) account of native-speakerism, which places the idealised native speaker at
the top of an implicit linguistic hierarchy. We use this as a cautious interpretive lens, not
as evidence of a shared ideology. The accounts also contrast with integrated plurilingual
frameworks (Coyle et al., 2010; Garcia & Wei, 2014). Limited CLIL-specific preparation may
intensify linguistic insecurity and the identity demands experienced by non-native CLIL
teachers (Mercer & Kostoulas, 2018).

Participants described a broadly similar set of self-care strategies, consistent with
Hofstadler et al. (2021), Jin et al.’s (2021) ontosystem, Ruiz-Cecilia et al. (2025), and the
PERMA model (Seligman, 2011) as adapted by Mercer and Gregersen (2020). This pattern
also aligns with research that treats teacher resilience as a dynamic process shaped by
interactions among person, context and time, rather than as a stable trait (Beltman et al.,
2011; Mansfield et al., 2016). Such a processual account is consistent with the provisional
framework. Within this sample, differences in how French and Andalusian participants
explained self-demand suggest that interpretations of the policy context may shape the
experience of professional effort. Some Andalusian accounts combined perceived limits
to these strategies with identity-related loss, including explicit embarrassment in P9E and
role banalisation or the sense of “playing a part” in P10E. These accounts suggest strain
extending beyond workload, but did not indicate a uniform response across participants.

5.1. A Provisional Tensional Ecological Framework for CLIL Teacher Wellbeing

By integrating the themes with the adapted ecological classification, we offer a pro-
visional, context-specific framework for interpreting the relationships described in the
interviews (Figure 1). Tensional refers to the coexistence of pressures perceived as structural
and the personal, relational, formative and material resources through which participants
sought to manage them. Their accounts suggest that macrosystemic and exosystemic
conditions may be experienced in immediate professional settings, while ontosystemic
resources and micro- and mesosystemic relationships may buffer or intensify perceived
effects. Flourishing and floundering are treated as heuristic configurations, not as observed
stages, fixed states or demonstrated transitions. The cross-sectional design cannot establish
direction, sequence or temporal development.

The framework was developed through an abductive process between data and theory.
Provisional themes were first constructed through open, predominantly semantic coding.
Bronfenbrenner’s (1979, 2005) ecological architecture, Jin et al.’s (2021) ontosystem, and
Gruber et al.’s (2020) flourishing /floundering distinction were then used to interpret rela-
tionships among them. The resulting context-bound hypothesis is that teachers” accounts
can be read as negotiations between conditions perceived as structural and resources lo-
cated across ecological levels. Within this interpretation, the ontosystem comprises the
biographical, identity-related and psychological resources through which professional
experience is interpreted.

The framework can also be compared with the Job Demands—Resources model (Bakker
& Demerouti, 2017; Demerouti et al., 2001). JD-R focuses primarily on organisational de-
mands and resources, whereas the present framework locates reported demands and
resources across a multilevel ecology and includes an identity-narrative dimension rel-
evant to language teachers (Mercer & Kostoulas, 2018). It is intended as a heuristic for
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future longitudinal and mixed-method research, not as a validated explanatory model. Its
value lies in organising questions about how pressures are perceived across levels, which
resources may buffer or intensify them, and when accounts of flourishing or floundering
may emerge.

5.2. Implications for Educational Policy and Teacher Training

Participants’ accounts identify several areas for institutional review, consistent with
Azaoui et al. (2025), Gruber et al. (2020), MEFPD (2025), and OECD (2025). We distinguish
between priorities emerging directly from reported needs and possible interventions whose
effects require policy evaluation.

Participants consistently identified four areas for institutional review. First, they
reported limited access to practical initial and continuing training for primary CLIL,
including pedagogical, linguistic, diversity-related and context-sensitive plurilingual
support. Second, they described insufficient time and recognition for bilingual coor-
dination. Third, they reported shortages of materials adapted to primary education.
Fourth, Andalusian participants called for review of the implementation and perceived
consequences of the Instructions of 28 November 2023 (Junta de Andalucia, 2023). Con-
sultation with bilingual teachers could form part of such a review. Future programme
evaluations might also examine wellbeing and intentions to leave alongside linguistic
outcomes. These priorities arise from participants” accounts; the present study did not
test the effects of specific interventions.

Several possible interventions are consistent with the findings and previous research,
although each requires evaluation. Sustained mentoring could include protected time and
incentives, following Naghieh et al.’s (2015) principle of intervening for teachers, rather
than only in teachers. Institutions could also evaluate guidance for selecting, verifying
and using Al-assisted materials pedagogically, given the absence of shared protocols in
the interviews. Professional learning communities may support peer exchange and shared
material development (Owen, 2016; Soini et al., 2010). In France, policy evaluation could
examine the heterogeneity of designations and the absence of unified national guidelines
for primary education (Azaoui et al., 2025). Transnational networks could likewise be
evaluated as a means of sharing resources and practices. Their effects on teacher wellbeing
and programme outcomes remain hypotheses for policy evaluation.

5.3. Limitations and Future Research

The study has several limitations. First, the purposively selected sample supported
exploratory theme construction, but cannot represent either policy system comprehensively
or establish the prevalence of the patterns identified. The comparative patterns and provi-
sional framework require examination across more diverse participants, schools and sites.
Second, the subsamples differed in training profile and gender composition: the French
subsample was mixed, whereas the Andalusian subsample was exclusively female. Gender
cannot therefore be separated from national or school context, and no gender interpretation
is advanced. Third, the geographical scope, confined to Montpellier, Lille and Andalusia,
does not capture the territorial heterogeneity of either country. Fourth, the cross-sectional
design prevents analysis of changes in wellbeing over time. Fifth, recruitment through
professional practicum contacts may have increased social desirability bias, while the
team’s familiarity with CLIL may have shaped interpretation. These relationships and the
corresponding reflexive safeguards are detailed in Section 3.5.

These limitations suggest several directions for future research. Longitudinal studies
could examine whether the relationships proposed in the provisional framework recur and
how they develop over time. Mixed-methods designs combining qualitative analysis with
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validated quantitative instruments, such as the Copenhagen Burnout Inventory, WHO-5
or PERMA measures, would also be valuable. Research could extend to other Spanish
autonomous communities, French and Francophone regions, and European systems with
contrasting CLIL developments. Further work should also examine the types, frequency,
verification and institutional governance of Al-assisted material adaptation.

6. Conclusions

In response to the research question, the ten teachers associated their wellbeing with
the balance between perceived institutional and pedagogical demands and personal, re-
lational, formative and material resources. Their accounts converged around gaps in
CLIL-specific training, time, coordination and adapted materials, but differed in interpre-
tations of programme stability and policy change. Participants also described personal,
relational and pedagogical ways of sustaining their work. The provisional tensional ecolog-
ical framework organises these reported relationships as a context-specific heuristic, not
as a validated explanatory theory or causal pathway. The analysis tentatively develops a
compensatory pedagogy of affection and a broader pattern of professional delegitimation
and identity-related loss. Explicit bilingual professional shame occurred in one account.
Native-speaker-oriented linguistic self-demand and Al-assisted material adaptation across
six accounts are differently supported observations, rather than equivalent constructs.
These findings identify areas for institutional review and hypotheses for longitudinal and
mixed-method research with more diverse participants and settings.
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