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Abstract

Purpose – In this study, the authors explore teachers’ experiences of work during the pandemic using the
analytic lens of technostress. More specifically, the authors investigate how the sudden transition to distance
education induces technostress among teachers in relation to their teaching practice.
Design/methodology/approach – The data gathering method constitutes a questionnaire that explores
how teachers’ work situation was affected by shifting to distance education. 286 Swedish teachers answered
the open-ended questionnaire.
Findings – The results demonstrate how technostress creators, technostress strains and teachers’ coping
strategies are expressed in teaching practice during an extreme case of digitalization.
Originality/value –The authors contribute to thework on technostress by suggesting the theoretical concept
of “technorest” to shed light on alternative effects of the digitalization of work practice. Furthermore, the
authors give examples of technorest creators which the authors term “techno-shields” and “techno-security”.
The results could be interesting to enhance the understanding of the digitalization of work practices and
cultivate a more favorable work situation.
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1. Introduction
The COVID-19 crisis turned our daily and professional lives upside down, with the
requirements for organizations to transition operations to enable remote work (e.g. Karanika-
Murray and Ipsen, 2022; Nosratzadeh and Edrisi, 2022; Panteli et al., 2022; Reineholm et al.,
2022;Waizenegger et al., 2020). Education constituted no exception and in light of the pandemic,
students, teachers and school leaders around theworld were directed to distance education and
teaching practice which refers to classroom teaching and related duties (Willermark, 2018) was
heavily disrupted (Carlsson et al., 2022; Carpenter et al., 2020; Kaden, 2020). Thus, although the
digitalization of education has been ongoing for the last decades, the pandemic caused an
extreme case of digitalization. Currently, there is an abundance of research that deals with
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education during the pandemic from different perspectives and contexts (e.g. Carpenter et al.,
2020; Hartshorne et al., 2020; Kaden, 2020; Leithwood et al., 2020). Several studies reveal
challenges, such as creating content for online spaces, learning new delivery tools and
becoming familiarwith online pedagogy (Hartshorne et al., 2020). Studies also report difficulties
caused by insufficient technological and pedagogical support at the local school as well as a
lack of competence and experience in the daily use of digital technology (Dong, 2020; Whalen,
2020). It has been suggested that the integration of technology in teachingmay become a focus
of tension and anxiety among teachers, causing fragmentation and stress (Penado Abilleira
et al., 2021; €Ozg€ur, 2020). Stress related to the use of technology in the workplace is often
described as technostress (Ayyagari et al., 2011). Previous research on technostress points out
stressors related to the use of technology as information overload (Tarafdar et al., 2007), work
overload (Ayyagari et al., 2011) and blurred boundaries between private and professional life
(Tarafdar et al., 2007). In the context of education, the incorporation of technologymay become
a focus of stress and anxiety among teachers, influencing their daily lives, both professional
and private (Fern�andez-Batanero et al., 2022). These situations can create negative stressors
among the teachers and affect their work environment and health (Fern�andez-Batanero et al.,
2021). In this study, we explore teachers’ experiences of work during the pandemic using the
analytic lens of technostress. We ask the following research question:

RQ1. How does the sudden transition to distance education induce technostress among
teachers in relation to their teaching practice?

The remaining part of this article will be structured as follows. First, a presentation of related
research on work during the pandemic will be provided. Next, we present our theoretical
perspective of technostress. After that, we present ourmethodology, including the context for
data production, data collection, data analysis and ethics. Thereafter we present our results
followed by a discussion and conclusions.

2. Related work
Due to the pandemic, the number of people working from home increased drastically in various
professions. In a report, Eurofound (2020) investigated people’s living and working conditions
during the pandemic by collecting data across the European Union. The results show that many
employees report a positive experience. Still, employees who worked from homemore frequently
report working in their free time they more often reported feeling isolated. Similarly, Ipsen et al.
(2021) explored European knowledge workers’ experiences of working from home during the
early weeks of the pandemic. The study mapped the most important advantages and
disadvantages of working from home. The results showed that most people stated a more
positive rather than negative experience of working from home, with the main advantages of
work–life balance, improved work efficiency and greater work control. The main disadvantages
reported included home office constraints, work uncertainties and inadequate tools.

Additionally, researchers have explored education during the pandemic, from students’
(Gonzalez et al., 2020; Loeb and Windsor, 2020), school leaders’ (Azor�ın et al., 2020;
Leithwood et al., 2020; Pollock, 2020) and teachers’ perspective (e.g. Kaden, 2020; Klapproth
et al., 2020). In this study, we focus on teachers’ experiences. For example, Kaden (2020)
used a single case study to explore the transition for a teacher in a primary school in the US
and illustrates how the transition to distance learning brings an increased workload for the
teacher. Through a cross-sectional survey in Germany where 380 teachers from different
school forms participated, Klapproth et al. (2020) explores the level of stress that teachers
perceived during the transition to distance education. The results show that teachers
experienced medium to high levels of stress. The vast majority reported technical barriers,
yet most of the teachers felt capable to cope with the stress. Whalen (2020) studied teachers’
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experiences during the transition to distance education via a survey that received 325
responses from K-12 educators. The results show an important variation in teachers’
readiness to use technology to teach distance education. Teachers who frequently used
technology in their daily teaching practice reported an easier transition. Some studies shed
light on teachers’ experiences in a Swedish context. For example, Olofsson et al. (2021)
used interviews to explore the experience of Swedish upper secondary schools during the
first six months of distance education during the pandemic. The results showed how
distance education functioned as a positive catalyst for teachers’ digital competence and
their schools’ digitalization. Besides, teachers experienced decreased workloads.
Willermark and Gellerstedt (2022) explored secondary teachers’ experiences of distance
education via a survey with 1,109 respondents from 15 high schools in Sweden. The results
show distinct differences in teachers’ perceptions of how teaching has worked and present
four ideal types: 1) the enthusiast, 2) the skeptic, 3) the pessimist and 4) the affirmative, to
capture the essence of teachers’ multifaceted experiences, of the transition to distance
education. The study illustrates how different teachers perceived the extreme form of
digitalization that the pandemic entailed in their work practices. In this paper, we explore
teachers’ different experiences from the transition to distance education via the theoretical
lens of technostress.

3. Theoretical perspective
It has long been discussed in research that digital technologies can induce technostress.
The research field of technostress investigates how and why the use of technology causes
various demands on the individual (Tarafdar et al., 2007). Stress exemplifies the state of
imbalance experienced by an individual between the demands of a certain situation and the
individual’s capability to meet them (Tarafdar et al., 2007). That is stress that is created using
technologies and experienced by the individual user (Ragu-Nathan et al., 2008; Tarafdar et al.,
2007). Recent research does not view technostress as an isolated phenomenon created merely
by the technology, but as a reaction that is created in the interaction between the user and the
technology (Ayyagari et al., 2011; Salo et al., 2019). Furthermore, researchers point out that
stress in itself is neutral, it is when it is experienced by an individual and interpreted by the
individual that the stress gains value (Gimpel and Schmied, 2019; Salo et al., 2019). That is, the
emergence of technostress depends on the individual users’ experiences, capabilities,
evaluations and the type of technology being used in what context (Gimpel and Schmied,
2019). Traditionally researchers have assumed that stress is negative, but recent research
encourages future research to go beyond that assumption and look at positive stressors
(Califf et al., 2020). In addition, research has emphasized that stressors at work can be viewed
as challenge stressors and hindrance stressors (Podsakoff et al., 2007), that is both negative
and positive sides of technostress. Challenge stressors are experienced by the individual as
positive (Tarafdar et al., 2019) and related to accomplishing workplace tasks and are
evaluated and experienced by the individual as valuable (Cavanaugh et al., 2000; Podsakoff
et al., 2007). Hindrance stressors are linked to pressures and anxieties at work induced by the
use of technology and are consequently experienced as harmful and negative by the
individual (Hargrove, 2013). Challenges and hindrances related to technostress were studied
by Califf et al. (2020) who investigated how healthcare workers experienced psychological
stress induced by the implementation of technology in healthcare. Their results emphasize
that the challenge stressors have a positive effect on the nurse’s job satisfaction andwere also
related to the level of involvement in the technology implementation. Similarly, individuals
who experienced negative stress, that is hindrance stressors felt less satisfied with their job
situation. Benlian (2020) study on challenges and hindrance stressors emphasizes that the
experiences of negative or positive technostress should not be considered as consistent. That
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is, one person can have different experiences from one day to another. Consequently,
the authors highlight the importance of viewing challenge and hindrance stressors as
interconnected rather than as separate and distinct phenomena.

3.1 Technostress creators
In the present study, we use the established set of techno stressors that researchers have used
for the organizational context. Several frameworks have been developed to illustrate the
techno stressors and strains deriving from technology use. Ayyagari et al. (2011) created a
technostress framework containing the main concepts of stress, that is stressors and strains
based on the technical characteristics. Following this framework, a user’s perception of
features and attributes of digital technology (technology characteristics) can lead to
stress-creating stimuli which again create responses and outcomes for the user (strains)
(Ayyagari et al., 2011; Salo et al., 2019). Techno stressors that are often used to explain
technology stressors are; 1) techno-overload, 2) techno-invasion, 3) techno-complexity, 4)
techno-uncertainty and 5) techno-insecurity (Ragu-Nathan et al., 2008; Singh et al., 2022;
Tarafdar et al., 2007, 2011). Techno-overload refers to the requirement to work faster and
longer hours due to technology-related demands. Techno-invasion concern constant
connectivity which brings blurred lines between work and private life. Techno-complexity
means that a person has difficulty understanding a certain chore or situation.
Techno-uncertainty refers to situations characterized by ambiguous expectations or
outcomes. Techno-insecurity can be expressed by employees feeling threatened of losing
their jobs due to due automation or because of insufficient technological skills (Rohwer et al.,
2022). Therefore, techno stressors contribute to strains and negative or positive effects,
including lack of productivity and organizational commitment (Sarabadani et al., 2018) poor
well-being, exhaustion, lack of productivity, decreased organizational commitment and
burnout (Maier et al., 2015; Ragu-Nathan et al., 2008; Tarafdar et al., 2007), or motivation,
positive effects on self-esteem and professional identity (Califf et al., 2020) (See Figure 1).

3.2 Coping strategies for dealing with technostress
Researchers have also investigated the outcomes of technostress in the form of individuals’
coping strategies. Two main categories have evolved, emotion-focused strategies and
problem-focused strategies. Monat and Lazarus (1991), emphasize that problem-focused
coping refers to the improvement efforts toward the troubled individual employee and work
context relationship. For example, the employees experiencing technostress can seek
information about what to do, hold back from impulsive and premature actions and confront
the person or persons responsible for their difficulty. Emotion-focused coping refers to
thoughts or actions to relieve the emotional impact of stress. Such strategies of coping do not
alter the threatening or damaging conditions, but they can make the person feel better.
Examples are avoiding thinking about the trouble, denying that anything is wrong,
distancing or detaching oneself as in joking about what makes one feel distressed or taking
tranquilizers as an attempt to relax. In a recent review of research, Rohwer et al. (2022) explore
research on how to prevent and cope with work-related technostress. They investigate a total
of 62 studies published between 2008 and 2021. In the review, the authorsmap environmental
resources together with personal resources and problem- and emotion-focused coping
strategies to reduce work-related technostress. They conclude both behavioral and structural
prevention measures are needed to overcome work-related technostress in practice.
Furthermore, it is argued that employees and managers should be supported in
developing useful coping strategies to handle work-related technostress. They argue that
future research needs to focus more on preventing and coping with technostress and
examining its positive effects (Rohwer et al., 2022).
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3.3 Teachers and technostress
Internationally, researchers have problematized technostress within various professional
groups (Çoklar et al., 2017; La Torre et al., 2019; Tarafdar et al., 2019). Khlaif et al. (2022)
describe technostress in a school context as the stress, pressure, or discomfort that a teacher
experiences when he/she uses new technology in the form of hardware and software in the
teaching and learning process. Furthermore, Penado Abilleira et al. (2021)explored
technostress among university teachers in light of the pandemic. Results show that female
teachers who are older and have more years of experience suffered the most from negative
technostress. €Ozg€ur (2020) studied technostress among high school teachers. The result
shows that both school support and teachers’ technological-pedagogical content knowledge
(TPACK) (Mishra and Koehler, 2006) experienced a lower level of technostress. However,
there was no statistically significant connection between teachers’ gender and technostress
levels. Aktan and Toraman (2022) investigated teachers’ technostress in connection to the

Figure 1.
Theoretical framework
summarizing previous
work of Ayyagary
et al.’s (2011), Monat
and Lazarus (1991) and
Tarafdar et al.’s (2007)
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pandemic. They show that the intensification of technology usage during distance education
negatively affected teachers’ life, performance and workload. Furthermore, in a recent
literature review, Fern�andez-Batanero et al. (2021) explored technostress in the education
context. The findings display that teachers present high levels of anxiety or stress due to
technology usage in the classroom and stress the need for research that investigates
strategies to prevent the emergence of anxiety and stress. One step in that direction is to
explore the exact stressors that teachers face. Thus, while other studies have observed that
teachers experienced technostress (Fern�andez-Batanero et al., 2021) our study sets out to
investigate when and how technostress is triggered.

4. Method
4.1 Context for research
This study is carried out in the context of four Swedish high schools. In March 2020, the
Swedish government announced that high schools and universities would be run exclusively at
a distance. On 29 May 2020, the Minister of Education announced that as of 15 June 2020, the
schools would reopen to close again but these were then closed again in December 2020 due to
the increased spread of infection.This study explores teachers’ experiences from the first period
of distance education (Mars – June 2020). The Swedish education system is one of the most
digitalized in the EuropeanUnion and theGovernment has implemented a national strategy for
the digitalization of the school sector indicating that Sweden should be world-leading in using
the opportunities with digital technologies. Most schools have so-called 1:1, i.e. one computer
(or tablet) per student (European Commission 2020). In this study, the school administrators at
the participating schools made a recommendation for teachers to continue working from their
usual workplace during the initial two weeks of distance education. This allowed them to seek
support from their school leaders and colleagues.

4.2 Data collection
The data collectionwas carried out to explore teachers’ experiences fromquickly switching to
distance education. The data selection was based on obtaining a representation of both
theoretical and practical programs (i.e. higher education preparatory program and vocational
program). Thus, the sample can be described as strategic (Bryman, 2015). A qualitative
teacher survey was distributed to all teachers working in the four schools, at the school’s
initiative. The survey was distributed to a total of 408 teachers, based on the municipality’s
information on active teachers. The list includes teachers who were on sick leave or other
leave and could include staff who recently quit and who have not yet been removed from the
system. This means that the survey is distributed to a wider group of teachers than the target
group (i.e. teachers who worked at one of the four schools during distance education), which
could affect the response rate negatively. Yet, the requirements for participation were
specified in the survey letter. A reminder was sent specifically to 136 teachers who had not
clicked on the link a few days after the distribution. A total of 303 began to answer the survey
and of these 286 completed the survey. The survey was designed with free-text answers to
provide an open and nuanced exploration of teachers’ experiences, without anticipating the
answers. In a recently published article, the first author explored teachers’ interaction with
students during distanced education (Willermark, 2021). As for this study, we explored how
teachers perceived technostress by exploring how they perceived that their motivation for
work has been affected (Califf et al., 2020) since the transition to distance education, through
open-ended response types. The question was formulated as: “How has the transition to
distance education affected your motivation for teaching and other assignments?” In this
way, we could focus on how the intensified digitalization of teaching practice created

Disruptive
teaching
practices

333



technostress among teachers and describe their work situation in their own words without
relating to predetermined categories.

4.3 Data analysis
As for this particular study, the teacher’s responses to the questionnaires were abductively
analyzed (Bryman, 2012). First, the analysis focused on teachers’ perspectives from the lens of
technostress and whether teachers’ experiences had the character of challenged strains or
hindrance strains. Thus, excerpts that related to accomplishing teaching-related tasks and
that were evaluated and experienced as valuable were categorized as challenge strains. It
could include increased motivation, strengthened professional identity and increased
competencies. For example, “I have worked harder but the results are worse” or “I feel
isolated, stressed and tiered”. Excerpts linked to anxieties induced using technology and that
are experienced as harmful and negative by the teacher were categorized as hindrance
strains. It could include negative experiences of anxiety, screen fatigue and burnout. For
example, “It is a valuable experience” or “I have learned a lot” or “I have identified a lot of new
possibilities”. Most of the answers ended up in one of the two categories, but somewere of the
kind that parts of the answer were categorized as challenge strains while other parts were
categorized as hindrance strains. Then, the answers in the two categories were re-analyzed
through an open coding procedure (Schreier, 2013), which gave rise to subcategories that
capture the nature of the challenge and hindrance strains based on teachers’ free-text
answers. All answers were read, analyzed and categorized. In practical terms, the analysis
was carried out in the MAXQDA software program developed to support qualitative and
mixed methods research. The tool was chosen to support systematically organizing,
evaluating and interpreting the data and to enable visualization of the code distribution of
data. The analysis was carried out by the first author. In the results section, the quotes are
coded with R (5respondent) and the unique ID (number) of the teacher behind the quote.

4.4 Ethics
In this study, the research ethical principles for humanistic and social science research from the
Swedish Research Council have been applied. It includes four principles 1) the information
requirement, 2) the consent requirement, 3) the confidentiality requirement and 4) the use
requirement. Thus, participants were informed of the purpose of the study and that it is
voluntary to participate. Anonymization has been applied to avoid revealing the identity of the
participants and thematerial has not been used for commercial or other non-scientific purposes.
The handling of the data followed the ethical guidelines of scientific research and the guideline
set by the Ethical Review Authority to minimize harm to the individuals taking part.

5. Results
When teachers report how their motivation for work has been affected, there is a large spread
in the data. Some state thatmotivation has hardly been affected at all, while others experience
that the foundation for their incentives has changed radically. Some teachers feel isolated and
how the teaching profession has suddenly become a lonely job. Furthermore, many teachers
experience that they are inferior teachers in distance education who cannot use their entire
professional repertoire. At the same time, other teachers describe how they have been
strengthened in their teaching and some describe that they prefer distance education and that
they have had the opportunity to apply their techno-pedagogical knowledge into practice. A
total of 144 excerpts are categorized as hindrance strains, while 175 excerpts are categorized
as challenge strains (see Table 1) which is elaborated on below and illustrated in Figure 2.
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5.1 Hindrance strains
Teachers express despair, frustration and powerlessness in the new situation. In some cases,
distance education is described as turning a hand, from appreciating and finding great
meaning in their work to doing one’s duty, which can be illustrated by; “I have worked because
I must. Usually, I work because it’s fun” (R127) or “There has been no room to look for
motivation!//Teaching via a screen offers very little stimulus, so the work is becoming
boring” (R26).

5.1.1 Facing an overwhelming work situation. Recurring is an overwhelming work
situation where harder work is not enough to handle the new situation. Teachers describe
how they struggle with stress, working overtime and still cannot compensate for the negative
effects of distance education. Teachers in different ways express an overwhelming situation
where they are insufficient and out of control as illustrated by; ” It has been constant stress,
where you never really felt in phase . . .” (R168) or “I have felt stressed and inadequate as a
teacher with an incredibly large workload. There is lacking legal certainty concerning students’
exams and how we deal with cheating” (R194).

5.1.2 Lacking social interaction. Difficulties related to social interaction with students and
colleagues are a decisive factor for mistrust, as illustrated by “I experience frustration
concerning not meeting students physically and being tied to the computer all the time” (R103) or
“I feel that the teaching profession has become lonely. I miss the social parts both with students
and with colleagues. I did not become a teacher to talk to a computer all day long” (R41) and
“Something that I think that I share with others is that I feel drained of energy. The joy of work
lives in the social interaction” (R51). In some cases, teachers go further and describe how they
feel disconnected from their teaching profession and losing their professional identity in
favor of some new and diffuse role, as illustrated by: “I miss tutoring. This is what the teachers’

Teachers’
Technostress

Hindrance 
strains

Facing an 
overwhelming 

situa on 

Lacking social 
interac on 

Screen fa gue

Challenges 
strains

New mindset 
and approaches

Iden fying 
las ng values 

Source(s): Author’s own creation

Technostress during COVID-19
Type Number

Hindrance strains 144
Challenges strains 175
Total 319

Source(s): Author’s own creation

Figure 2.
Overview of data

categorization

Table 1.
Overview of data

categorization and the
number of excerpts
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vital force is, this is where we teachers get energy and joy, in themeeting with the students.Work
has become boring, and my job becomes like a support function at a large company. I have
responded to a lot of messages from students and colleagues, but I have not taught as I usually
do. My life has become more boring, and I have become fatter” (R54) and “In terms of teaching,
it [distance education] has meant a spiritual death as the interaction with the students becomes
very limited and poor” (R225).

5.1.3 Screen fatigue. The teacher describes how many hours in front of the screen create
physical problems with headaches, dry eyes and pain in the neck and shoulders. Besides,
distance education has meant an inactive lifestyle where hour after hour is spent in front of
the screen. The problems create a difficult work situation and partly a feeling of hopelessness,
which is illustrated by: “This situation of sitting still in front of a computer has made me very
brain tired and exhausted” (R201) or “There is a lot of time in front of the screen which becomes
tiring for eyes, ears, and head” (R132).

5.2 Challenge strains
Teachers express how the new and demanding situation has challenged them to develop both
mindsets, attitudes andmethods to meet the new situation and that they have developed new
professional skills. Feeling that they have managed the situation has meant a sense of pride
and induced new energy into the work. Teachers describe how they have searched for
constructive ways of coping with the new situation.

5.2.1 New mindset and approaches. Teachers reveal how the pandemic in some sense
became an alibi for breaking new ground and trying new things without knowing the result,
as illustrated by: “It has been fun to try something new without having to be an expert at it”
(R100) or “I have had to re-think and try out new things. It keepsme onmy toes” (R185) or “Now I
dare to take on new pedagogical approaches, which I have hardly dared to imagine
before” (R113).

Teachers also express an increased self-efficacy and increased self-confidence for coping
with the unexpected situation, as illustrated by: “I think it was exciting to be ‘forced’ to change.
I can handle more than I think! (R67) or “It is nice to discover that it has worked out so well”
(R46). Furthermore, the radical form of digitalization of teaching practice has meant a closer
link to students’ (digital) everyday life as illustrated by: “I think we modernized our methods
when we had to rethink our approaches and had to let go of some routines and methods. We
have received a refreshing didactic think tank.” (R231). Similarly, experience is expressed by
another teacher, who also highlights the importance of both embracing and critical reflection
upon the experience with distance education as illustrated by;

It felt as if the school took a giant step into the digital world as we were forced to rethink and expand
our idea of how teaching can be conducted. In away, wemay have come closer to the students’ digital
everyday life, and we have an enormous ability within us to adjust to new situations when we must!
We have been forced into digitalization. In the end, it was not so dangerous, rather interesting, fun,
and contained much more possibilities. At the same time, I think it is important to STOP and reflect
and not just keep going. (R138).

Several respondents also describe a process of feeling anxious to find constructive solutions
and being strengthened by coping with the challenging task. A teacher describes the initial
experience in terms of an identity crisis, which is illustrated by: In the beginning, it was almost
like an identity crisis, I did not know who I was as a teacher [in the new situation] and then the
motivation dropped. But as we got more students on the track and their digital skills increased,
we were able to vary the teaching more and then the motivation increased” (R53). Teachers
describe how the motivation came from discovering that they make distance education, yet
often at the expense of increased workload, especially initially.
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5.2.2 Identifying lasting values. Respondents explained how they discover methods and
approaches in the new situation that could be utilized after the crisis. It includes new teaching
approaches, new ways of facilitating engagement and interaction and new ways to examine
students’work as illustrated by; “Figuring out how to keep student engagement up and how to
get interaction going is exciting. I have found hidden gems that I will continue to use under
regular conditions” (R116) or “I bring withme a lot of new knowledge about digital tools that can
be used under normal conditions//, response, assessment, etc. that I have discovered during the
spring term” (R91). That the school’s digitalization is here to stay is also emphasized as an
important reason to utilize the experiences from the pandemic, as illustrated by; “Most
indications are that digitalization will be an increasingly important element in the school of the
future. So I feel the motivation to develop and help my colleagues to be at the forefront when it
comes to using digital resources as resources. Because that’s exactly what they are, something
that should help us, not terrify us” (R75).

Additionally, teachers describe how the collaboration between colleagues has been
deepened considering the pandemic. It includes closer collaboration and more frequent
exchanges of ideas, knowledge and approaches, as illustrated by; “Now I have a closer
collaboration with my colleagues, and we are moving in the same direction. We help each other
more” (R31) or “I ammore motivated to discuss overall strategies with colleagues who teach the
same classes” (R156). Lastly, teachers also portray how the enforcedwork situationmeant less
fragmentation and how they want to keep and cultivate a more cohesive work situation.
Thus, working from home means better control over interruptions and disturbances, than
being on-site at the school, partly at the expense of accessibility, as illustrated by: “I feel less
divided during a working day at a distance. I am far more motivated to work and dig into
different tasks because there are fewer ’disruptions’ to react to compared to when colleagues or
students regularly ask things. It is worth thinking about how to streamline accessibility so that
you reach an intermediate level where you are accessible to students but at the same time can
focus on what you are working on” (R156). Similar reflections are given by other teachers who
perceive increased efficiency during a workday; “I am unexpectedly positive about distance
education after these months when I worked from my kitchen table. Just as meetings have
provenmore effective online, so can lessons” (R169) or “Having the opportunity to partially work
from home hasmeant greater efficiency and the opportunity to calmly create teaching and get to
know new things. The work with planning and assessment has benefited from working in peace
and quiet” (R225). Thus, teachers describe how a previously fragmented work situation has
become more cohesive.

In summary, the results reveal a complex picture of teachers’ experiences of technostress in
a situation characterized by a sudden intensification of digitalization in their teaching practice.

6. Discussion
The present study sheds light on teachers’ experiences of technostress in a new teaching
situation characterized by disruption. Thus, teachers had to adapt quickly, show resilience,
and find innovative ways to ensure continuity of education amidst the challenges posed by
the pandemic. The result shows how various technostress creators (Tarafdar et al., 2011)
operate in the new teaching context. Teachers testify to techno-overload where they feel
pressured to work longer hours to cope with distance education. Teachers also describe
techno-invasions in terms of pressure to stay connected and available for different
stakeholders such as students, colleagues and management. Additionally, teachers explain
how the new situation makes them forced to learn new software, features and working
methods at a fast pace and as they go, i.e. facing techno-complexity. Lastly, they also described
techno-insecurity, making them disconnected from and unsure of, their teaching role in the
new setting (Ragu-Nathan et al., 2008; Singh et al., 2022; Tarafdar et al., 2007, 2011).
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Hindrance stressors are linked to pressures and anxieties at work induced by the use of
technology and are consequently experienced as harmful and negative by the individual
(Hargrove, 2013). The technostress strains, in this case, involve hinders strains (Ayyagari
et al., 2011) such as decreased motivation as teachers feel powerless and overwhelmed by the
upcoming situation. Teachers also described frustration linked to lacking social interaction
and feeling disconnected from the teaching profession. Additionally, hinders strains involve
screen fatigue with direct physical consequences such as headaches, dry eyes and pain.
Coping strategies often included teachers’ thoughts and actions to make them feel better, for
example by reminding them that the situation is temporary or that other occupations are
possible for them (Monat and Lazarus, 1991).

As for the technostress challenge strains (Cavanaugh et al., 2000; Podsakoff et al., 2007),
teachers describe coping strategies that mean increased motivation due to strengthened
professional identity and self-efficacy because of dealing with the unforeseen situation.
Teachers describe a disturbance that required them to rethink and develop new mindsets and
approaches, which was both constructive and gave an injection to the work. It is in line with
previous research stressing that when people and organizations are forced to react to
disruptions, it involves a process of changes and learning (Mariano et al., 2020). Challenge
strains can also be linked to developing a new techno-pedagogical approach to teaching which
teachers will benefit from even after returning to normal (Ayyagari et al., 2011). It also includes
newapproaches to colleagues and recognizing the need to shield themselves fromothers during
parts of their work to be able to focus on tasks without experiencing constant division.

6.1 Beyond positive technostress
Even though technostress both includes negative and positive stress (Califf et al., 2020) teachers
also in some cases describe how they can make use of the upcoming situation in a way that is
the opposite of stress. It is in line with the positive aspects of working from home during the
pandemic including better work–life balance, improved work efficiency, and greater work
control (Ipsen et al., 2021). To conceptualize the phenomenon that appears in the data, we
introduce the concept “technorest”. Techno-rest should be understood as opportunities for rest
and/or recovery due to the use of technology in the workplace. Below,we discuss two examples
of technorest creators which we term “techno-shields” and “techno-security”.

6.1.1 Techno-shields. Some teachers describe how distance education brings a less
fragmentedwork situation with fewer disruptions and disturbances; thus, technology becomes
a shield against unintended interaction. For example, teachers findways to focus on one task at
a time as they can shelter themselves from colleagues who ask questions and students who
knock on the door or chaos in the corridor. These aspects would otherwise constitute constant
elements in the brick-and-mortar school. In distance education, the teacher can instead choose
when to be available for interaction, which can make the working day more efficient and less
stressful. The situation that teachers describe is where technology becomes a shield against
unintended interaction and fragmentation and prevents them from being constantly
interrupted impeding their professional work. It can be linked to previous research that
suggests that distance education during thepandemic can involve a decreasedworkload andan
improved working environment for some teachers and situations (Olofsson et al., 2021).

6.1.2 Techno-security. Some teachers describe that they experience that their role as a
teacher has been strengthened in the new situation and that the effect is immediate. Suddenly,
teachers get the opportunity to put established knowledge and strategy into practice and can
feel a sense of security in the profession that is deepened with intensified digitalization. It is
aligned with previous studies on how some professionals, including teachers, are
strengthened in their professional identity and professional role in connection to the
digitalization of work practices (H€ogberg and Willermark, 2020).
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6.2 A situated framework
Belowwe present an overview of how teachers’ technostress ismanifested in the specific case.
Furthermore, we have developed the figure by adding ‘technorest’ as a category with
associated creators of techno-shields and techno-security (See Figure 3). Note that since
techno-uncertainty did not emerge as a distinct category in the data analysis, it has been
excluded from the figure.

6.3 Limitations and future directions
This study has limitations that should be addressed. The study takes place in and is bound to,
a Swedish high school contextwhich, among other things, is characterized by a high degree of
digitalization in the school system. Furthermore, the study is based on limited data from 286
respondents. Both factors make it difficult to generalize the results of the individual study
(Yin, 2017). In qualitative studies, the crucial question is not whether the findings can be
generalized to a broader population, but rather how effectively they contribute to theory
development based on those findings, known as “theoretical generalization” (Mitchell, 1983).
Therefore, the empirical results of this study should be viewed as having the potential to
enhance theoretical understanding rather than applying to a specific population. As a result,
the assessment of the results should focus not on statistical criteria, but on the explanatory
power of theoretical reasoning. The position of this paper is that the results from this study
have broader theoretical implications than to explain this specific study, as it explicates how
technostress could be manifested in teaching practice as well as introduce a new theoretical
concept of “technorest”. The concept sheds light on the alternative effects of the digitalization
of work practice and how it can be manifested and utilized. At the same time, there are
differences in the data and not everyone teacher experiences “technorest”. Thus, it would be
of interest to further explore these concepts to understand more about what conditions are
required for them to be used in practice. Furthermore, a future area of research will be to
explore technorest in other technology-intense contexts and among different professions. It
can be of important theoretical concept to explore in future research with a focus on health
promotion measures and explore.

Figure 3.
A situated and

developed theoretical
framework based on

Ayyagary et al.’s
(2011), Monat and
Lazarus (1991) and

Tarafdar et al.’s (2007),
presented in Figure 1
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7. Conclusion
In this study, we show how technostress is manifested in the teaching practice when teachers
experience a sudden disruption with an immediate call to transition to distance education. The
study contributes to theory and research on technostress by proposing the theoretical concept
of “technorest” to shed light on opportunities for rest and/or recovery due to the use of
technology in the workplace. Furthermore, we introduce and theorize about technorests
creators whichwe term “techno-shields” and “techno-security”. We believe these three concepts
can be useful for understanding, describing and analyzing the complexity of the digitalization
of professional life and contribute to theory development in technostress. Furthermore, the
study contributes to the knowledge of teachers’work situation during the pandemic as well as
technostress in teaching practice. We demonstrate how technostress takes different forms and
shed light on teachers’ need to create opportunities for rest to manage the often tough and
challenging work of being a teacher. Even though it is important to stimulate student-teacher
interaction within distance education, this study stresses the need for teachers to rest, recharge
and spend time away from students and colleagues. Being able to shield themselves from
unintended interactions is vital for teachers’ physical and mental well-being as well as their
engagement in teaching and learning activities. Therefore, the practical contributions of this
paper include identifying coping strategies and further creating technorest could be one way to
avoid tension and anxiety among teachers, causing fragmentation and stress.
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