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Abstract: Given the global challenge of increasing teacher attrition and turnover rates, the exploration
of factors and mechanisms that improve teachers’ organizational commitment has become a pivotal
topic in educational research. In this context, the present study examines the influence of teachers’
emotional intelligence on their organizational commitment, with a specific inquiry into the mediating
role of teachers’ psychological well-being and the moderating role of principal transformational
leadership, as informed by the broaden-and-build theory of positive emotions and the trait activation
theory. We verified this study’s hypotheses based on 768 valid questionnaires collected from Chinese
primary and secondary school teachers. The results reveal that teachers’ emotional intelligence can
predict their organizational commitment both directly and indirectly through the mediating role of
psychological well-being. Additionally, principal transformational leadership amplifies the positive
effect of teachers’ emotional intelligence on psychological well-being and, subsequently, organiza-
tional commitment. These findings theoretically deepen our understanding of the psychological
pathways and the boundary conditions linking teachers’ emotional intelligence to their organizational
commitment, while also offering valuable practical implications for building a stable and effective
teaching workforce.

Keywords: teachers’ organizational commitment; emotional intelligence; psychological well-being;
principal transformational leadership

1. Introduction

Contemporary teachers confront a complex and dynamic reality characterized by
various demanding situations, such as high-stakes testing, excessive workloads, limited
professional autonomy, and scrutiny from parents and society. These challenges generate
excessive work pressure, erode job satisfaction and well-being, and lead to a global, severe
issue of increasing turnover and attrition rates [1]. For example, a national survey in China
revealed that nearly 62 percent of over 10 million full-time primary and secondary school
teachers have contemplated quitting their jobs [2]. Additionally, according to the Teaching
and Learning International Survey (TALIS 2018), it is estimated that almost half of new
teachers abandon the profession within five years [3]. Consequently, enhancing the moti-
vational basis of teachers’ attitudes toward work and strengthening their organizational
commitment (OC) has emerged as a central topic in educational research worldwide [4,5].

OC is defined as an individual’s identification with, attachment to, and involvement
in a particular organization, encompassing three dimensions: affective, normative, and
continuance [6,7]. In the educational context, OC reflects teachers’ sense of fidelity and
psychological attachment to their schools [8,9]. Committed teachers align with the school’s
cultures and goals, feel a sense of obligation, exert extra effort in their work, and possess
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a strong desire to remain with their current school [10]. Previous studies have linked
teachers’ OC with positive outcomes at both the individual and organizational levels,
including enhanced teacher work engagement [11], organizational citizenship behavior [12],
job performance, school effectiveness [13], and reduced turnover intentions [10]. Thus,
exploring the factors and mechanisms influencing teachers’ OC is imperative for developing
a stable and high-quality teaching workforce, enabling educational institutions to fulfill the
requirements of compulsory education and benefit all students.

Recent studies have highlighted several individual factors contributing to teachers’
OC, among which emotional intelligence (EI) has gained increasing attention [4,14–16].
EI was first introduced by Salovey and Mayer in 1990 as “the ability to monitor one’s
own and others’ feelings and emotions, to discriminate among them and to use this
information to guide one’s thinking and actions” [17]. Since then, EI has emerged as a
focal topic in research and practice, especially following the “affective revolution” of the
last few decades [18], which has emphasized EI’s critical role in work-related outcomes
across various organizational contexts, including education [19]. Specifically, emotions are
central to both teaching and teachers’ lives, making the profession an emotionally driven
one frequently requiring emotional labor [20]. Therefore, EI, the capacity to attend to,
process, and act upon emotional information [17,21–23], is positively linked to teachers’
attitudinal and behavioral outcomes, such as increased job satisfaction [19], improved job
performance [24], and reduced burnout and stress [25].

Focusing on OC, prior research indicates that individual differences in EI significantly
predict employees’ commitment to their organizations [26,27]. Highly emotionally intel-
ligent individuals, capable of perceiving and regulating emotions and using emotional
information to guide thinking and behavior, are more prone to establishing strong emo-
tional bonds with their organization, aligning with its norms and goals, and recognizing the
costs associated with leaving, thereby exhibiting stronger OC than their less emotionally
intelligent counterparts. While empirical studies have demonstrated the positive relation-
ship between EI and OC, including those specifically addressing teachers in the school
context [15,28], the psychological pathways and boundary conditions of this consequential
relationship remain largely undetermined. This study aims to bridge this gap by investi-
gating the mediating role of psychological well-being (PWB) and the moderating role of
principal transformational leadership (PTL), offering insights for educational practitioners
to enhance teachers’ OC through improved teacher development initiatives and leadership
training programs.

1.1. Teachers’ Psychological Well-Being as a Mediator

We contend that EI can positively predict OC by enhancing psychological well-being
(PWB)—a state characterized by a sense of happiness [29]. Rooted in the eudemonic tra-
dition, PWB signifies optimal psychological functioning and the realization of personal
potential [30]. Theory positions EI as an important antecedent of PWB. Intrapersonally, self-
emotion appraisal and the effective utilization and regulation of emotions aid individuals
in managing stress and mitigating negative feelings. Interpersonally, EI-related emotional
awareness and regulation processes enhance one’s ability to interact with others, resolve
social conflicts, and foster social networks. Consequently, individuals with high levels of
EI are more likely to sustain positive mental states, achieve personal aspirations, and find
value and meaning in life [21,31–33], culminating in enhanced PWB. This relationship is
particularly salient in the teaching profession, where teachers frequently encounter stress
and engage in emotion-demanding interactions with students, parents, and colleagues. Em-
pirical studies consistently confirm a positive correlation between EI and healthy indicators
of well-being [32,34] and a negative correlation with anxiety, depression, perceived stress,
and burnout [35] among teachers.

PWB can have a positive implication on OC. According to the broaden-and-build
theory of positive emotions [36,37], positive emotions (e.g., the experience of PWB) can
expand one’s repertoire of thoughts and actions, which, in turn, can foster enduring per-
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sonal resources, leading to positive attitudes, cognitions, and behaviors. When applied
to the workplace, the manifestation of these positive emotions can transform employees’
perceptions of their work, viewing it as a “calling” rather than merely a job [38,39]. Con-
sequently, employees build emotional bonds with their organizations, strongly identify
with organization goals, and express a desire to remain part of the organization [40–42],
all of which constitute key elements of OC. While empirical studies outside the realm of
education have confirmed a positive association between employees’ PWB and OC [43,44],
research focusing specifically on the relationship within the school context remains lim-
ited, albeit with notable exceptions. For example, by collecting data from 346 high school
teachers, Heidari et al. found that differences in teachers’ PWB could explain the variations
in their OC [45]. Synthesizing these arguments, it stands to reason that more emotionally
intelligent teachers—who adeptly perceive, process, and manage their own emotions and
those of others—will experience higher levels of PWB, and the positive emotions prompted
by PWB, in turn, will enhance their commitment to their respective schools. Therefore, we
posit the following:

Hypothesis 1. Teachers’ emotional intelligence predicts organizational commitment through the
mediating role of psychological well-being.

1.2. Principal Transformational Leadership as a Moderator

Do individual differences in EI directly affect and determine one’s cognitions, atti-
tudes, and behaviors? Not necessarily. Emerging research on the effect of individuals’ EI
demonstrates the joint influence of environmental variables, which act as critical boundary
conditions or, simply put, moderators [46,47]. A prominent environmental attribute in
the organizational context is transformational leadership, which signifies a typical kind of
effective leadership characterized by four behavioral components: inspirational motivation,
idealized influence, intellectual stimulation, and individualized consideration [9,48,49]. In
school organizations, transformational leadership entails principals providing care and
support for teachers, stimulating their inner motivations and potential, and assisting col-
laborative efforts toward school goals [50,51]. This leadership style, characterized by its
ethical, visionary, and relational attributes, is linked to multiple desired outcomes within
and beyond the school organization context, including positive organizational climate,
employees’ trust in leaders, and high levels of employees’ psychological capital, well-being,
satisfaction, and commitment [9,52–54].

Given the prominent positive effect of transformational leadership, it may interact with
EI to jointly influence employees’ PWB and OC. The trait activation theory [55] provides a
theoretical framework to elucidate this interacting effect. It posits that EI, conceptualized as
a constellation of emotional perceptions within the trait model and assessed via self-report
questionnaires [22], is akin to a lower-order personality trait requiring trait-relevant cues
from the environment for expression. Specifically, a trait is more likely to manifest in
amenable situations that signal the appropriateness and necessity of such expression [55].
In schools where teachers are supported by transformational principals, who set high
expectations and instill confidence in teachers’ interests and abilities, they are more likely
to feel secure and inspired to behave in an emotionally intelligent way. There is a better
chance for them to skillfully manage stress and negative emotions, maintain a healthy
psychological state, and foster a strong commitment to the school. In essence, principal
transformational leadership (PTL) may activate teachers’ EI and strengthen its positive
influence on PWB and OC. Conversely, in the absence of principals’ transformational
behavior, teachers may feel unsupported and less motivated to show their capabilities of
perceiving, interpreting, and regulating emotions in themselves and others, diminishing
its positive impact. That is, when teachers are in schools with low PTL, even emotionally
intelligent teachers may struggle to achieve the same levels of PWB and OC as their
counterparts in schools with high PLT. Therefore, we hypothesize as follows:
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Hypothesis 2. Principal transformational leadership moderates the relationship between teachers’
emotional intelligence and psychological well-being.

Hypothesis 3. Principal transformational leadership moderates the relationship between teachers’
emotional intelligence and organizational commitment.

Moreover, according to previous arguments [56,57], when the first half or second half
of the mediation pathway is moderated by the moderator variable, the mediation effect
itself can also be moderated. Therefore, we propose the following:

Hypothesis 4. Principal transformational leadership moderates the mediating effect of psychological
well-being in the relationship between teachers’ emotional intelligence and organizational commitment.

1.3. The Hypothesized Model of Study

To sum up, this study aims to examine the psychological pathway and the boundary
conditions of the relationship between teachers’ EI and their OC. The hypothesized model
of the study is depicted in Figure 1.
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2. Methods
2.1. Participants and Procedure

Convenience sampling was used in this study. With the assistance of local education
authorities in two cities in mid-east China’s Jiangsu and Anhui provinces, 12 public pri-
mary and secondary schools were randomly invited for participation. Prior to the formal
questionnaire survey, invitation letters were sent to school administrators by researchers
to obtain consent from the teachers. The letter explicitly outlined the survey’s nature,
purpose, and methods, emphasizing voluntary participation and ensuring the confiden-
tiality and anonymity of the responses. Teachers who agreed to participate completed the
questionnaire independently in their offices during visits from our specialized personnel
and returned their questionnaires on-site. It took about 10 min to answer all the questions.
All participants were informed of their right to withdraw at any time and encouraged to
pose any questions regarding the survey.

In total, 880 questionnaires were distributed and 834 were retrieved. After data
cleaning, 768 valid questionnaires were obtained (effective response rate = 87.3%) and
then used for data analysis. Among all the participants, there were 127 males (16.5%)
and 641 females (83.5%). Regarding the professional ranking, 20.8% of the participants
held a senior professional rank, whereas 79.2% possessed a primary or secondary one. As
for teaching experience, the distribution was as follows: 19.8% had 1–5 years, 15.4% had
6–10 years, 28.5% had 11–20 years, and 36.3% had over 20 years of experience. The
educational background of the participants varied, with 14.5% holding a college or high-
school degree, 83.1% having a Bachelor’s degree, and 2.5% possessing a Master’s degree.
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2.2. Measures
2.2.1. Teachers’ Emotional Intelligence

Teachers’ emotional intelligence was measured using the sixteen-item Wong Law Emo-
tional Intelligence Scale (WLEIS) [58]. The scale comprises four dimensions: self-emotional
appraisal (SEA), others’ emotional appraisal (OEA), regulation of emotion (ROE), and use of
emotion (UOE). Responses were rated on a 5-point Likert scale, with higher average scores
indicating a higher level of emotional intelligence. Sample items include “I am able to control
my temper and handle difficulties rationally”, and “I have a good understanding of my own
emotions”. The scale has shown adequate reliability and validity with Chinese teachers [19].
The Cronbach’s alpha coefficient of the scale was 0.926 in this study.

2.2.2. Teachers’ Psychological Well-Being

The subscale of the psychological well-being of Zheng et al.’s employee well-being
scale [59] was used in the current study to measure teachers’ psychological well-being. This
sub-scale comprises 7 items, each rated on a 7-point Likert scale, examples of which include “I
feel I have grown as a person”, and “I generally feel good about myself, and I’m confident”.
Responses to the seven items were aggregated and averaged, with higher scores indicating
a higher level of psychological well-being. The scale has been widely used in Chinese
populations and has demonstrated good validity and reliability for Chinese teachers [60]. The
Cronbach’s alpha coefficient of the seven items was 0.948 in the current study.

2.2.3. Teachers’ Organizational Commitment

Teachers’ organizational commitment was measured using the Chinese version [61]
of Meyer et al.’s original scale of organizational commitment [62]. The scale comprises
nineteen items measuring affective, normative, and continuance commitment dimensions
on a 5-point Likert scale. Sample items include “I am proud to tell others that I am a part of
this school” (affective commitment), “I hope everyone should be loyal to their school and
fulfill all their obligations” (normative commitment), and “Once I leave my current school,
I will lose a lot of welfare benefits” (continuance commitment). Higher scores indicate a
stronger commitment to the school. The scale demonstrated good reliability (Cronbach’s
alpha coefficient = 0.873).

2.2.4. Principal Transformational Leadership

We used the 26-item Chinese version of the transformational leadership scale in the
current study [63]. The scale was adapted specifically for the context of school organi-
zations to measure principals’ transformational leadership behavior. The scale contains
four dimensions: (1) inspirational motivation, consisting of six items; (2) idealized influ-
ence, consisting of eight items; (3) intellectual stimulation, consisting of six items; and
(4) individualized consideration, consisting of six items. Sample items include “Our prin-
cipal clearly communicates the goals and priorities of the school”, “Our principal cares
about the work, life, and growth of teachers, and sincerely provides suggestions for their
development”, and “Our principal focuses on creating conditions for teachers to make
full use of their strengths”. Teachers responded to the items on a 5-point Likert scale
based on their perceptions of the principal’s behavior, with higher scores indicating higher
principal transformational leadership. The Cronbach’s alpha coefficient of the scale was
0.956, showing good reliability.

2.3. Data Analysis

The current study used SPSS 26.0 and Mplus 8.3 for data analysis. First, descriptive
statistics and correlation analysis were conducted by SPSS. Second, confirmatory factor anal-
ysis (CFA) was conducted by Mplus to examine the measurement model. Then, Hayes’ [64]
macro program PROCESS in SPSS was used to test the mediation, moderation, and moder-
ated mediation effect. During the analysis, the bias-corrected percentile Bootstrap method
with 95% bias-corrected confidence intervals (CI) was used. A total of 5000 samples were
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randomly selected from the original dataset repeatedly with effects deemed significant if
the CI did not contain zero.

As all of the data were collected through teachers’ self-reported questionnaires in this
study, there could be Common Method Biases (CMBs). To address this concern, procedural
control was initially applied as extensively as possible. Specific practices include using
mature measurement scales, incorporating reverse-coded items, and randomizing the order
of scale questions to prevent alignment with the central variable sequence, etc. Furthermore,
we conducted Harman’s single factor test of common method bias. The result showed
that the overall variation explained (41.33%) was less than 50% when all components
were loaded into one general factor, suggesting that the common method bias did not
significantly impact the study’s results [65].

3. Results
3.1. Test of the Measurement Model

We conduct CFA on the four-factor measurement model (i.e., EI, PWB, PTL, and OC).
The results revealed a good fit to the data: χ2 = 448.77, df = 129, RMSEA = 0.06, CFI = 0.95,
TLI = 0.95, and SRMR = 0.05. We then compared this baseline model with three theoretically
plausible alternative models (see Table 1). Since the model fits worsened as more variables
were combined, discriminant validity was confirmed.

Table 1. Comparison of alternative models.

χ2/df RMSEA CFI TLI SRMR

Four-factor model 3.48 0.06 0.95 0.95 0.05
Three-factor model 8.04 0.10 0.87 0.85 0.11
Two-factor model 20.47 0.16 0.62 0.57 0.17
One-factor model 46.51 0.25 0.49 0.43 0.16

Note: three-factor model (PWB and OC combined); two-factor model (PWB, OC, and PTL combined); one-factor
model (all variables combined). RMSEA = root-mean-square error of approximation; CFI = comparative fit index;
TLI = Tucker–Lewis index; SRMR = standardized root-mean-square residual.

3.2. Descriptive Statistics and Correlation

Descriptive statistics and Pearson correlation coefficients for the study variables are
presented in Table 2. EI was positively correlated with PWB, PTL, and OC; PWB was
positively correlated with PTL and OC; and PTL was positively correlated with OC.

Table 2. Descriptive statistics and Pearson correlation coefficients for the study variables (N = 768).

1 2 3 4

1. EI -
2. PWB 0.50 ** -
3. PTL 0.54 ** 0.45 ** -
4. OC 0.40 ** 0.40 ** 0.46 ** -
Mean 4.21 5.89 4.50 3.46

SD 0.53 0.87 0.66 0.58
Note: ** p < 0.01.

3.3. Hypothesis Testing

First, the mediating role of PWB was tested using Model 4 in PROCESS. As illustrated
in Table 3, EI had a significant effect on PWB (β = 0. 81, p < 0.001) and PWB significantly
affected OC (β = 0. 19, p < 0.001). The predictive effect of EI on OC remained significant
when PWB was included (β = 0. 28, p < 0.001). The bootstrap 95% confidence interval for
the direct and mediating effect was [0.20, 0.36], [0.10, 0.21], respectively, none of which
included 0 (see Table 4), indicating that EI not only directly predicted OC, but also predicted
OC through the mediating effect of PWB. Table 4 provides further details on the total effect
and the proportion of direct and mediating effects.
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Table 3. Mediation model test (N = 768).

Regression Equation Fitting Index Coefficient Significance

Result
Variables Predictive Variables R R2 F β se t

PWB

Gender 0.51 0.26 53.46 *** 0.20 0.07 2.71 *
Teaching experience 0.00 0.00 0.60

Educational background 0.08 0.07 1.09
Professional rank 0.01 0.04 0.16

EI 0.81 0.05 15.83 ***

OC

Gender 0.49 0.24 39.11 *** −0.19 0.05 −3.91 ***
Teaching experience 0.00 0.00 0.46

Educational background 0.07 0.05 1.37
Professional rank 0.06 0.03 2.24 *

EI 0.28 0.04 7.11 ***
PWB 0.19 0.02 7.75 ***

Note: non-standardized coefficients are reported. * p < 0.05, *** p < 0.001.

Table 4. Decomposition of total effect, direct effect, and mediating effect.

Effect
Value Boot se Lower

LCI
Upper

LCI
Relative

Effect Value

Total effect 0.44 0.04 0.37 0.51
Direct effect 0.28 0.04 0.20 0.36 63.64%

The mediating effect of PWB 0.15 0.03 0.10 0.21 34.10%

Second, the mediated model with PTL as the moderator was tested using Model 8 in
PROCESS. The results (see Table 5) showed that the interaction of EI and PTL significantly
affected PWB (β = 0. 27, p < 0.001). This suggested that PTL moderated the relationship
between EI and PWB, confirming Hypothesis 2. As displayed in Figure 2, simple slope
analysis revealed that the positive effect of EI on PWB was stronger under high PTL
(M + 1 SD, simple slope = 0.75, p < 0.001) compared to low PTL (M − 1 SD, simple
slope = 0.44, p < 0.001). However, the predictive effect of the interaction of EI and PTL on
OC was not significant (β = 0. 01, p > 0.05), leading to the rejection of hypothesis 3. Further,
as shown in Table 6, PROCESS analysis showed that the indirect effect of EI on OC via
PWB was stronger when PTL was high (M + 1 SD) rather than low (M − 1 SD). The index
of moderated mediation was significant (estimate = 0.04, boot se = 0.02, 95% CI [0.0014,
0.07]). Thus, hypothesis 4 was supported.
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Table 5. Moderated mediation model test (N = 768).

Regression Equation Fitting Index Coefficient Significance

Result
Variables Predictive Variables R R2 F β se t

PWB

Gender 0.57 0.33 53.46 *** 0.21 0.07 3.066 ***
Teaching experience 0.00 0.00 0.54

Educational background 0.04 0.07 0.54
Professional rank 0.00 0.04 −0.60

EI 0.62 0.06 10.686 ***
PTL 0.43 0.05 8.586 ***

EI × PTL 0.27 0.05 5.226 ***

OC

Gender 0.54 0.29 38.42 *** −0.19 0.05 −3.86 ***
Teaching experience 0.00 0.00 0.43

Educational background 0.04 0.05 0.76
Professional rank 0.05 0.03 2.01 *

EI 0.16 0.04 3.73 ***
PWB 0.14 0.02 5.72 ***
PLT 0.25 0.04 7.09 ***

EI × PTL 0.01 0.04 0.41

Note: non-standardized coefficients are reported.* p < 0.05, *** p < 0.001.

Table 6. Mediating effects at different levels of PTL.

PTL Effect Value Boot se Lower LCI Upper LCI

The
mediating

role of PWB

M − 1 SD 0.06 0.02 0.03 0.11
M 0.09 0.02 0.05 0.13

M + 1 SD 0.11 0.02 0.06 0.15

4. Discussion

Highly qualified and committed teachers are the most important asset of schools [66].
However, teacher attrition has become a significant challenge confronting schools world-
wide [1,67]. Therefore, exploring the factors and mechanisms to enhance teachers’ OC and
retain high-quality teachers has emerged as a central topic in educational research. This
study focuses on the influence of teachers’ EI on OC, alongside systematically examining
the effect of PWB and PTL. Based on previous studies and drawing from the broaden-and-
build theory of positive emotions and the trait activation theory, this study constructs a
moderated mediation model with PWB as the mediating variable and PTL as the mod-
erating variable. Our model elucidates how teachers with higher EI exhibit a stronger
commitment to the schools they serve (the mediating role of PWB) and also addresses the
question of under what school conditions the positive influence of teachers’ EI on PWB and
OC is more significant (the moderating role of PTL). The research results contribute to the
advancement of our understanding of psychological pathways and boundary conditions in
the relationship between teachers’ EI and their OC, thereby offering valuable insights for
educational practitioners aiming to build a stable and effective teaching workforce.

First, consistent with prior research [15,26], our findings revealed that teachers’ EI
directly predicted their commitment to the schools they serve. Given the nurturing nature of
the teaching profession, teachers engage in intensive face-to-face interactions with students
every day, necessitating a considerable amount of emotional labor. Moreover, challenges
such as the phenomenon of “accountability”, daily overexertion, no time, and classroom
management exacerbate emotional demands on teachers, creating substantial pressure and
potentially leading to resignations after emotional wear and tear [68]. The results of this
study showed that teachers with high EI, who are proficient in recognizing, identifying, and
understanding both their own and others’ emotions, as well as in appropriately expressing
and managing negative emotions, and in establishing and sustaining positive interpersonal
relationships, were shown to be more committed to their schools, compared to those who
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had difficulties in these aspects of EI. This validates EI as a pivotal personal resource in
teaching work, reinforcing its growing emphasis in scholarly discussions [19,25].

Second, our study also indicated that PWB partially mediated the predictive effect
of teachers’ EI on OC, extending the body of evidence demonstrating direct associations
between EI and PWB [31,32,69], as well as PWB and OC [45]. This finding shed light
on the mediating role of PWB between teachers’ EI and OC, aligning with the argument
of the broaden-and-build theory of positive emotions [36]. Specifically, it implies that
teachers with higher EI are more committed to their schools, partially due to their en-
hanced psychological functioning and more consistent positive emotional experiences. In
essence, teachers’ superior EI-related skills facilitate higher levels of PWB, and these posi-
tive emotions prompted by PWB, in turn, raise their OC. This finding is also in line with the
argument by Yin et al., who found, through longitudinal research, that teachers’ PWB sig-
nificantly amplifies their commitment levels, although no reciprocal relationship between
the two variables was identified [70]. Our recognition of the indirect pathway through
PWB helps bridge the research gap on the intervening mechanisms between teachers’ EI
and OC, thereby deepening our understanding of how emotionally intelligent teachers can
stay highly committed to their schools.

Third, this study demonstrated that PTL positively moderated the relationship be-
tween teachers’ EI and PWB. Specifically, resonant with the trait activation theory [55],
higher levels of reported PLT among teachers correspond to an increased activation of
emotion-related capabilities through relevant cues, thereby facilitating the maintenance of
high levels of PWB. That is to say, the positive effect of teachers’ EI on PWB is enhanced
in schools with transformational leaders. In contrast, lower levels of reported PLT among
teachers are associated with feelings of diminished care and support, resulting in less
frequent experiences of positive emotions, and thus attenuating the positive role of EI
in reaching high levels of PWB. The result echoes previous studies and arguments on
the importance of environmental conditions in linking employees’ EI to individual out-
comes [24,46,47], as well as the prominent role of transformational leadership in school
settings [71], establishing PTL as an important boundary condition for the effect of teachers’
EI on PWB. Transformational school leaders, being highly considerate, visionary, and
encouraging, increase the likelihood of teachers experiencing positive emotions, feeling per-
sonal accomplishment, and maintaining psychological health [9,49]. According to Arnold’s
systematic review, a large amount of empirical research has proved that transformational
leadership can directly predict followers’ PWB [72]. Our study goes further, to reveal that
in the educational context, transformational leadership can interact with teachers’ EI to
jointly enhance their PWB.

Furthermore, the results of this study show that while PTL did not moderate the direct
effect of teachers’ EI on OC, it did moderate the indirect effect linking teachers’ EI to OC
via PWB. This is probably related to the mediating role of PWB, which not only manifests
in the relationship between EI and OC, as shown in this study, but also in the relationship
between transformational leadership and employees’ OC, as evidenced by prior studies.
For example, Jain et al.’s study found that the positive effect of a leader’s transformational
leadership on employees’ OC was mediated by employees’ PWB [73]. Moreover, ample
empirical evidence has demonstrated that transformational leadership enhances employees’
OC through the mediating role of various other psychological and affective factors of
employees, such as psychological empowerment [74], job satisfaction [75], and self-efficacy
and autonomy [5,9]. Therefore, it can be explained that the interaction of PTL with teachers’
EI indirectly influences their OC through a mediation mechanism, and specifically through
the mediating role of teachers’ PWB in this study. In essence, when teachers are emotionally
intelligent and the principals in their schools perform transformational practices frequently,
they enjoy improved emotional and psychological states, consequently bolstering their
commitment to the school. Given the absence of prior research examining the moderating
role of transformational leadership in the relationship among EI, PWB, and OC, our findings
warrant the need for further investigations in this domain.
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5. Implications

The findings of this study provide several practical implications for educational
administrators and practitioners seeking to improve teachers’ OC and address the prevalent
challenges of teacher attrition and shortages of qualified teachers.

Firstly, the results suggest that teachers’ EI plays a salient role in enhancing their OC,
both directly and indirectly through the mediating pathway of PWB. This highlights the
necessity for teachers to possess high levels of EI. In light of the “affective revolution” and
the global education trend of Social Emotional Learning, which is largely grounded in
the theory of EI, there is growing attention being placed on the importance of nurturing
students’ emotional abilities [76]. However, targeted training for teachers’ EI remains
insufficient [19]. To help teachers deal with increasing educational demands and stay
committed and efficacious, we strongly recommend integrating tailored EI enhancement
into teachers’ professional development programs. These programs should incorporate
emotion-related knowledge, enabling teachers to enhance their awareness of both positive
and negative emotions, and provide them with multiple chances to practice emotional
intelligence competencies in their daily interactions.

Secondly, our study finds an intervention mechanism whereby teachers’ PWB mediates
the influence of teachers’ EI on their OC, implying the importance of teachers’ PWB in de-
termining their commitment levels. PWB, indicative of positive functioning and flourishing
in life [77], is largely dependent on one’s perception of autonomy, environmental mastery,
relations with others, etc. [30]. Therefore, educational administrators and principals should
adopt multiple strategies to create warm, supportive, and encouraging work environments
in the school, in order to improve teachers’ PWB [78]. Moreover, theme-specific training
programs focusing on stress management can be introduced within schools to develop
teachers’ abilities to cope with pressure and to motivate them and retain their sense of
PWB. In this respect, EI-related training programs such as the “Cultivating Awareness
and Resilience in Education (CARE)” program [79], which was developed specifically for
teachers and has proven to be beneficial for trainees’ emotional ability and well-being,
could be considered.

In addition, this study reveals that PTL plays a positive moderating role, interacting
with teachers’ EI in predicting desired outcomes. Specifically, in schools led by transforma-
tional leaders, the positive effects of teachers’ EI on PWB and OC are amplified. Therefore,
when considering new measures to increase teachers’ OC, enacting transformational leader-
ship from principals represents a promising approach. To optimize the effectiveness of PTL,
principals should undergo specified training programs [80], which will equip them with
effective leadership behaviors. These includes awakening, attending to, and stimulating
the high-level needs of teachers; assisting teachers to achieve self-realization by giving
them autonomy and appropriate authorization; aligning the school’s vision with teachers’
personal goals, and experiencing the value of work in the process of self-realization. By
adopting these leadership behaviors, principals can facilitate teachers’ self-realization and
cultivate a sense of well-being and commitment to the school and the teaching profession.

6. Limitations

When interpreting our findings, several limitations should be considered. Firstly,
the cross-sectional design limits the ability to draw causal inferences, especially in terms
of the relationship between PWB and OC, which are believed to be interrelated to and
strengthen each other. Although Yin et al.’s longitudinal study supported the notion
that happy teachers are committed, but not vice versa [70], there exists some evidence
pointing in the opposite direction, where OC predicts PWB [81,82]. Therefore, future
research is encouraged to test our model using tracking data or experimental designs to
ascertain causality. Secondly, all the data were self-reported by teachers at the same time,
although the result revealed that the common method bias did not affect this study. Future
studies could attempt to use data from multiple sources (e.g., principals and students) and
collect data over multiple time points. A third limitation is that our model was largely
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restricted to the positive effect of teachers’ EI on OC, mediated by teachers’ PWB and
moderated by PTL. There are likely to be other constructs that influence these relationships.
For example, optimism [31] and perceived stress [69] have been identified as mediators
between EI and PWB, which may constitute a sequential mediating path linking EI to OC.
Moreover, other contextual variables such as different leadership types, organizational
climate, and social support could serve as moderators in our model to further elucidate the
boundary conditions affecting the impact of EI on individual outcomes. Last but not least,
broader policies and other external factors, such as high-stakes testing and limited teacher
professional autonomy, which significantly impact teachers’ OC and lead to high rates
of teacher attrition, were not included in this study. These factors warrant more focused
attention in future research.

7. Conclusions

This research, grounded in the broaden-and-build theory of positive emotions and
the trait activation theory, advances our empirical understanding as to how and when
teachers’ EI influences their OC. This is particularly valuable in light of the global, severe
issue of ongoing teacher attrition and outflow. In conclusion, our findings suggest that
teachers with higher EI tend to be more committed to their schools, partially because they
can reach high levels of PWB due to their EI-related abilities. Moreover, when teachers
work in schools with a more transformational principal, the positive effect of teachers’ EI
on PWB and sequentially on OC is more significant compared to schools led by principals
who perform transformational practices randomly. Therefore, our study underscores the
importance of strengthening teachers’ EI, improving their PWB, and promoting principals’
transformational leadership concepts and behaviors within schools.

Author Contributions: Conceptualization, methodology, software, validation, formal analysis, and
investigation, M.L.; writing—original draft preparation, M.L.; writing—review and editing, M.L. and F.L.;
supervision, C.Y. and F.L. All authors have read and agreed to the published version of the manuscript.

Funding: This research was funded by the National Education Science Planning Project in the West,
“Research on Strategies to Enhance the Happiness of Elementary and Middle School Students in the
Western Poverty Eradication Areas Based on the SEL Integration Model”, grant number XHA200286.

Institutional Review Board Statement: This study was conducted in accordance with the Declaration
of Helsinki, and approved by the Ethics Committee of Beijing Normal University (protocol code
BNU202211100044 and date 22 November 2022).

Informed Consent Statement: Informed consent was obtained from all subjects involved in the study.

Data Availability Statement: The datasets generated and/or analyzed during the current study are
available from the corresponding author on reasonable request.

Conflicts of Interest: The authors declare no conflicts of interest.

References
1. Merida-Lopez, S.; Quintana-Orts, C.; Hintsa, T.; Extremera, N. Emotional intelligence and social support of teachers: Exploring

how personal and social resources are associated with job satisfaction and intentions to quit job. Rev. Psicodidáctica 2022, 27, 168–175.
[CrossRef]

2. Ding, G.; Chen, J.; Sun, M. Report of Chinese Teacher Professional Development Survey and Policy Analysis. Educ. Res. 2011, 32, 3–12.
3. Madigan, D.J.; Kim, L.E. Towards an understanding of teacher attrition: A meta-analysis of burnout, job satisfaction, and teachers’

intentions to quit. Teach. Teach. Educ. 2021, 105, 103425. [CrossRef]
4. Amoah, V.S.; Annor, F.; Asumeng, M. Psychological contract breach and teachers’ organizational commitment: Mediating roles of

job embeddedness and leader-member exchange. J. Educ. Adm. 2021, 59, 634–649. [CrossRef]
5. Dou, D.; Devos, G.; Valcke, M. The relationships between school autonomy gap, principal leadership, teachers’ job satisfaction

and organizational commitment. Educ. Manag. Adm. Leadersh. 2017, 45, 959–977. [CrossRef]
6. Mowday, R.T.; Steers, R.M.; Porter, L.W. The measurement of organizational commitment. J. Vocat. Behav. 1979, 14, 224–247.

[CrossRef]
7. Allen, N.J.; Meyer, J.P. The measurement and antecedents of affective, continuance and normative commitment to the organization.

J. Occup. Psychol. 1990, 63, 1–18. [CrossRef]

https://doi.org/10.1016/j.psicoe.2022.02.001
https://doi.org/10.1016/j.tate.2021.103425
https://doi.org/10.1108/JEA-09-2020-0201
https://doi.org/10.1177/1741143216653975
https://doi.org/10.1016/0001-8791(79)90072-1
https://doi.org/10.1111/j.2044-8325.1990.tb00506.x


Behav. Sci. 2024, 14, 345 12 of 14

8. Firestone, W.A.; Pennell, J.R. Teacher commitment, working conditions, and differential incentive policies. Rev. Educ. Res.
1993, 63, 489–525. [CrossRef]

9. Berkovich, I.; Bogler, R. Conceptualising the mediating paths linking effective school leadership to teachers’ organisational
commitment. Educ. Manag. Adm. Leadersh. 2021, 49, 410–429. [CrossRef]

10. McInerney, D.M.; Ganotice Jr, F.A.; King, R.B.; Marsh, H.W.; Morin, A.J. Exploring commitment and turnover intentions among
teachers: What we can learn from Hong Kong teachers. Teach. Teach. Educ. 2015, 52, 11–23. [CrossRef]

11. Sezen-Gultekin, G.; Bayrakcı, M.; Limon, I. The mediating role of organizational commitment on the relationship between
emotional labor and work engagement of teachers. Front. Psychol. 2021, 12, 648404. [CrossRef] [PubMed]

12. Somech, A.; Bogler, R. Antecedents and consequences of teacher organizational and professional commitment. Educ. Adm. Q.
2002, 38, 555–577. [CrossRef]

13. Jing, L.; Zhang, D. Does organizational commitment help to promote university faculty’s performance and effectiveness? Asia-Pac.
Educ. Res. 2014, 23, 201–212. [CrossRef]

14. Skaalvik, E.M.; Skaalvik, S. Teacher job satisfaction and motivation to leave the teaching profession: Relations with school context,
feeling of belonging, and emotional exhaustion. Teach. Teach. Educ. 2011, 27, 1029–1038. [CrossRef]

15. Anari, N.N. Teachers: Emotional intelligence, job satisfaction, and organizational commitment. J. Workplace Learn. 2012, 24, 256–269.
[CrossRef]

16. Collie, R.J.; Shapka, J.D.; Perry, N.E. Predicting teacher commitment: The impact of school climate and social–emotional learning.
Psychol. Sch. 2011, 48, 1034–1048. [CrossRef]

17. Salovey, P.; Mayer, J.D. Emotional intelligence. Imagin. Cogn. Personal. 1990, 9, 185–211. [CrossRef]
18. Barsade, S.G.; Gibson, D.E. Why does affect matter in organizations? Acad. Manag. Perspect. 2007, 21, 36–59. [CrossRef]
19. Yin, H.; Lee, J.C.K.; Zhang, Z.; Jin, Y. Exploring the relationship among teachers’ emotional intelligence, emotional labor strategies

and teaching satisfaction. Teach. Teach. Educ. 2013, 35, 137–145. [CrossRef]
20. Hargreaves, A. The emotional politics of teaching and teacher development: With implications for educational leadership.

Int. J. Leadersh. Educ. 1998, 1, 315–336. [CrossRef]
21. Bar-On, R. Baron Emotional Quotient Inventory; Multi-Health Systems: Toronto, ON, Canada, 1997; Volume 40.
22. Petrides, K.V.; Furnham, A. Trait emotional intelligence: Psychometric investigation with reference to established trait taxonomies.

Eur. J. Personal. 2001, 15, 425–448. [CrossRef]
23. Goleman, D. Emotional Intelligence: Why It Can Matter More than IQ; Bantam: New York, NY, USA, 1995.
24. Li, M.; Pérez-Díaz, P.A.; Mao, Y.; Petrides, K. A multilevel model of teachers’ job performance: Understanding the effects of trait

emotional intelligence, job satisfaction, and organizational trust. Front. Psychol. 2018, 9, 2420. [CrossRef] [PubMed]
25. Chan, D.W. Emotional intelligence and components of burnout among Chinese secondary school teachers in Hong Kong.

Teach. Teach. Educ. 2006, 22, 1042–1054. [CrossRef]
26. Miao, C.; Humphrey, R.H.; Qian, S. A meta-analysis of emotional intelligence and work attitudes. J. Occup. Organ. Psychol.

2017, 90, 177–202. [CrossRef]
27. Gara Bach Ouerdian, E.; Mansour, N.; Gaha, K.; Gattoussi, M. Linking emotional intelligence to turnover intention: LMX and

affective organizational commitment as serial mediators. Leadersh. Organ. Dev. J. 2021, 42, 1206–1221. [CrossRef]
28. Shafiq, M.; Rana, R.A. Relationship of emotional intelligence to organizational commitment of college teachers in Pakistan.

Eurasian J. Educ. Res. 2016, 16, 1–14. [CrossRef]
29. Schmutte, P.; Ryff, D. Personality and well-being: What is the connection. J. Personal. Soc. Psychol. 1997, 73, 549–559. [CrossRef]

[PubMed]
30. Ryff, C.D.; Keyes, C.L.M. The structure of psychological well-being revisited. J. Personal. Soc. Psychol. 1995, 69, 719. [CrossRef]
31. Augusto-Landa, J.M.; Pulido-Martos, M.; Lopez-Zafra, E. Does perceived emotional intelligence and optimism/pessimism predict

psychological well-being? J. Happiness Stud. 2011, 12, 463–474. [CrossRef]
32. Avsec, A.; Masnec, P.; Komidar, L. Personality traits and emotional intelligence as predictors of teachers’ psychological well-being.

Horiz. Psychol. 2009, 18, 73–86.
33. Mayer, J.D.; Salovey, P. What is emotional intelligence? In Emotional Development and Emotional Intelligence: Implications for

Educators; Salovey, P., Sluyter, D., Eds.; Basic Books: New York, NY, USA, 1997; pp. 3–31.
34. Vesely, A.K.; Saklofske, D.H.; Leschied, A.D. Teachers—The vital resource: The contribution of emotional intelligence to teacher

efficacy and well-being. Can. J. Sch. Psychol. 2013, 28, 71–89. [CrossRef]
35. Martínez-Monteagudo, M.C.; Inglés, C.J.; Granados, L.; Aparisi, D.; García-Fernández, J.M. Trait emotional intelligence profiles,

burnout, anxiety, depression, and stress in secondary education teachers. Personal. Individ. Differ. 2019, 142, 53–61. [CrossRef]
36. Fredrickson, B.L. What good are positive emotions? Rev. Gen. Psychol. 1998, 2, 300–319. [CrossRef] [PubMed]
37. Fredrickson, B.L. The role of positive emotions in positive psychology: The broaden-and-build theory of positive emotions.

Am. Psychol. 2001, 56, 218. [CrossRef] [PubMed]
38. Wright, T.A.; Cropanzano, R. The role of psychological well-being in job performance: A fresh look at an age-old quest. Organ. Dyn.

2004, 33, 338–351. [CrossRef]
39. Gavin, J.H.; Mason, R.O. The Virtuous Organization: The Value of Happiness in the Workplace. Organ. Dyn. 2004, 33, 379–392.

[CrossRef]

https://doi.org/10.3102/00346543063004489
https://doi.org/10.1177/1741143220907321
https://doi.org/10.1016/j.tate.2015.08.004
https://doi.org/10.3389/fpsyg.2021.648404
https://www.ncbi.nlm.nih.gov/pubmed/34290645
https://doi.org/10.1177/001316102237672
https://doi.org/10.1007/s40299-013-0097-6
https://doi.org/10.1016/j.tate.2011.04.001
https://doi.org/10.1108/13665621211223379
https://doi.org/10.1002/pits.20611
https://doi.org/10.2190/DUGG-P24E-52WK-6CDG
https://doi.org/10.5465/amp.2007.24286163
https://doi.org/10.1016/j.tate.2013.06.006
https://doi.org/10.1080/1360312980010401
https://doi.org/10.1002/per.416
https://doi.org/10.3389/fpsyg.2018.02420
https://www.ncbi.nlm.nih.gov/pubmed/30555401
https://doi.org/10.1016/j.tate.2006.04.005
https://doi.org/10.1111/joop.12167
https://doi.org/10.1108/LODJ-01-2021-0016
https://doi.org/10.14689/ejer.2016.62.1
https://doi.org/10.1037/0022-3514.73.3.549
https://www.ncbi.nlm.nih.gov/pubmed/9294901
https://doi.org/10.1037/0022-3514.69.4.719
https://doi.org/10.1007/s10902-010-9209-7
https://doi.org/10.1177/0829573512468855
https://doi.org/10.1016/j.paid.2019.01.036
https://doi.org/10.1037/1089-2680.2.3.300
https://www.ncbi.nlm.nih.gov/pubmed/21850154
https://doi.org/10.1037/0003-066X.56.3.218
https://www.ncbi.nlm.nih.gov/pubmed/11315248
https://doi.org/10.1016/j.orgdyn.2004.09.002
https://doi.org/10.1016/j.orgdyn.2004.09.005


Behav. Sci. 2024, 14, 345 13 of 14

40. Isen, A.M. A role for neuropsychology in understanding the facilitating influence of positive affect on social behavior and
cognitive processes. In Oxford Handbook of Positive Psychology; Oxford University Press: Oxford, UK, 2009.

41. Vacharkulksemsuk, T.; Fredrickson, B.L. Looking back and glimpsing forward: The broaden-and-build theory of positive
emotions as applied to organizations. In Advances in Positive Organizational Psychology; Emerald Group Publishing Limited:
Bingley, UK, 2013; Volume 1, pp. 45–60.

42. Ribeiro, N.; Gupta, M.; Gomes, D.; Alexandre, N. Impact of psychological capital (PsyCap) on affective commitment: Mediating
role of affective well-being. Int. J. Organ. Anal. 2021, 29, 1015–1029. [CrossRef]

43. Jain, A.K.; Giga, S.I.; Cooper, C.L. Employee wellbeing, control and organizational commitment. Leadersh. Organ. Dev. J. 2009, 30, 256–273.
[CrossRef]

44. Kundi, Y.M.; Aboramadan, M.; Elhamalawi, E.M.; Shahid, S. Employee psychological well-being and job performance: Exploring
mediating and moderating mechanisms. Int. J. Organ. Anal. 2020, 29, 736–754. [CrossRef]

45. Heidari, M.; HoseinPour, M.A.; Ardebili, M.; Yoosefee, S. The association of the spiritual health and psychological well-being of
teachers with their organizational commitment. BMC Psychol. 2022, 10, 55. [CrossRef]

46. Cherniss, C. Emotional intelligence: Toward clarification of a concept. Ind. Organ. Psychol. 2010, 3, 110–126. [CrossRef]
47. Côté, S. Emotional intelligence in organizations. Annu. Rev. Organ. Psychol. Organ. Behav. 2014, 1, 459–488. [CrossRef]
48. Bass, B.M. Theory of transformational leadership redux. Leadersh. Q. 1995, 6, 463–478. [CrossRef]
49. Avolio, B.J.; Bass, B.M.; Jung, D.I. Re-examining the components of transformational and transactional leadership using the

Multifactor Leadership. J. Occup. Organ. Psychol. 1999, 72, 441–462. [CrossRef]
50. Geijsel, F.; Sleegers, P.; Leithwood, K.; Jantzi, D. Transformational leadership effects on teachers’ commitment and effort toward

school reform. J. Educ. Adm. 2003, 41, 228–256. [CrossRef]
51. Hallinger, P. Leading educational change: Reflections on the practice of instructional and transformational leadership.

Camb. J. Educ. 2003, 33, 329–352. [CrossRef]
52. Leithwood, K.; Sun, J. The nature and effects of transformational school leadership: A meta-analytic review of unpublished

research. Educ. Adm. Q. 2012, 48, 387–423. [CrossRef]
53. McCarley, T.A.; Peters, M.L.; Decman, J.M. Transformational leadership related to school climate: A multi-level analysis.

Educ. Manag. Adm. Leadersh. 2016, 44, 322–342. [CrossRef]
54. McMurray, A.J.; Pirola-Merlo, A.; Sarros, J.C.; Islam, M.M. Leadership, climate, psychological capital, commitment, and wellbeing

in a non-profit organization. Leadersh. Organ. Dev. J. 2010, 31, 436–457. [CrossRef]
55. Tett, R.P.; Burnett, D.D. A personality trait-based interactionist model of job performance. J. Appl. Psychol. 2003, 88, 500. [CrossRef]
56. Wen, Z.; Ye, B. Different methods for testing moderated mediation models: Competitors or backups? Acta Psychol. Sin. 2014, 46, 714–726.

[CrossRef]
57. Zou, Y.; Wang, Y.; Yang, X.; Jiang, R. Observed ostracism and compensatory behavior: A moderated mediation model of empathy

and observer justice sensitivity. Personal. Individ. Differ. 2022, 198, 111829. [CrossRef]
58. Wong, C.S.; Law, K.S. The effects of leader and follower emotional intelligence on performance and attitude: An exploratory

study. Leadersh. Q. 2002, 13, 243–274. [CrossRef]
59. Zheng, X.; Zhu, W.; Zhao, H.; Zhang, C. Employee well-being in organizations: Theoretical model, scale development, and

cross-cultural validation. J. Organ. Behav. 2015, 36, 621–644. [CrossRef]
60. Zhang, W.; He, E.; Mao, Y.; Pang, S.; Tian, J. How Teacher Social-Emotional Competence Affects Job Burnout: The Chain Mediation

Role of Teacher-Student Relationship and Well-Being. Sustainability 2023, 15, 2061. [CrossRef]
61. Song, A.; Cai, Y. Teacher Organizational Commitment Construct: Confirmatory Factor Analysis. Psychol. Dev. Educ. 2005, 21, 48–51.
62. Meyer, J.P.; Allen, N.J.; Smith, C.A. Commitment to organizations and occupations: Extension and test of a three-component

conceptualization. J. Appl. Psychol. 1993, 78, 538. [CrossRef]
63. Li, C.; Shi, K. The Structure and Measurement of Transformational Leadership in China. Acta Psychol. Sin. 2005, 06, 97–105.

[CrossRef]
64. Hayes, A.F. Introduction to Mediation, Moderation, and Conditional Process Analysis: A Regression-Based Approach; Guilford Publica-

tions: New York, NY, USA, 2017.
65. Podsakoff, P.M.; MacKenzie, S.B.; Lee, J.-Y.; Podsakoff, N.P. Common method biases in behavioral research: A critical review of

the literature and recommended remedies. J. Appl. Psychol. 2003, 88, 879–903. [CrossRef]
66. Hanushek, E.A. The economic value of higher teacher quality. Econ. Educ. Rev. 2011, 30, 466–479. [CrossRef]
67. Liu, A.-n.; Liu, N.; Wang, A.-q. Why can’t rural schools retain young teachers? An analysis of the professional development of

rural school teachers in China: Taking teachers in rural western China. Soc. Sci. Humanit. Open 2022, 5, 100238. [CrossRef]
68. Luna, D.; Pineda-Alfonso, J.A.; García-Pérez, F.F.; Leal da Costa, C. Teacher uneasiness and workplace learning in Social Sciences:

Towards a critical inquiry from teachers’ voices. Educ. Sci. 2022, 12, 486. [CrossRef]
69. Urquijo, I.; Extremera, N.; Villa, A. Emotional intelligence, life satisfaction, and psychological well-being in graduates:

The mediating effect of perceived stress. Appl. Res. Qual. Life 2016, 11, 1241–1252. [CrossRef]
70. Yin, H.; Tam, W.W.Y.; Lau, E. Happy teachers are efficacious and committed, but not vice versa: Unraveling the longitudinal

relationships between Hong Kong kindergarten teachers’ psychological well-being, self-efficacy, and commitment. Teach. Teach.
Educ. 2023, 123, 103997. [CrossRef]

https://doi.org/10.1108/IJOA-04-2020-2122
https://doi.org/10.1108/01437730910949535
https://doi.org/10.1108/IJOA-05-2020-2204
https://doi.org/10.1186/s40359-022-00768-x
https://doi.org/10.1111/j.1754-9434.2010.01231.x
https://doi.org/10.1146/annurev-orgpsych-031413-091233
https://doi.org/10.1016/1048-9843(95)90021-7
https://doi.org/10.1348/096317999166789
https://doi.org/10.1108/09578230310474403
https://doi.org/10.1080/0305764032000122005
https://doi.org/10.1177/0013161X11436268
https://doi.org/10.1177/1741143214549966
https://doi.org/10.1108/01437731011056452
https://doi.org/10.1037/0021-9010.88.3.500
https://doi.org/10.3724/SP.J.1041.2014.00714
https://doi.org/10.1016/j.paid.2022.111829
https://doi.org/10.1016/S1048-9843(02)00099-1
https://doi.org/10.1002/job.1990
https://doi.org/10.3390/su15032061
https://doi.org/10.1037/0021-9010.78.4.538
https://doi.org/10.1007/s11782-008-0032-5
https://doi.org/10.1037/0021-9010.88.5.879
https://doi.org/10.1016/j.econedurev.2010.12.006
https://doi.org/10.1016/j.ssaho.2021.100238
https://doi.org/10.3390/educsci12070486
https://doi.org/10.1007/s11482-015-9432-9
https://doi.org/10.1016/j.tate.2022.103997


Behav. Sci. 2024, 14, 345 14 of 14

71. Leithwood, K.; Jantzi, D. The effects of transformational leadership on organizational conditions and student engagement with
school. J. Educ. Adm. 2000, 38, 112–129. [CrossRef]

72. Arnold, K.A. Transformational leadership and employee psychological well-being: A review and directions for future research.
J. Occup. Health Psychol. 2017, 22, 381. [CrossRef] [PubMed]

73. Jain, P.; Duggal, T.; Ansari, A.H. Examining the mediating effect of trust and psychological well-being on transformational
leadership and organizational commitment. Benchmark. Int. J. 2019, 26, 1517–1532. [CrossRef]

74. Huang, Y.-T.; Liu, H.; Huang, L. How transformational and contingent reward leaderships influence university faculty’s
organizational commitment: The mediating effect of psychological empowerment. Stud. High. Educ. 2021, 46, 2473–2490.
[CrossRef]

75. Nguni, S.; Sleegers, P.; Denessen, E. Transformational and transactional leadership effects on teachers’ job satisfaction, organi-
zational commitment, and organizational citizenship behavior in primary schools: The Tanzanian case. Sch. Eff. Sch. Improv.
2006, 17, 145–177. [CrossRef]

76. Durlak, J.A.; Weissberg, R.P.; Dymnicki, A.B.; Taylor, R.D.; Schellinger, K.B. The impact of enhancing students’ social and
emotional learning: A meta-analysis of school-based universal interventions. Child Dev. 2011, 82, 405–432. [CrossRef]

77. Keyes, C.L.; Shmotkin, D.; Ryff, C.D. Optimizing well-being: The empirical encounter of two traditions. J. Personal. Soc. Psychol.
2002, 82, 1007. [CrossRef]

78. Grant, A.A.; Jeon, L.; Buettner, C.K. Relating early childhood teachers’ working conditions and well-being to their turnover
intentions. Educ. Psychol. 2019, 39, 294–312. [CrossRef]

79. Jennings, P.A.; Doyle, S.; Oh, Y.; Rasheed, D.; Frank, J.L.; Brown, J.L. Long-term impacts of the CARE program on teachers’
self-reported social and emotional competence and well-being. J. Sch. Psychol. 2019, 76, 186–202. [CrossRef] [PubMed]

80. Wang, D.; Huang, L.; Huang, X.; Deng, M.; Zhang, W. Enhancing Inclusive Teaching in China: Examining the Effects of Principal
Transformational Leadership, Teachers’ Inclusive Role Identity, and Efficacy. Behav. Sci. 2024, 14, 175. [CrossRef] [PubMed]

81. Harris, G.E.; Cameron, J.E. Multiple Dimensions of Organizational Identification and Commitment as Predictors of Turnover
Intentions and Psychological Well-Being. Can. J. Behav. Sci. Rev. Can. Des. Sci. Comport. 2005, 37, 159. [CrossRef]

82. Panaccio, A.; Vandenberghe, C. Perceived organizational support, organizational commitment and psychological well-being:
A longitudinal study. J. Vocat. Behav. 2009, 75, 224–236. [CrossRef]

Disclaimer/Publisher’s Note: The statements, opinions and data contained in all publications are solely those of the individual
author(s) and contributor(s) and not of MDPI and/or the editor(s). MDPI and/or the editor(s) disclaim responsibility for any injury to
people or property resulting from any ideas, methods, instructions or products referred to in the content.

https://doi.org/10.1108/09578230010320064
https://doi.org/10.1037/ocp0000062
https://www.ncbi.nlm.nih.gov/pubmed/28150998
https://doi.org/10.1108/BIJ-07-2018-0191
https://doi.org/10.1080/03075079.2020.1723534
https://doi.org/10.1080/09243450600565746
https://doi.org/10.1111/j.1467-8624.2010.01564.x
https://doi.org/10.1037/0022-3514.82.6.1007
https://doi.org/10.1080/01443410.2018.1543856
https://doi.org/10.1016/j.jsp.2019.07.009
https://www.ncbi.nlm.nih.gov/pubmed/31759466
https://doi.org/10.3390/bs14030175
https://www.ncbi.nlm.nih.gov/pubmed/38540478
https://doi.org/10.1037/h0087253
https://doi.org/10.1016/j.jvb.2009.06.002

	Introduction 
	Teachers’ Psychological Well-Being as a Mediator 
	Principal Transformational Leadership as a Moderator 
	The Hypothesized Model of Study 

	Methods 
	Participants and Procedure 
	Measures 
	Teachers’ Emotional Intelligence 
	Teachers’ Psychological Well-Being 
	Teachers’ Organizational Commitment 
	Principal Transformational Leadership 

	Data Analysis 

	Results 
	Test of the Measurement Model 
	Descriptive Statistics and Correlation 
	Hypothesis Testing 

	Discussion 
	Implications 
	Limitations 
	Conclusions 
	References

