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Abstract

It is well-established that both teacher commitment and the quality of instruction positively
influence student achievement. However, the evidence for such constructs and their con-
nections in the context of a developing country such as Pakistan is scarce. This research
addresses the interconnections of teachers’ organizational commitment, pedagogical effec-
tiveness, and student performance in Khyber Pakhtunkhwa secondary schools, aligned
with the educational reform initiatives in developing nations. A quantitative approach
was utilized involving a purposive sample of 348 secondary school educators in Bunir
District for triangulation purposes. Based on a validated data collection instrument, the
researchers measured the three latent constructs of organizational commitment (affective,
normative, and continuance), effective teaching (practice, metacognitive strategy, feedback,
and formative assessment), and student performance (cognitive and non-cognitive). Subse-
quently, the researchers utilized descriptive statistics, correlation, and structural equation
modeling for the analyses. The most notable findings in the study were the moderate levels
of teacher commitment and instructional effectiveness, and the particularly low levels of
student achievement, especially in the non-cognitive dimensions. Teachers’ organizational
commitment was positively related to effective teaching, as well as to student achievement.
Furthermore, teaching practices served as a mediator of the relationship between teacher
commitment and student outcomes, as the direct effect of commitment on outcomes was
found to be non-significant. The findings highlight the importance of constructive peda-
gogical practices as a mediator between teacher commitment and student outcomes. In
challenging educational contexts, reinforcing teacher commitment through initiatives such
as professional recognition, mentoring within a defined framework, and distributed lead-
ership, combined with ongoing pedagogical training, could amplify student engagement
and achievement.

Keywords: education; education quality; educational reform and developing countries;
schools; structural equation modeling; social interaction
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1. Introduction
1.1. Teachers’ Organizational Commitment

The level of organizational commitment is typically measured by employees’ degree of
attachment, identification, and involvement in the organization [1]. Committed employees
align strongly with the organization’s goal and exert extra effort to achieve that goal. Most
importantly, they see and perceive their membership to the organization as long and per-
manent [2]. While organizational commitment has been described as a multidimensional
concept, the three dimensions of organizational commitment can have varying impacts on
teacher behaviors as outlined by the researchers [3]. Affective commitment is the emotional
connection to school and has been linked to instructional innovation and professional [4].
Normative commitment is a feeling of moral obligation towards the institution and can help
to foster organizational expectations compliance [5]. However, there is a cost associated
with commitment to continuance that is often seen as a negative factor for leaving the
organization, and a link between commitment to continuance and instructional perfor-
mance is not always obvious. According to the previous studies [6,7], there is a greater
relationship between affective commitment and teaching effectiveness than between con-
tinuance commitment and teaching effectiveness, so that the quality of the commitment is
more important than just the existence of the commitment to the achievement of students’
learning. Psychologically, this attachment is from the three components of identification,
involvement, and loyalty [8,9]. Therefore, teachers are likely to strengthen their attachment
to the schools if they are supported by policies that are perceived to be fair [10,11].

Teacher commitment has become a prominent focus in educational research due to
its correlation with positive instructional practices, new ideas, and ongoing professional
growth [12,13]. Studies suggest a positive association between TC and teacher effort,
enthusiasm, and commitment to better the teaching and learning processes, and a decrease
in student failure [14,15]. Considering the above, TC was included as a central variable for
this research.

Ref. [16] identifies commitment as the psychological bond to one’s job, which is
influenced by personal conviction and/or social pressure [17]. In both general management
and educational research [18], the focus has been on organizational commitment, and
more specifically, the emotional commitment to an organization which leads to active
involvement and satisfaction in being part of an organization [19]. In educational settings,
the available literature has focused on the ways to enhance the emotional bond of teachers
and staff.

Research shows that encouragement, authentic concern, and possible optimistic future
help teachers start seeing their jobs as meaningful, thus strengthening their emotional
bonds to the organization [20,21].

When such conditions are present, teachers are more likely to embrace the organiza-
tional goals and value their commitments.

Genuinely committed teachers develop emotional ties with their students, the content
and the school. They take ownership of the organization’s goals, exert a great deal of effort
toward achieving them and project a long-term commitment to the organization.

Research shows the impact of organizational commitment on teachers’ motivation and
behavior, intentions to move to other schools, extra role behaviors and ultimately on other
school outcomes such as students’ academic performance, engagement, quality of learning
and academic support [22–25]. The effect of these variables, as of the study, has been noted
in both Western and non-Western countries.

https://doi.org/10.3390/soc16070206

https://doi.org/10.3390/soc16070206


Societies 2026, 16, 206 3 of 17

1.2. Positive Classroom Environment

Creating a positive classroom environment is vital for effective teaching and learning.
A constructive classroom is one where students are actively involved, working coopera-
tively, and tackling reasonable cognitive processing demands to learn new content [26].
Students are able to attain a high level of understanding of concepts and goals, and teachers
are able to accomplish curricular objectives. Therefore, the quality of teaching is vital
in determining the level of participation, the quality of achievement, and the level of
commitment of the teachers to their profession.

1.3. Effective Teaching Practices

With the significance of a positive classroom climate, effective teaching must have
efficient learning, particularly for teachers with high commitment. According to Ref. [27],
the quality of education is only realized when the teacher, parent, and the policymakers
together with the community share the burden of sustaining improvement and monitoring
the students systematically. Inside the schools, the collaboration of peers and the common
responsibility for the improvement of the students strengthens this further. Thus, teaching,
in a sense, is a multidimensional activity to be developed, rather than a single activity with
a fixed endpoint. Ref. [28] supports this by stating that students are able to think at higher
levels, maintain a high level of engagement and motivation, develop goals for education
beyond high school, and learn in a detailed manner across different content areas as a result
of quality, purposeful, and well-structured teaching [29].

Ref. [29] highlights many positive indicators of effective teaching: classroom manage-
ment, meaningful interaction, higher-order questioning, constructive feedback and support
during the teaching process, and successful achievement of learning outcomes. Of these,
classroom management is key. Ref. [30] points out that one of the greatest difficulties of
teaching a language is keeping different learners’ attention and sustaining their motivation.
Even well-designed explanations may be ineffective if the presentation of the content lacks
organization and/or clarity. This explains the interdependence of classroom management
and teaching effectiveness.

In addition, it is important to cater to the effective and motivational needs of the
students with the aim of improving the engagement and motivation of students in learning.
Ref. [10] defines classroom management as the activities that teachers perform to structure
a classroom environment that is safe, interactive, and motivates students to engage volun-
tarily. Likewise, classroom management is defined as a fusion of different skills and/or
strategies through which order, attention, and academic work effectiveness are achieved
and sustained throughout the teaching process. All these different views suggest that
classroom management is more than being strict and is more about a fluid and interactive
relationship between teachers and students.

Teaching practices in the classroom are most effective when combined with effective
classroom management: the techniques used to maintain a productive space for learning in
order to reach the learning objectives. When a classroom is well-organized and students
are actively engaged, teaching objectives are more readily achieved than in a disorganized
classroom. Therefore, learning the techniques of classroom management is not an optional
skill but a basic requirement for all teachers and is also a requirement for pre-service
teachers, who are expected to show this level of competence during their teaching practice.

In many of the secondary schools in District Bunir, most of which are located in rural
areas, behavioral problems are a major barrier to successful teaching. According to Ref. [31]
students who are persistently off task, for example, talking, singing, or laughing during
lessons, are a barrier to effective instruction, and as a result, students lack a deep under-
standing of the content. This is a similar problem to what pre-service teachers experience
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during their in-service training. According to Ref. [32], novice teachers experienced diffi-
culties in dealing with minor disruptions, problematic focusing of the group, managing
cooperative learning activities, and timing the distributed practice during a classroom oral
assessment [33,34]. Furthermore, gaining the students’ attention was a problem. Given
these conditions, pre-service teachers need to go beyond merely hoping things will go well
and must incorporate advanced content mastery along with research-based teaching and
management strategies through micro-teaching and actual teaching practice.

It is also acknowledged that teachers’ classroom management skills are seen as the
cornerstone of effective teaching, allowing for increased student participation and higher
quality student learning.

1.4. Learning Outcomes

In line with most views in the current literature, student learning outcomes are divided
into two groups, namely, cognitive and non-cognitive outcomes [35,36]. The cognitive out-
comes are said to be the improvements in the mental subsystems of the learners, including
reasoning, problem solving, and critical thinking [37,38]. The non-cognitive outcomes per-
tain to the affective and the social aspects, including the students’ motivation, self-efficacy,
interest, and their interaction/social skills [39].

Research demonstrates that the learning environment is one factor that can have a pos-
itive impact on academic performance [39,40], as well as on creativity [41], self-efficacy [42],
motivation [43], satisfaction [44], critical thinking, and problem solving [45]. While a
few studies have reported that learning environments do not significantly affect students’
satisfaction [46] or performance [47,48], others have reported positive relationships be-
tween learning environments and student outcomes [49]. The inconclusive results call for
more research into the interplay among teachers’ organizational commitment, effective
instructional behaviors, and students’ learning outcomes. While there is an abundance of
literature on related constructs, it is evident that there is a paucity of research exploring
the synergistic impact of teachers’ organizational commitment and effective teaching on
student outcomes. Hence, the purpose of this study is to transcend this gap and add to
the existing literature on teachers’ organizational commitment, effective teaching and the
learning outcomes of students.

There are three dimensions to organizational commitment that are commonly used.
Affective commitment is when workers have an emotional attachment to and identification
with the organization. Normative commitment represents a sense of moral duty to stay
in the organization while continuance commitment represents an understanding of the
consequences of leaving the organization. Some previous studies indicate that there
might be differences in how these dimensions relate to teachers’ professional behaviors,
instruction and learning effectiveness [50,51].

1.5. Objectives

1. To find out the levels of teachers’ organizational commitment, students’ outcomes and
effective teaching practices in secondary schools of Khyber Pakhtunkhwa Pakistan.

2. To find out the relationship between teachers’ commitment and students’ outcomes in
the schools.

3. To analyze the relationship between teachers’ commitment and affective teaching
practices in the schools.

4. To measure the relationship between effective teaching practices and students’ out-
comes in the schools.
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1.6. Conceptual Framework

The affective, normative, and continuance commitment of teachers relates to the
cognitive and non-cognitive outcomes of students, via the mediation of effective teaching
practices and the clarity, meta-cognitive, feedback, and formative strategies of the teachers.

1.7. Theoretical Framework

Revised Model-B by Refs. [51,52], which builds on Pitner’s earlier models, explains
how constructive instructional leadership facilitates school effectiveness by acting on
human (students and teachers), organizational (professional development), and structural
(norms and routines) mediating factors supports Figure 1. Ref. [52] suggests that this model
works on the premise that school leaders can enhance overall school performance indirectly
by improving teachers’ commitment and instructional practices and by fostering a positive
school culture.

Figure 1. Conceptual model.

The Fornell–Larcker criterion was employed to obtain the discriminant validity results,
which are shown in Table 1. The results show that the square root of the Average Variance
Extracted (AVE) for each construct is higher than all their correlations with other constructs,
which means that the discriminant validity of the constructs of the study is good.

Table 1. Discriminant validity using the Fornell–Larker criterion (N = 348).

Latent Variable SO TOC ETPs

SO 0.76

TOC (0.577) 0.88

ETP (0.774) 0.91

(0.828)
Note: SO = students’ outcome, TOC = teachers’ organizational commitment, ETPs = effective teaching practices.

2. Materials and Methods
The study’s design incorporates methodology that employs survey methodology and

a quantitative approach. The researchers designed a survey with a set of closed-ended
questions to collect data from secondary school teachers.

The sample consisted of secondary school teachers from Bunir District. For the se-
lection of secondary school teachers at government schools in District Bunir, Khyber
Pakhtunkhwa, Pakistan, a purposive sampling technique was used. Included in the district
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were 42 secondary schools, 24 of which were boys’ schools and 18 girls’ schools. Teachers
who were experienced in teaching for a minimum of one year and were actively engaged in
classroom teaching were invited. The study involved 348 teachers, 174 male and 174 female
teachers. It is recognized that to maintain a balanced perspective, equal representation was
set out so that both the boys’ and girls’ schools would have a voice.

The sample frame (population) included 348 teachers, 174 females and 174 males,
across 42 schools, comprising 18 girls’ schools and 24 boys’ schools.

The survey instrument was designed with the objective of assessing three primary
variables, namely teachers’ organizational commitment, effective teaching, and student
outcomes, and to examine the interrelationships among these variables. The questionnaire
was developed from the literature reports based on previously validated questionnaires.
The items for the teachers’ organizational commitment were adapted from the 3-component
framework of organizational commitment developed by [53]. Effective teaching practices
were adapted from existing resources for the assessment of teaching effectiveness and
classroom practice [54]. The student outcomes were assessed using the teacher’s percep-
tions of cognitive and non-cognitive outcomes from previous educational effectiveness
studies [54,55]. All items were evaluated by experts in the field of educational leadership
and measurement for contextual appropriateness of secondary schools in Pakistan.

Table 2 below outlines the various methods of evidence used to ensure the survey
instrument’s face validity and reliability.

Table 2. Validity and reliability indices (N = 348).

Construct CR AVE Cronbach Alpha

Teachers’ Organizational
Commitment (TOC) 0.76 0.577 0.77

Effective Teaching Practices (ETP) 0.88 0.774 0.81
Students’ Outcome (SO) 0.91 0.828 0.90

For detailed analysis of the data, the study used Spearman’s rho, structural equa-
tion modeling (SEM), and percentage distribution, and used SPSS and Amos version 26
for analysis.

The metrics in the table confirm that the survey is capable of collecting data as the
thresholds for composite reliability (CR), Average Variance Extracted (AVE), and Cronbach’s
alpha are set at 0.6, 0.5 and 0.7 respectively [56]).

The AVEs are diagonal, as is evident in Table 2, and the R-squared values are in
parentheses. We can confirm that the survey items are distinct from each other, as each
AVE is greater than the corresponding R-squared value.

The SEM analysis was performed based on AMOS Version 26. Chi-square/df, compar-
ative fit index (CFI) and root mean square error of approximation (RMSEA) were used to
assess model fit. Modification indices, standardized residuals, and theoretical arguments
were used to refine the model. Correlated error terms were only included when there was
conceptual similarity between indicators and the error terms. The final model achieved
acceptable fit indices (CFI = 0.94, RMSEA = 0.071, χ2/df = 3.72).

3. Results
3.1. Levels of Students’ Outcomes

Table 3 shows that teachers viewed an overwhelming majority (81%) as low, and
follow-up (70%) perceived low non-cognitive outcomes. Out of the total percentages, the
largest share for the cognitive outcomes with low and moderate levels was 15.50% and for
the cognitive development moderate level was 10.50%. Teachers perceived 14.50% as high
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for non-cognitive development, and for non-cognitive outcomes, there was 8.50% in the
high category. For overall outcomes of the students, 81.0% perceived low outcomes, 15.0%
perceived moderate outcomes, and 4% perceived high outcomes.

Table 3. Levels for students’ outcomes (N = 348).

Dimensions of Students’ Outcome Variable Min Max Median
Level

Low Percent Moderate Percent High Percent

Cognitive Outcomes 0 20 18 81.0 10.50 08.50
Non-Cognitive Outcomes 0 22 16 70.0 15.50 14.50

Overall Students’ Outcomes Variable 0 19 18 81.0 15.0 04.00

Table 4 shows that the greatest proportion of teachers, 67.00%, describes continuance
commitment, school level, as moderate. A low level is assigned by 22.00%, and a high
level is assigned by 11.00%. Normative commitment shows similar trends, with 60.50%
of teachers reporting moderate, 25.50% low, and 15.00% high. Of the teachers, 50% view
affective commitment as moderate level, 37.00% as low level, and 13.00% as high level.

Table 4. Levels for teachers’ organizational commitment (N = 348).

Dimensions of Teachers’
Organizational Commitment Min Max Median

Level

Low Percent Moderate Percent High Percent

Affective Commitment 0 19 15 37.0 50.0 13.00
Normative Commitment 0 17 12 25.50 60.50 15.00

Continuance Commitment 0 15 13 22.00 67.00 11.00
Overall, Teachers’ Organizational

Commitment 0 18 21.0 30.0 60.00 10.00

Most (60.00%) of the teachers’ organizational commitment stands at the moderate
level, followed by 30.00% low and 10.00% high commitment.

Teaching clarity has been described most frequently by teachers at a moderate level.
Most respondents, 60.00%, describe teaching clarity as moderate, 21.00% describe it as low,
and 19.00% describe it as high. Most teaching practices are described as moderate clarity.

Most teachers (75.00%) describe the use of metacognitive strategies as moderate. The
next most common response was low (19.00%). Very few use metacognitive strategies at a
high level (6.00%). Thus, most teachers do not use higher-order metacognitive strategies.

Most teachers (67.00%) describe the use of feedback as moderate. The next most
common responses were low (30.00%) and high (3.00%). There appears to be a lack of
high-quality feedback practices.

Most teachers (58.77%) describe the use of formative assessment as moderate. The next
most common responses were low (34.00%) and high (8.00%). There is room for improving
the use of formative assessments.

The overall perception of effective teaching practices is that they are moderate (70.00%).
A total of 22.00% perceive them as low and 8.00% as high. Most teachers do not demonstrate
high levels of effective teaching practices.

3.2. Relationship Between Teachers’ Organizational Commitment and Students’ Outcomes

The results of the estimated model are shown in Figure 2. First, one should check the
fit of each of the individual components, namely confirmatory fit index (CFI), root means
square error of approximation (RMSEA), chi-square, and the total measurement model,
confirming each of the measured variables agree. In conducting the structural equation
model (SEM), the following fit indices were obtained, CFI = 0.94, RMSEA = 0.071 and the
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chi-square to degrees of freedom ratio of 3.72, confirming the model meets the good of fit
criteria and is ready for further modifications.

Figure 2. Relationship between TOC and SOs.

As for the type of impact that organizational commitment (OC) has on students’
outcomes (SOs), it is worth noting that one of the effects is significant given that, in Table 5,
the level of p is less than 0.05. This effect was verified using the AMOS software that is
integrated into the SPSS 26 environment.

Table 5. Levels for effective teaching practices (N = 348).

Dimensions of Effective Teaching Practices Min Max Median
Level

Low Percent Moderate Percent High Percent

Teachers’ Clarity 0 16 18 21.00 60.00 19.00
Meta Cognitive Strategies 0 13 17 19.00 75.00 6.00

Feedback 0 19 15 30.00 67.00 3.00
Formative Assessment 0 17 14 34.00 58.77 8.00

Overall Effective Teaching Practices 0 16 11 22.00 70.00 8.00

In Table 6 below we used structural equation modeling to determine whether there
was a significant association between organizations.

Table 6. The direct effect of teachers’ organizational commitment on students’ outcomes (N = 348).

Beta Est. S.E. CR p Result

Teachers’ Organizational → Commitment
(TOC)

Students’ Outcomes
(SOs) 0.80 0.031 15.00 0.00 Sig.

In Table 7, we have detailed the correlation coefficients of each dimension of teachers’
organizational commitment (TOC) and each dimension of students’ outcomes (SOs) to
confirm Figure 2. All the coefficients show a correlation higher than the 0.5 mark, which
is considered relevant for a strong correlation and is statistically significant at the 0.01
level. The total correlation for the combined constructs is highly significant and is given by
ρ = 0.90, p < 0.01, which further affirms the strong positive correlation across the entire
data set.
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Table 7. Correlation between teachers’ organizational commitment and students’ outcomes (N = 348).

Teachers’ Organizational Commitment (TOC)

Students’
O

ut-
com

es
(SO

s)

AC NC CC

OverallCO 0.88 ** 0.71 ** 0.81 **

NCO 0.87 ** 0.78 ** 0.89 *,**

Overall 0.88 **
Note: ** p < 0.01, * p < 0.05 (sig: 2-tailed), AC = affective commitment, NC = normative commitment,
CC = continual commitment, CO = cognitive outcome, NCO = non-cognitive outcome.

3.3. Relationship Between Teachers’ Organizational Commitment and Effective Teaching Practices

To ascertain the presence of a significant association between organizations, we em-
ployed structural equation modeling because it enables us to examine measurement error
while observing how organizational commitment and effective teaching practices converse
with each other. This approach allows us to capture/trace every subtle connection between
the two constructs and reveals the results that are documented in the table below.

Table 8 provides evidence that teachers’ organizational commitment is significantly
related to effective teaching practices, with a p-value of less than 0.05 supporting this
assertion. The structural relationship between organizational commitment among teachers
and effective teaching practices is shown in Figure 3.

Table 8. The direct effect of teachers’ organizational commitment on effective teaching practices
(N = 348).

Beta Est. S.E. CR p Result

Teachers’ Organizational → Commitment (TOC) Effective Teaching
Practices (ETPs) 0.73 0.044 13.11 0.00 Sig.

Figure 3. Relationship between TOC and ETPs.

A strong positive correlation was confirmed between the construct of teachers’ orga-
nizational commitment (TOC) and effective teaching practices (ETPs) with a correlation
coefficient of ρ = 0.923 and a significance level of p < 0.01. In Table 9, all of the separate
components of TOC and ETPs showed the same level of strong correlation which was
greater than 0.50 and met the significance level of p < 0.01 confirming the accuracy of the
total correlations.
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Table 9. Correlation between teachers’ organizational commitment and effective teaching practices
(N = 320).

Teachers’ Organizational Commitment (TOC)

Effective
Teaching
Practices

(ET
Ps)

AC NC CC

OverallTC 0.88 ** 0.83 ** 0.81 **

MCS 0.89 ** 0.83 ** 0.81 **

FB 0.87 ** 0.89 ** 0.88 **

FA 0.81 ** 0.81 ** 0.87 **

Overall 0.93 **
Note: ** p < 0.01, (sig: 2-tailed), AC = affective commitment, NC = normative commitment, CC = continual
commitment, TC = teachers’ clarity, MCS = meta-cognitive strategies, FB = feedback, FA = formative assessment.

3.4. Correlation Between Effective Teaching Practices and Students’ Outcomes

As a continuation of the prior discussion, the results of the parameter estimates
were acquired with the use of SEM structural equation modeling, as reported in Table 10
confirmed by Figure 4.

Table 10. The direct effect of effective teaching practices on students’ outcomes (N = 348).

Beta Est. S.E. CR p Result

Effective Teaching → Practices (ETP) Students’
Outcomes 0.54 0.11 29.20 0.00 Sig.

Figure 4. Relationship between ETPs and SOs. Note: ETP = effective teaching practice, SO = students’
outcome, CO = cognitive outcome, NCO = non-cognitive outcome, TC = teachers’ clarity, MCS = meta-
cognitive strategies, FB = feedback.

Table 11 shows the correlation between the dimensions of effective teaching practices
and students’ outcomes to confirm the Figure 4 above.

As per the analysis, there is a considerable positive correlation between the students’
outcomes (SOs) and the effective teaching practices (ETPs) (ρ = 0.736, p < 0.01). An analysis
of the data further revealed strong positive correlations, all of which were above 0.50,
p < 0.01, for all dimensions of SC and the respective dimensions of Sos as shown in the
Figure 5 below.
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Table 11. Correlation between effective teaching practices and student’s outcomes (N = 348).

Students’ Outcomes (SOs)

Effective
Teaching
Practices

(ETPs)

CO NCO

OverallTC 0.79 ** 0.83 **

MCS 0.87 ** 0.91 **

FB 0.81 ** 0.78 **

FA 0.71 ** 0.71 **

Overall 0.88 **
Note: ** p < 0.01, (sig: 2-tailed), CO = cognitive outcome, NCO = non-cognitive outcome TC = teachers’ clarity,
MCS = meta-cognitive strategies, FB = feedback, FA = formative assessment.

Figure 5. Cont.

Table 12 shows that when effective teaching practices take the place of organizational
commitment and student outcomes, the main highway is reduced to a side street. When
effective teaching practices are added as a mediator, the direct effect of teachers’ organiza-
tional commitment on students’ outcomes becomes insignificant in statistics, suggesting
that there is a complete mediation effect.

Table 12. Relationship between teachers’ organizational commitment, effective teaching practices,
and students’ outcomes (N = 348).

Beta Estimates S.E. C.R. p Results

Teachers’ Organizational Commitment →
Effective Teaching Practices 1.79 0.23 16.20 0.00 Sig.

Teachers’ Organizational Commitment →
Students’ Outcomes −1.77 0.55 −2.77 0.77 In Sig.

Effective Teaching Practices → Students’
Outcomes 2.81 0.45 22.12 0.00 Sig.

Note: The levels attained herein conform strictly to the stipulated fitness indices mandated within the relevant
evaluative framework.

In short, commitment is now only communicating to learners through the presence of
good teaching; the mediation is total and devoid of any direct pathway.
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4. Discussion
This paper secures a complex interrelation on teachers’ commitment to schools, use of

active teaching strategies, and student learning outcomes in secondary schools of Khyber
Pakhtunkhwa. A major finding is the almost zero direct impact of teachers’ commitment on
students’ academic performance. On the contrary, when active teaching strategies served as
a mediating variable, the indirect impact of commitment on outcomes was evident, positive
and substantial. This finding reinforces the principle that the commitment of teachers to
their schools is not, in itself, a sufficient condition for academic success. Rather, it becomes
effective when purposeful teaching is done in the classroom.

The findings suggested that even when teachers described moderate, affective, nor-
mative, and continuance commitment, these dimensions could not sufficiently explain
gaps in student achievement. This is inconsistent with Refs. [52,57,58] that found a direct
positive relationship between teacher commitment and student achievement, in the case
of commitment aimed at high quality education [58]. One potential reason for this differ-
ence could be the varying structural and cultural contexts of the educational systems in
developed and developing countries. One possible explanation is that some aspects of
commitment, specifically the continuance commitment, might represent organizational
attachment related to job security and institutional affiliation, instead of the engagement in
instructional improvement, but this needs to be examined in further studies to confirm this
within the Pakistani education system.

This aligns with Ref. [59], who noted that cultural and systemic barriers often serve as
intermediaries in the relationship between teacher commitment and effective practice in
the classroom.

In the present study, accomplished pedagogical techniques served as a complete
mediator between instructors’ organizational commitment and learner outcomes. Factors
such as presentation clarity, formative assessment, constructive feedback, and fostering
metacognitive awareness were noted as fundamental. This finding is consistent with
Ref. [60], with the influence of interactive pedagogy on learner achievement: impact
and implementation strategies, educational research synthesis, designated clarity and
feedback are among the most influential on learner achievement. In the same vein, Ref. [28]
stated that the use of research-based teaching strategies develops students’ higher-order
thinking and deep learning [61]. Thus, even though a strong emotional connection to the
institutional mission is a positive feature, students’ learning outcomes will stagnate as long
as the commitment is not manifested through consistent, evidence-based teaching practices
of the most effective pedagogical techniques.

4.1. Outcomes of Student Learning

Current study data shows that teachers consider their students’ cognitive and non-
cognitive achievements uniformly low. This assessment agrees with prior studies in
Pakistan pointing out that excessive focus on student examination results leads to low levels
of analytical and evaluative skills due to prioritization of rote learning [62,63]. Additionally,
motivation, self-efficacy, and creativity are examples of important non-cognitive skills
that are insufficiently catered to in the secondary school curriculum [64]. The results
indicate that it is not enough to simply rely on teachers’ commitment to improve student
achievement. Instead, commitment is linked to learning outcomes when it is manifested in
effective teaching and learning in the classroom.

Based on that, the results indicate that there are systemic issues that hinder students’
learning outcomes, as pointed out in the previous research [62–65] such as teaching based on
examinations, low pedagogical innovation, and low emphasis on non-cognitive development.
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Teacher’s commitment is clear, but it does not result in desirable student learning
outcomes in the absence of effective, evidence-based, teaching practices.

It is interesting to note that 81% of students were perceived as having low cognitive
outcomes, which could indicate other issues in education in the district. These problems
have been mentioned before in the national and provincial reports, including examination-
oriented teaching, small student-centered teaching opportunities, insufficient teaching
materials and less focus on higher-order thinking abilities. Some of the contextual factors
described herein could explain the poor cognitive and non-cognitive outcomes of this study.

4.2. Comparative Perspective

In comparison to research conducted in Western contexts [66,67], where a positive,
direct organizational commitment and student achievement relationship is often reported,
the current study indicates that, in Khyber Pakhtunkhwa, this relationship is mediated
and dependent on various contextual factors. A similar finding was reported by Ref. [68]
in the case of Turkey, where the lack of certain culture and structure tried to weaken the
direct relationship of educator commitment and student performance. Collectively, these
studies suggest that in non-Western and, particularly, developing countries, unsettled
factors like teaching style, in-service training, and school facilities and materials dominate
the relationship between educator commitment and student achievement [61].

4.3. Implications
4.3.1. Theoretical Implications

The study re-draws the causal map of educational effectiveness by showing that there
is no explanatory power in student achievement for teacher organizational commitment.
Sentiment of belonging is not the conduit; pedagogical craftsmanship is. This adds fresh
empirical evidence to Ref. [50]’s research that leadership and affective variables affect
learning only in and through the micro-processes of classroom instruction.

4.3.2. Practical Implications for Teachers

Commitment, in this case, buys loyalty. In this case, pedagogy buys learning. There-
fore, professional development ought to intertwine the two: the nurturing of an emotional
attachment to the school so that teachers do not leave, and the development of high-level
skills in feedback, formative assessment, and metacognitive talk. The emphasis is on
training that moves beyond the one-off workshop and moves into and through classrooms,
addressing real-time, contextually relevant teaching problems, and instruction.

4.3.3. Policy Implications

Educational authorities in KPK may think of reinforcing teachers’ professional develop-
ment programs on formative assessment and feedback practices, metacognitive instruction,
and strategies for engaging students in the classroom. Moreover, school-based professional
learning communities could facilitate the implementation of teacher commitment to effective
classroom practice. This type of targeted intervention could have a more direct impact on
student outcomes than interventions that are specifically about organizational commitment.

4.3.4. Future Research Directions

1. Expand the coverage: Instead of Bunir, a multi-district sample should be used to facil-
itate regional comparisons, and to permit the possibility of national generalizability.

2. Extend the time span: A longitudinal design should be used to track the evolution of
commitment, refinement of practice, and responsiveness of achievement over time.
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3. Enrich the narrative: Incorporating qualitative interviews with teachers and students
would elucidate some of the reasons why high commitment in some classrooms
remains untransformed into learning gains.

4. Divergent context: Juxtapose urban with rural, public with private, to shed light on
how systemic and cultural factors shape the articulation of the commitment–practice–
outcome chain.

5. Conclusions
This study investigated the correlations between teachers’ organizational commitment,

effective teaching strategies and learners’ learning outcomes in secondary schools in Bunir
District (Sargodha) of Punjab, Pakistan. The results showed that the teachers’ commitment
and teaching effectiveness were rated as moderate and the student outcomes were rated
as relatively low. The organizational commitment of teachers was positively related to
effective teaching practices and effective teaching practices were significantly related to
learning outcomes of the students.

More importantly, there was complete mediation between the teachers’ organizational
commitment and students’ outcomes in the context of effective teaching practices. The
results indicate that organizational commitment positively influences student achievement
mainly via classroom practices. It builds on previous research by offering data from a
developing-country setting and emphasizes the need to increase teachers’ commitment
and teaching skills to enhance learning outcomes.
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