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Abstract

Teacher well-being has emerged as a critical factor influencing educational outcomes, yet the precise mechanisms through
which it affects student achievement and classroom climate remain underexplored. This study examines the relationship
between teacher psychological well-being, job satisfaction, and burnout levels with student academic performance and
classroom environmental quality. Through a mixed-methods approach incorporating quantitative survey data from 847
teachers across 156 schools and qualitative interviews with 32 educators, this research identifies significant positive
correlations between teacher well-being indicators and student achievement outcomes (r = .43, p <.001). The study reveals
that teacher emotional regulation, instructional enthusiasm, and classroom management effectiveness serve as primary
mediating variables. Findings suggest that teachers with higher well-being scores create more supportive learning
environments, demonstrate increased pedagogical creativity, and maintain stronger student relationships, directly impacting
academic outcomes. Implications for educational policy, professional development, and systemic support structures are
discussed.
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I. INTRODUCTION

The educational landscape has increasingly recognized that teacher quality represents the most significant in-school
factor affecting student learning outcomes (Hattie, 2009). However, traditional conceptualizations of teacher quality have
focused primarily on pedagogical skills, content knowledge, and instructional techniques, while neglecting the fundamental
role of teacher psychological well-being in educational effectiveness. Recent research suggests that teacher well-being—
encompassing emotional, psychological, and social dimensions of professional functioning—serves as a critical precursor to
effective teaching practices and positive student outcomes (Jennings & Greenberg, 2009).

Teacher well-being encompasses multiple interconnected dimensions including job satisfaction, emotional regulation,
stress management, work-life balance, and sense of professional efficacy (Collie et al., 2012). The deterioration of teacher
well-being has become a pressing concern within educational systems globally, with elevated rates of teacher burnout, attrition,
and psychological distress documented across diverse contexts (Madigan & Kim, 2021). These challenges have intensified
following the COVID-19 pandemic, which exacerbated existing stressors while introducing new demands on educator mental
health and professional functioning (Pressley, 2021).

The theoretical foundation for examining teacher well-being's impact on educational outcomes rests within social
cognitive theory and ecological systems frameworks. (Bandura, 1997) social cognitive theory posits that teacher self-efficacy
and emotional states directly influence instructional behaviors, student engagement strategies, and classroom management
approaches. Similarly, (Bronfenbrenner, 1979) ecological systems theory suggests that teacher well-being operates within
nested environmental contexts, affecting microsystem interactions between teachers and students while being influenced by
broader institutional and societal factors.
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Despite growing recognition of these relationships, empirical research has often examined teacher well-being and
student outcomes in isolation, failing to identify the specific mechanisms through which teacher psychological states translate
into educational effectiveness. Furthermore, limited attention has been paid to the bidirectional nature of these relationships
and the contextual factors that moderate their strength and direction.

This study addresses these gaps by investigating how teacher well-being influences student achievement and classroom
climate through identifiable mediating pathways. The research questions guiding this investigation are:

What is the relationship between teacher well-being indicators and student academic achievement?
How does teacher well-being influence classroom climate and learning environment quality?
What mechanisms mediate the relationship between teacher well-being and educational outcomes?
What contextual factors moderate these relationships across different educational settings?

Il. LITERATURE REVIEW
2.1 Conceptualizing Teacher Well-being

Teacher well-being represents a multidimensional construct encompassing cognitive, emotional, and behavioral
components of professional functioning. (Acton & Glasgow, 2015) define teacher well-being as "a positive emotional state
resulting from the harmony between the sum of specific context factors on the one hand and personal needs and expectations
of teachers on the other hand" (p. 101). This definition emphasizes the dynamic interaction between individual characteristics
and environmental conditions in determining well-being outcomes.

Research has identified several core dimensions of teacher well-being. Emotional well-being encompasses teachers'
ability to regulate emotions, maintain positive affect, and manage stress effectively (Yin et al., 2019). Psychological well-being
includes sense of autonomy, personal growth, environmental mastery, and life purpose (Ryff, 1989). Social well-being involves
positive relationships with colleagues, students, and parents, as well as sense of community and belonging within the school
environment (Keyes, 1998).

Empirical studies have consistently demonstrated that teacher well-being exists on a continuum, with positive well-
being characterized by engagement, efficacy, and satisfaction, while negative well-being manifests as burnout,
depersonalization, and emotional exhaustion (Maslach & Leiter, 2016). The Job Demands-Resources model provides a useful
framework for understanding this continuum, proposing that well-being results from the balance between job demands
(workload, student behavior, administrative requirements) and available resources (social support, autonomy, professional
development opportunities) (Bakker & Demerouti, 2017).

2.2 Teacher Well-being and Student Achievement

The relationship between teacher well-being and student academic outcomes has garnered increasing empirical
attention. (Klusmann et al., 2016) conducted a longitudinal study of 1,193 teachers and their students, finding that teacher
emotional exhaustion negatively predicted student achievement gains (§ = -.18, p <.01), while teacher engagement positively
predicted student learning outcomes (B = .24, p < .001). These findings remained significant after controlling for student
socioeconomic status, prior achievement, and school characteristics.

Meta-analytic evidence supports these individual study findings. (Duong et al., 2021) synthesized 46 studies examining
teacher well-being and student outcomes, reporting a moderate positive effect size (d = 0.41) for the relationship between
teacher well-being and student achievement. The analysis revealed that effect sizes were strongest for elementary students (d
= (0.47) compared to secondary students (d = 0.33), suggesting developmental considerations in these relationships.

The mechanisms through which teacher well-being influences student achievement appear multifaceted. (Jennings &
Greenberg, 2009) propose that teacher well-being affects instructional quality through several pathways:

emotional regulation enabling more effective classroom management

positive mood enhancing creative problem-solving and instructional flexibility
reduced stress improving decision-making and professional judgment

increased energy and enthusiasm promoting student engagement and motivation.

Empirical support for these proposed mechanisms has emerged from observational studies. (Oberle & Schonert-Reichl,
2016) found that teachers with higher well-being scores demonstrated more positive classroom interactions (r = .52, p <.001),
provided more specific and constructive feedback (r = .38, p <.01), and showed greater instructional enthusiasm (r = .45, p <
.001). These teaching behaviors, in turn, mediated the relationship between teacher well-being and student achievement
outcomes.

2.3 Teacher Well-being and Classroom Climate

Classroom climate represents the social, emotional, and academic atmosphere within learning environments,
encompassing dimensions such as supportive relationships, clear expectations, physical comfort, and psychological safety
(Cohen et al., 2009). Research has consistently identified classroom climate as a significant predictor of student engagement,
motivation, and academic success (Durlak et al., 2011).

Teacher well-being appears to play a central role in establishing and maintaining positive classroom climates. Teachers
experiencing higher levels of well-being create more supportive and nurturing learning environments, characterized by
warmth, responsiveness, and emotional support (Hamre & Pianta, 2007). Conversely, teachers experiencing burnout and
psychological distress tend to exhibit more controlling behaviors, less emotional sensitivity, and reduced instructional support
(Yoon, 2002).
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The emotional contagion theory provides a theoretical framework for understanding how teacher well-being influences
classroom climate. Research suggests that emotions are highly contagious in educational settings, with teacher emotional states
directly influencing student affect, engagement, and classroom atmosphere (Becker et al., 2014). Teachers experiencing
positive emotions create upward emotional spirals, promoting student enthusiasm and cooperative behaviors, while teachers
experiencing negative emotions can create downward spirals characterized by student disengagement and behavioral problems.

Empirical evidence supports these theoretical propositions. (Reyes et al., 2012) examined classroom observations of
284 teachers, finding that teacher well-being scores significantly predicted observer ratings of classroom emotional support (r
=.58, p <.001), classroom organization (r = .41, p<.001), and instructional support (r =.36, p <.01). These classroom climate
dimensions, in turn, predicted student engagement and academic growth throughout the school year.

2.4 Mediating Mechanisms and Contextual Factors

Recent research has begun to identify specific mechanisms mediating the relationship between teacher well-being and
educational outcomes. (Collie et al., 2015) proposed a model suggesting that teacher well-being influences student outcomes
through three primary pathways:

e instructional practices and pedagogical effectiveness,
e classroom management and behavior regulation strategies, and
e teacher-student relationship quality and emotional support.

Empirical testing of this model has provided partial support for these proposed pathways. (Veldman et al., 2013) found
that teacher self-efficacy and emotional regulation mediated 34% of the relationship between teacher well-being and student
achievement, while classroom management effectiveness mediated an additional 18% of this relationship. Teacher-student
relationship quality accounted for 12% of the mediated effect, suggesting that instructional factors may be more influential
than relational factors in explaining these connections.

Contextual factors appear to moderate the strength and direction of relationships between teacher well-being and
educational outcomes. School-level factors such as administrative support, collegial relationships, and resource availability
influence both teacher well-being and the translation of well-being into effective teaching practices (Skaalvik & Skaalvik,
2011). Student-level factors including socioeconomic status, behavioral challenges, and academic preparedness also moderate
these relationships, with teacher well-being showing stronger effects in high-challenge educational contexts (Day & Gu, 2014).

I11. METHODOLOGY
3.1 Research Design

This study employed a mixed-methods sequential explanatory design to examine the relationship between teacher well-
being and educational outcomes. The quantitative phase involved cross-sectional survey research with correlation and
mediation analyses, followed by a qualitative phase utilizing semi-structured interviews to explore mechanisms and contextual
factors identified in the quantitative analyses.

3.1.1 Participants

e Quantitative Phase: Participants included 847 teachers from 156 elementary, middle, and high schools across four
school districts in the Midwest United States. The sample was 73% female, with a mean age of 41.2 years (SD = 11.8)
and average teaching experience of 14.6 years (SD = 9.3). Participants represented diverse grade levels: 34%
elementary (K-5), 31% middle school (6-8), and 35% high school (9-12). School demographics varied across urban
(42%), suburban (38%), and rural (20%) contexts.

e Qualitative Phase: A purposive sample of 32 teachers was selected from the quantitative sample based on well-being
scores (high, moderate, and low categories) and school context diversity. This subsample included 11 elementary, 10
middle school, and 11 high school teachers across urban, suburban, and rural settings.

3.1.2 Instruments

o Teacher Well-being Measures: Teacher well-being was assessed using three validated instruments. The Professional
Quality of Life Scale (ProQOL-5) ( Stamm, 2010) measured compassion satisfaction, burnout, and secondary traumatic
stress. The Workplace Well-being Index (WWI) ( Zheng et al., 2015) assessed job satisfaction, work engagement, and
organizational commitment. The Teacher Stress Inventory (TSI) ( Boyle et al., 1995) evaluated occupational stress
across multiple domains.

o Student Achievement Measures: Student academic achievement was measured using standardized test scores in
mathematics and reading from state assessment systems. Achievement data were aggregated at the classroom level and
standardized within grade and subject to enable cross-grade comparisons.

o Classroom Climate Measures: The Classroom Assessment Scoring System (CLASS) (Pianta et al., 2008) was used to
evaluate classroom climate through trained observer ratings. The CLASS assesses three domains: emotional support,
classroom organization, and instructional support. Additionally, student perceptions of classroom climate were
measured using the School Climate Survey (Cohen et al., 2009).

3.2 Data Collection Procedures

Data collection occurred during the spring semester of the 2023-2024 academic year. Teachers completed online
surveys during February and March, while classroom observations were conducted by trained observers during March and
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April. Student achievement data were obtained from district records following spring assessment administration. Semi-
structured interviews with the qualitative subsample were conducted in May via video conferencing, lasting 45-60 minutes
each.

3.2.1 Data Analysis

o Quantitative Analysis: Descriptive statistics, correlation analyses, and multiple regression models were conducted using
SPSS 29.0. Mediation analyses were performed using the PROCESS macro (Hayes, 2022) to examine indirect effects
of teacher well-being on student outcomes through classroom climate variables. Multilevel modeling accounted for the
nested structure of teachers within schools.

o Qualitative Analysis: Interview transcripts were analyzed using thematic analysis following (Braun & Clarke, 2006)
six-phase approach. Initial coding was conducted by two independent researchers, with inter-rater reliability of 87%.
Themes were developed through iterative analysis and member checking with interview participants.

IV.RESULTS

4.1 Descriptive Statistics and Correlations

Table 1 presents descriptive statistics and correlations among primary study variables. Teacher well-being scores
demonstrated significant positive correlations with student achievement in both mathematics (r = .43, p <.001) and reading (r
=.39, p <.001). Teacher well-being also showed strong correlations with classroom climate dimensions, including emotional
support (r =.58, p <.001), classroom organization (r = .41, p <.001), and instructional support (r = .36, p <.001).

Student achievement measures were moderately correlated with classroom climate variables, with emotional support
showing the strongest relationship to reading achievement (r = .34, p < .001) and classroom organization demonstrating the
strongest correlation with mathematics achievement (r=.31, p <.001).

Teacher stress and burnout measures showed expected negative correlations with both student achievement and
classroom climate variables. Teacher burnout demonstrated particularly strong negative associations with emotional support
(r=-.52, p<.001) and student engagement ratings (r = -.48, p <.001).

4.2 Regression Analyses

Multiple regression analyses examined the unique contribution of teacher well-being dimensions to student
achievement outcomes while controlling for student demographics, prior achievement, and school characteristics. Teacher
well-being accounted for 18.4% of variance in mathematics achievement (F(3,843) = 63.42, p <.001) and 15.7% of variance
in reading achievement (F(3,843) = 52.18, p <.001).

Specific well-being dimensions showed differential relationships with achievement outcomes. Job satisfaction emerged
as the strongest predictor of mathematics achievement (B = .31, p < .001), while emotional regulation showed the strongest
relationship with reading achievement (B = .28, p < .001). Teacher stress demonstrated significant negative effects on both
mathematics (f =-.19, p <.01) and reading (p = -.23, p <.001) outcomes.

4.3 Mediation Analyses

Mediation analyses examined whether classroom climate variables mediated the relationship between teacher well-
being and student achievement. Results revealed significant indirect effects through multiple pathways. For mathematics
achievement, emotional support mediated 23% of the total effect of teacher well-being (indirect effect =.094, 95% CI [.067,
.125]), while classroom organization mediated 31% of the total effect (indirect effect =.118, 95% CI [.089, .151]). The direct
effect of teacher well-being on mathematics achievement remained significant after accounting for these mediators (f = .28, p
<.001).

For reading achievement, emotional support emerged as the primary mediator, accounting for 35% of the total effect
(indirect effect = .132, 95% CI [.098, .171]). Instructional support provided additional mediation, explaining 18% of the total
effect (indirect effect = .068, 95% CI [.041, .098]).

4.4 Moderating Effects

School-level characteristics moderated several relationships between teacher well-being and educational outcomes.
Administrative support significantly strengthened the relationship between teacher well-being and classroom climate (f = .12,
p <.01), while resource adequacy moderated the relationship between teacher well-being and student achievement (§ = .08, p
<.05).

Student-level factors also demonstrated moderating effects. The relationship between teacher well-being and student
achievement was stronger in schools serving higher proportions of students from low-socioeconomic backgrounds (B = .15, p
<.01), suggesting that teacher well-being may be particularly important in high-challenge educational contexts.

4.5 Qualitative Findings

Thematic analysis of interview data revealed four primary themes explaining the mechanisms through which teacher
well-being influences educational outcomes.

o Theme 1: Emotional Regulation and Classroom Management Teachers with higher well-being reported greater ability
to regulate their emotions during challenging situations, leading to more consistent and effective classroom
management. As one elementary teacher noted: "When I'm feeling good about myself and my work, I can stay calm
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when students are having difficult days. That calmness helps them settle down too, and we can get back to learning
more quickly."

o Theme 2: Instructional Creativity and Flexibility Well-being appeared to enhance teachers' cognitive resources for
creative lesson planning and instructional adaptation. A middle school teacher explained: "When I'm not stressed and
overwhelmed, I have the mental space to think of engaging activities and to adjust my teaching when students aren't
getting it. But when I'm burned out, I just stick to the textbook."

e Theme 3: Relationship Building and Student Connection Teachers emphasized that their well-being directly affected
their capacity to build positive relationships with students. A high school teacher observed: "Students can tell when you
genuinely care about them and when you're just going through the motions. My energy and enthusiasm for being here
affects how they respond to me and to the material."

o Theme 4: Professional Growth and Reflection Higher well-being was associated with increased engagement in
professional development and reflective practices. Teachers with positive well-being were more likely to seek out
learning opportunities and critically examine their teaching practices.

V. DISCUSSION

5.1 Interpretation of Findings

The results of this study provide robust evidence for significant relationships between teacher well-being and both
student achievement and classroom climate. The moderate to strong correlations observed (r = .36 to .58) suggest that teacher
psychological states play a substantial role in educational effectiveness, supporting theoretical predictions from social
cognitive and ecological systems frameworks.

The mediation analyses offer particularly important insights into the mechanisms through which teacher well-being
influences educational outcomes. The finding that classroom climate variables mediate 18-35% of the relationship between
teacher well-being and student achievement suggests that teacher psychological states translate into educational effectiveness
primarily through their impact on the learning environment. This supports the theoretical proposition that teacher well-being
affects student outcomes indirectly through improved teaching practices and classroom interactions rather than through direct
pathways.

The differential patterns of mediation for mathematics and reading achievement provide nuanced understanding of
these relationships. The stronger role of classroom organization in mediating mathematics outcomes aligns with research
suggesting that structured, well-managed environments are particularly important for mathematical learning, which often
requires sustained attention and sequential skill development (Clements & Sarama, 2007). Conversely, the prominence of
emotional support in mediating reading outcomes reflects the social and communicative nature of literacy development, which
benefits from warm, responsive teacher-student interactions (Snow et al., 1998).

VI. THEORETICAL IMPLICATIONS

That investments in teacher psychological support may yield These findings contribute to several theoretical
frameworks within educational psychology. The results provide empirical support for (Jennings & Greenberg, 2009) prosocial
classroom model, which posits that teacher social and emotional competence serves as a foundation for effective teaching
practices and positive student outcomes. The mediation effects observed in this study align with the model's prediction that
teacher well-being influences student learning through improved classroom management, instructional practices, and teacher-
student relationships.

The findings also extend social cognitive theory by demonstrating that teacher self-efficacy and emotional regulation
operate through observable classroom behaviors to influence student outcomes. The strong correlations between teacher well-
being and classroom climate variables suggest that internal psychological states translate into external teaching behaviors in
predictable ways, supporting (Bandura, 1997) emphasis on the reciprocal relationship between cognitive, behavioral, and
environmental factors.

6.1 Practical Implications

The results of this study have significant implications for educational policy and practice. The substantial relationships
between teacher well-being and educational outcomes suggest meaningful returns in student achievement and classroom
quality. School districts should consider implementing comprehensive teacher well-being programs that address multiple
dimensions of psychological health, including stress management, emotional regulation, and professional satisfaction.

Professional development programs should incorporate social-emotional learning components for teachers, recognizing
that pedagogical skills alone are insufficient for educational effectiveness. Training in mindfulness, stress reduction, and
emotional regulation may enhance teachers' capacity to create positive learning environments and maintain high instructional
quality under challenging circumstances.

School leadership practices should prioritize the creation of supportive work environments that promote teacher well-
being. The moderating effects of administrative support and resource adequacy observed in this study suggest that school-level
factors play crucial roles in determining whether teacher well-being translates into improved educational outcomes. Principals
and other administrators should focus on providing adequate resources, meaningful professional development opportunities,
and emotional support for teaching staff.

6.2 Limitations and Future Directions

Several limitations should be considered when interpreting these findings. The cross-sectional design prevents causal
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inferences about the direction of relationships between teacher well-being and educational outcomes. While theoretical
frameworks suggest that teacher well-being influences student achievement and classroom climate, bidirectional relationships
are likely, with positive educational outcomes potentially enhancing teacher well-being and professional satisfaction.

The reliance on self-report measures for teacher well-being introduces potential bias, as teachers may provide socially
desirable responses or lack accurate self-awareness regarding their psychological states. Future research should incorporate
multiple informants and objective indicators of teacher well-being, such as physiological stress markers or behavioral
observations.

The sample's geographic and demographic limitations restrict generalizability to other educational contexts. The study
focused on Midwest school districts with relatively homogeneous teacher populations, limiting understanding of how cultural,
economic, and regional factors might influence the relationships examined. Future research should examine these relationships
across diverse geographic and cultural contexts.

Longitudinal research is needed to establish causal relationships and examine the stability of associations between
teacher well-being and educational outcomes over time. Understanding how these relationships develop and change throughout
teachers' careers would inform more targeted and effective intervention strategies.

VII. CONCLUSION

This study provides compelling evidence that teacher well-being represents a critical factor in educational effectiveness,
influencing both student achievement and classroom climate through identifiable mechanisms. The moderate to strong
relationships observed between teacher psychological states and educational outcomes underscore the importance of
addressing teacher well-being as a component of educational improvement efforts.

The mediation analyses reveal that teacher well-being operates primarily through its impact on classroom environment
and teaching practices, rather than through direct effects on student learning. This finding has important implications for
understanding how psychological interventions for teachers might translate into improved educational outcomes. By enhancing
teachers' emotional regulation, job satisfaction, and stress management capabilities, educational systems may simultaneously
improve classroom climates and student achievement.

The study's findings also highlight the complex, multifaceted nature of educational effectiveness. While technical
teaching skills and content knowledge remain important, the results suggest that teacher psychological well-being serves as a
foundation that enables the effective application of pedagogical expertise. Teachers who are emotionally healthy,
professionally satisfied, and psychologically resilient appear better equipped to create the supportive, engaging learning
environments that promote student success.

Moving forward, educational stakeholders should recognize teacher well-being not as a peripheral concern but as a
central component of educational quality. Investments in comprehensive teacher support programs, stress reduction initiatives,
and positive school climate interventions may represent some of the most effective strategies for improving educational
outcomes. By supporting the adults who serve students, educational systems can create conditions that benefit all members of
the school community.

The research presented here contributes to a growing body of evidence demonstrating the interconnected nature of
teacher and student success. As educational systems continue to grapple with challenges related to teacher retention, student
achievement, and school climate, attention to teacher well-being emerges as both a moral imperative and a practical necessity
for creating thriving educational environments.
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