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This study uses data from TALIS 2018 to investigate the relationship between teachers’ occupational well-being and their turnover intentions along with factors influencing teacher well-being. Occupational well-being refers to teachers’ responses to the cognitive, emotional, health, and social conditions pertaining to their work and their profession. First, the findings revealed that Kazakhstani teachers report overall average levels of well-being, although strains on their physical and mental health were observed. Second, female, middle-age, and more educated teachers tend to report lower levels of well-being in the Kazakhstani context. Third, school climate and professional collaboration were identified as significant predictors of teacher occupational well-being. Finally, findings indicate that as teachers’ stress levels increase, their intentions to change schools or quit the teaching profession increase. These findings highlight the importance of addressing stressors within the teaching profession to support teacher retention and overall job satisfaction. The study provides implications for school administrators and policy-makers to improve the occupational well-being of teachers in secondary schools.
Keywords: teacher occupational well-being, turnover intentions, teacher migration, teacher attrition
[bookmark: _Toc131435579][bookmark: _Toc164427371]Аңдатпа
Бұл зерттеу мұғалімдердің кәсіби әл-ауқаты мен олардың жұмыстан кету ниеттері, сондай-ақ мұғалімдердің әл-ауқатына әсер ететін факторлар арасындағы байланысты зерттеуге бағытталған. Бұл зерттеудегі кәсіби әл-ауқат мұғалімдердің когнитивті, эмоционалдық, әлеуметтік және олардың жұмысы мен кәсібіне қатысты денсаулыққа қатысты жағдайларға реакциясын білдіреді. Зерттеу TALIS 2018 сауалнамасының сандық талдауы мен деректерін пайдаланды. 5 455 мұғалімнің әл-ауқат деңгейін талдау үшін сипаттамалық статистика қолданылды, әл-ауқат пен мұғалімдердің әл-ауқатына әсер ететін факторлар арасындағы байланысты зерттеу үшін, сонымен қатар мұғалімдердің әл-ауқаты олардың жұмыстан кету ниеттерін болжайтындағы туралы білу үшін корреляциялық және регрессиялық талдаулар жүргізілді. Біріншіден, сипаттамалық статистика мұғалімдердің физикалық және психикалық денсаулығына әсер ететінін көрсетті, әйелдер әл-ауқаттың төмен деңгейлері туралы хабарлады. Екіншіден, жас және егде жастағы мұғалімдер әл-ауқаттың жоғары деңгейлері туралы есеп берсе, орта жастағы мұғалімдер төменгі деңгейлер туралы хабарлады. Үшіншіден, ғылым докторы дәрежесі бар мұғалімдер әл-ауқаттың ең төмен бағалары туралы хабарлайды. Қорытындылай келе, нәтижелер мұғалімдердің стресс деңгейі жоғарылаған сайын олардың мектепті ауыстыру немесе кәсіпті тастап кету ниеттері де арта түсетінін көрсетеді. Бұл нәтижелер мұғалімдерді жұмыста ұстап қалу шараларын қолдау және жалпы жұмысқа қанағаттану үшін мұғалім мамандығындағы стресстік жағдайларды шешудің маңыздылығын көрсетеді. Зерттеу орта мектептердегі мұғалімдердің кәсіби әл-ауқатын жақсарту үшін мектеп әкімшілері мен заң шығарушыларға ұсыныстар береді.
Түйінді сөздер: мұғалімдердің кәсіби әл-ауқаты, жұмыстан кету ниеті, мұғалімдердің көші-қоны, мұғалімдердің кетісі
[bookmark: _Toc131435580][bookmark: _Toc164427372]Аннотация
Данное исследование направлено на изучение взаимосвязи между профессиональным благополучием учителей и их намерениями ухода с работы, а также факторами, влияющими на благополучие учителей. Профессиональное благополучие в данном исследовании подразумевает реакцию учителей на когнитивные, эмоциональные, социальные и касающиеся здоровья условия, относящиеся к их работе и профессии. В исследовании использовался количественный анализ и данные из опроса TALIS 2018. Для анализа уровней благополучия 5 455 учителей была применена описательная статистика, для того, чтобы определить взаимосвязь между благополучием и факторами, влияющими на благополучие учителей, а также, чтобы выявить предсказывает ли благополучие учителей их намерения ухода с работы, были проведены корреляционный и регрессионный анализы. Во-первых, описательная статистика показала, что существует влияние на физическое и психическое здоровье учителей, при этом женщины сообщают о более низких уровнях благополучия. Во-вторых, в то время как молодые и пожилые учителя сообщают о более высоких уровнях благополучия, учителя среднего возраста сообщают о более низких уровнях. В-третьих, учителя, имеющие степень доктора наук, сообщают о самых низких оценках благополучия. В-четвертых, школьный климат и профессиональное взаимодействие были выявлены как значимые предикторы благополучия учителей. Наконец, результаты указывают на то, что по мере увеличения уровня стресса учителей их намерения сменить школу или покинуть профессию учителя также увеличиваются. Эти результаты подчеркивают важность определения стрессовых ситуаций в профессии учителя в целях разработки мер по сохранению педагогических кадров. Исследование предоставляет рекомендации для административных органов школ и законодательных структур, направленные на повышение уровня профессионального благополучия учителей в средних образовательных учреждениях.
Ключевые слова: профессиональное благополучие учителей, намерения ухода с работы, миграция учителей, отток учителей
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1. [bookmark: _Toc131435584][bookmark: _Toc164427375]Introduction
This study seeks to examine the relationship between teachers’ levels of occupational well-being and their turnover intentions. By investigating this relationship, the study also intends to provide valuable insights into the factors contributing to teacher turnover in secondary schools in Kazakhstan and potentially identify strategies to improve well-being and reduce turnover rates in the education sector.
The chapter begins by providing historical context and background information for the study. Next, the problem statement, followed by the purpose of the study and the research questions are outlined. The chapter concludes by discussing the proposed justification and significance of this study, along with providing definitions for key terms utilized.
1.1 [bookmark: _Toc144482154][bookmark: _Toc144706374][bookmark: _Toc164427376]Context and Background Information 

There is a clear consensus among educators and researchers worldwide that teacher well-being should be a top priority (Benevene et al., 2020; Brady & Wilson, 2021; Hascher & Waber, 2021). Spilt et al. (2011) explain that teacher well-being is crucial for several reasons. Firstly, it can contribute to establishing a school environment that enhances teachers’ dedication and reduces their intentions to leave. Secondly, exploring the initiatives that make teachers feel more satisfied and rewarded may help to gain a deeper understanding of school reforms and intervention programs, ultimately aiding their dissemination through insights into teacher well-being and their role as agents of change. Lastly, it is essential to recognize that teachers play a vital role in students' lives, and research suggests that teacher well-being has a significant indirect impact on students' academic performance and other non-academic outcomes.
Despite being an important issue, teachers tend to rate their well-being lower than other social professions (Grenville-Cleave & Boniwell, 2012). Moreover, according to literature estimates, approximately five to twenty percent of all the US teachers experience burnout (Farber, 1991, as cited in Schaufeli et al., 1994). High stress levels and overall low levels of well-being are the primary reasons teachers leave the profession (Naghieh et al., 2015, as cited in Dabrowski, 2020). 
Since the dissolution of the USSR, Kazakhstan has launched numerous educational initiatives and reforms under the vision of its former President, Nursultan Nazarbayev, who aimed to transform the country into a globally renowned “center of knowledge” (Yakavets & Dzhadrina, 2014, p. 31). These reforms include transitioning to a 12-year secondary education system, introducing a trilingual education policy, and revising the Unified National Testing (Yakavets & Dzhadrina, 2014). Additionally, recognizing the importance of highly qualified teachers, Kazakhstan established Centers of Excellence (CoE) to enhance teacher competencies (Wilson et al., 2013).
Nonetheless, the country continues to experience a lack of qualified educators. In 2023, during the meeting on the country’s socio-economic development, chaired by President Kassym-Zhomart Tokayev, the Deputy Prime Minister of Kazakhstan, Altai Kulginov, reported that our country faces a shortage of four thousand teachers. The Deputy Prime Minister also added that there are concerns regarding the quality of education in the country, as according to educational research, the level of knowledge of Kazakhstani students is lower than that of the students in OECD countries. Moreover, there is a noticeable disparity in the quality of education in rural and urban areas (Martyshko, 2023). 
To cope with these challenges, Kazakhstan has recently launched additional projects, both governmental and non-governmental. In the summer of 2022, the Ministry of Education started the program of attracting highly qualified educators to four regions (Almaty, Atyrau, Mangystau and Turkestan) that experience a critical shortage of teachers or demonstrate a low level of teaching quality. There were established special committees to monitor a three-stage selection process. Those teachers who have been selected were offered a four-week professional development course, which included master classes, seminars and training. Furthermore, the program also included a package of support measures for teachers: a bonus in the amount of 250% of the salary and reimbursement of rental and utility services expenses (MoES, 2022).   
Another significant reform was the enactment of the “Law on the Status of Teachers” in 2019. The primary objective of this law was to establish a comprehensive legal framework defining the rights, responsibilities, and professional standards for teachers (Ministry of Justice of the Republic of Kazakhstan, 2019). For instance, teachers have become exempt from gathering information on the school-aged population in their respective areas, and the approval of only five essential documents out of the multitude of paperwork teachers are typically burdened with (Ministry of Justice of the Republic of Kazakhstan, 2019, p. 38). These changes are crucial as they alleviate teachers from unnecessary administrative tasks, enabling them to allocate more time to their families, potentially enhancing their overall well-being. 
In addition, “Teach for Qazaqstan” project was initiated by Gulnar Salmenova. “Teach for Qazaqstan” is a part of the “Teach for All” program implemented in 60 countries. The aim of the program is to increase the level of education in the country. Currently, the program in Kazakhstan is preparing its first cohort of teachers to start working in the schools of the Karagandy region (Teach for Qazaqstan, 2023). 
In conclusion, Kazakhstan’s educational reforms have sought to elevate the status of teachers and improve the educational system. Nevertheless, the demanding nature of the teaching profession and the negative effects of reforms underscore the need for ongoing support and measures to promote teacher well-being and address shortages in the profession. Considering the historical context of educational reforms and their impact on teacher well-being, the following section introduces the research problem explored in this study. 
1.2 [bookmark: _Toc144482155][bookmark: _Toc144706375][bookmark: _Toc164427377]Problem Statement

Implementing such radical and rapid changes in less than two decades placed teachers at the forefront of the country’s educational policy, making them central figures in executing reforms and initiatives. However, educational reforms often subject teachers to decreased well-being and a higher predisposition to leave the profession (Margolis & Nagel, 2006). 
According to the Ministry of Education in Science of Kazakhstan (2019), a substantial proportion of educators confront such issues as heightened stress levels due to the fast pace of educational reforms and their subsequent implementation. This challenge is particularly pronounced among teachers, where 46% of them and 32% of principals attribute their stress to these factors. This situation is compounded by the complex nature of the teaching profession, which, when coupled with continuous exposure to stress, presents a significant challenge (Collie et al., 2015). A pertinent observation by the Ministry of Education and Science of Kazakhstan (2019) suggests that teachers in Kazakhstan currently struggle with an extensive workload, averaging 49 hours per week. This significantly exceeds the workload of their counterparts within the Organization for Economic Cooperation and Development (OECD). 
According to 2018 TALIS survey, a substantial portion of Kazakhstani teachers (33%) experience doubts regarding the appropriateness of their career choice. Kazakhstan is also among the nations having a notable part of educators (17%) who regret their selection of the teaching profession (MoES, 2019). Furthermore, it has been also observed that a significant proportion (66%) of educators under the age of 30 in Kazakhstan consider discontinuing their teaching careers for various reasons. Among this group, 20% intend to transition to alternative fields of work, 16% aspire to remain within the broader educational sector outside of traditional school settings, and an additional 15% desire to allocate more time to familial responsibilities (MoES, 2019). Concurrently, aspirations for roles such as school principals and teacher trainers resonate with 9% and 4% of this cohort, respectively, while 2% manifest a keen interest in pursuing further educational endeavors.
Furthermore, Irsaliyev et al. (2019) report that Kazakhstan is experiencing a notable aging trend within its teaching workforce, with the average age of teachers being 41 years old, with the majority (65%) of them being over the age of 35 and 12% approaching retirement age. This aging demographic is seen to impact professional mobility, reduce competitiveness, and lead to declining work activity among teachers, potentially affecting the overall competitiveness of the school education system. According to Irsaliyev et al. (2019), one in three young teachers plans to switch careers, and every fourth teacher intends to leave teaching within the next five years. Such trends may have adverse consequences on aspects like class sizes, scheduling, and other school processes.
In sum, gaining a profound understanding of the relationship between teachers’ occupational well-being and their intentions to leave is essential in the Kazakhstani context. Exploring this intricate relationship sheds light on the determinants that influence teachers’ decisions to leave the profession and provides a solid basis for developing effective strategies to address and alleviate this issue.
1.3 [bookmark: _Toc144482156][bookmark: _Toc144706376][bookmark: _Toc164427378]Purpose of the Study

The purpose of this quantitative study is to examine the relationship between teacher’s occupational well-being and their intentions to leave the profession in secondary schools in Kazakhstan. The study also aims to identify the factors that contribute the teachers’ occupational well-being. 
1.4 [bookmark: _Toc144482157][bookmark: _Toc144706377][bookmark: _Toc164427379]Research Questions

The research questions of the current study are as follows:
1. What are the self-reported levels of occupational well-being of secondary education teachers in Kazakhstan? (This question aims to investigate the extent to which teachers are satisfied with their current level of well-being)
1. What are the teacher-level and school-level factors contributing to teachers’ occupational well-being? (This question aims to identify the factors that have influence on teacher well-being)
1. What is the relationship between teacher occupational well-being and teacher turnover intentions?  (This question aims to identify the connection between teacher well-being and teacher turnover intentions)
1.5 [bookmark: _Toc144482158][bookmark: _Toc144706378][bookmark: _Toc164427380]Significance of the Study

The study of teacher well-being is significant for three reasons. First, according to Räsänen et al. (2020), teacher turnover may negatively affect the quality of education, student performance, and the school community overall. Similarly, studies in the Kazakhstani context revealed that student performance declines as teacher turnover increases in schools, and their behaviour deteriorates (MoES, 2019). That is why identifying the factors that affect teacher well-being may be helpful for policymakers in launching initiatives that can promote teacher well-being and job satisfaction. Furthermore, such initiatives and programmes may improve teacher effectiveness and reduce turnover intentions. 
Second, research shows that there is a link between teacher well-being levels and students’ health. Oberle and Shonert-Reichle (2016) state that teacher burnout influences students’ physiological stress regulation, emphasizing that higher teacher burnout predicts increased production of the stress hormone cortisol in students. This research demonstrates the crucial importance of studying teacher well-being, as besides affecting educators; it has a significant effect on students’ overall well-being. Third, as there is scarce research on teacher well-being in Kazakhstan, this study will attempt to address this knowledge gap by adding to the existing body of knowledge and research in education.  
1.6 [bookmark: _Toc144482159][bookmark: _Toc144706379][bookmark: _Toc164427381]Definition of Key Variables 

Table 1 presents the definitions of key terms employed in the current paper. 
[bookmark: _Toc164391556]Table 1
Key Variables Definition
	#
	Variable 
	Definition 

	1
	Teacher occupational well-being 
	“Teachers’ responses to the cognitive, emotional, health and social conditions of their work and their profession” (Viac & Fraser, 2020, p. 18).

	2
	Teacher turnover 
	 “One’s desire or willingness to leave the employing organization” (Fried et al., 2012, p. 308).  



1.7 [bookmark: _Toc144482160][bookmark: _Toc144706380][bookmark: _Toc164427382]Summary 

This chapter has established the rationale for the current study, providing the necessary context and background information regarding the influence of teachers’ occupational well-being on their turnover intentions in Kazakhstan. It has identified the research problem, outlined the purpose of the study and presented the research questions. Furthermore, the chapter has highlighted the significance of the study and identified the potential audience who can benefit from the findings of this research.
The following parts of this thesis are organized into six chapters. In Chapter 2, an in-depth exploration of the existing literature and conceptual framework related to the influence of teachers’ occupational well-being on their intentions to leave is presented. Chapter 3 provides a detailed methodology outlining the research design and analysis techniques employed in the study. Subsequently, Chapter 4 describes the findings. Chapter 5 presents the discussion of the findings and provides implications,  followed by Chapter 6, which offers a comprehensive summary, implications for practice, and recommendations for future research on the topic of teachers’ occupational well-being and their turnover intentions in Kazakhstan.

2. [bookmark: _Toc131435591][bookmark: _Toc164427383]Literature Review 
This chapter provides a review of academic literature on teacher occupational well-being, its dimensions and the relationship between teacher occupational well-being and turnover intentions. The current literature review is organized into five main sections. The first section provides a conceptual approximation to the construct of teachers’ occupational well-being and introduces the operational definition employed in this study. The second section focuses on the multidimensional nature of teacher well-being and the facets that make up the construct. The third section discusses the factors influencing teachers’ well-being. The fourth section reviews the literature focusing on the relationship between teacher well-being and teachers’ intentions to leave the profession. The fifth section presents the conceptual framework that guides the study. The sixth section summarizes the chapter. 
[bookmark: _Toc144482162][bookmark: _Toc144706382][bookmark: _Toc164427384]2.1 The Definition of Teacher Occupational Well-Being

Teaching is a complex profession requiring substantial work (Collie et al., 2015). The results of the American Teacher Survey show that teachers experiencing lower levels of well-being reported being more likely to leave the profession and 28% of them reported intention to leave in the 2022-2023 academic year (Doan, 2023).  Hence, there is a growing interest in investigating teacher well-being. 
It is essential to understand what well-being means prior to researching the phenomenon. Danna and Griffin (1999) observe a discrepancy in the interpretation of well-being in the literature because of its broad nature. Schultz (2008) points out that no single accepted definition of well-being is generally or specifically related to work, which poses challenges in developing programmes that would help increase well-being. One of the most commonly accepted definitions of well-being was offered by Deci and Ryan (2006), who regard well-being in terms of hedonistic and eudaimonic traditions. The hedonistic approach emphasizes happiness as the pursuit of positive emotions and the absence of negative ones. In contrast, the eudaimonic approach focuses on the idea of leading a fulfilling and meaningful life (Deci & Ryan, 2006). These approaches include the dimensions contributing to the overall well-being construct, reflecting its complex nature. Another conceptualization of teacher well-being is provided by Warr and Nielsen (2018), who report that there are two forms of well-being. The first form is “the broadest, context-free well-being”, which includes life satisfaction, global happiness and similar concepts. The second form is medium-scope well-being, which includes specific experiences and satisfaction with such aspects as family, health, leisure and other domains (Warr & Nielsen, 2018, p. 1). The current study focuses on the second type and investigates the definitions and dimensions of teacher well-being as it manifests in the work domain. 
Ryff and colleagues (1989) have designed a comprehensive model of well-being that may be used in various contexts and includes the following six dimensions: self-acceptance, environmental mastery, autonomy, positive relations, personal growth, purpose in life (Van Horn et al., 2004). On the other hand, Warr (1987, 1994, as cited in Van Horn et al., 2004) considers well-being specifically in relation to work and defines it positively in terms of affective well-being, aspiration, autonomy, competence, and integrated functioning. 
Concerning the application of the concept in the context of work, this paragraph presents a more detailed definition of occupational well-being as proposed by different scholars. Building on Ryff (1989) and Warr (1987, 1994), Van Horn et al. (2004) define occupational well-being “as a positive evaluation of various aspects of one’s job, including affective, motivational, behavioural, cognitive and psychosomatic dimensions” (p. 366). Focusing on the work-related concept of teachers’ well-being specifically, Viac and Fraser (2020) developed the definition suggested by Van Horn et al. (2004) further and defined it as “teachers’ responses to the cognitive, emotional, health and social conditions of their work and their profession” (p. 18). The definition of teachers’ occupational well-being suggested by Viac and Fraser (2020) is referred to and applied as teacher well-being in the current paper. 
[bookmark: _Toc144482163][bookmark: _Toc144706383][bookmark: _Toc164427385]2.2 The Multidimensional Nature of Teacher Occupational Well-Being

Studies have shown that the definitions of well-being include various dimensions that specify the construct. The literature review revealed that there is limited empirical research on teacher well-being, particularly teachers’ occupational well-being (e.g., McCallum et al., 2017; Schultz, 2008). However, one of the significant studies on teachers’ occupational well-being examined the structure of occupational well-being among 1,252 Dutch teachers (Van Horn et al., 2004). The study aimed to understand whether occupational well-being can be regarded as a multidimensional phenomenon and how such aspects as job satisfaction, commitment, mental health complaints, and burnout fit the multidimensional conceptualisation of well-being. 
Having built their model on Warr’s (1987, 1994) and Ryff’s (1989), Van Horn et al. (2004) designed a five-dimensional model of occupational well-being, including affective, professional, social, cognitive, and psychosomatic dimensions. To distinguish between the dimensions, confirmatory factor analysis was applied. First, the analysis revealed that the five dimensions “tap different aspects of a more general underlying concept,” which confirms the hypothesis of occupational well-being being a multidimensional phenomenon (Van Horn et al., 2004, p. 372). Second, it was found that professional, social, and especially affective well-being establish the core of occupational well-being, whereas cognitive and psychosomatic well-being is less central (Van Horn et al., 2004). Third, the study shows that a low level of well-being exhibits itself in tiredness, distraction, and psychosomatic issues (Van Horn et al., 2004). Van Horn et al. (2004) conclude that although the broad nature of occupational well-being may be regarded as a challenge by practitioners, it offers more flexibility in terms of instruments that can be used to improve employees’ occupational well-being.
More recently, building on research done by Van Horn et al. (2004) and the OECD, Viac and Fraser (2020) developed a conceptual framework to understand and measure teachers’ occupational well-being. This framework was used in current study as it presents a detailed instrument that can be used for the study. The framework was developed to understand the occupational well-being of teachers and was first used to measure students’ well-being (Viac & Fraser, 2020). The given framework is also based on the research conducted by the OECD, existing literature on the investigated topic, and dimensions covered by TALIS and PISA instruments (Viac & Fraser, 2020). 
The framework explains teachers’ occupational well-being in relation to four dimensions: cognitive well-being, subjective well-being, physical and mental well-being, and social well-being. Cognitive well-being refers to teachers’ abilities to perform their work, subjective well-being refers to emotions that teachers experience, physical and mental well-being refers to overall health and social well-being “refers to the quality and depth of the social interactions with various stakeholders” (Viac & Fraser, 2020, p. 27).  The following sub-section discusses the above-mentioned dimensions of teachers’ occupational well-being.
[bookmark: _Toc144482164][bookmark: _Toc144706384][bookmark: _Toc164427386]2.2.1 The Cognitive Dimension of Teachers’ Occupational Well-Being
According to Van Horn et al. (2004), the cognitive dimension assesses the cognitive abilities of employees, particularly their capacity to absorb new information and focus on their tasks. Cognitive well-being is also connected to teachers’ self-efficacy, which refers to their confidence and belief in their own capabilities to perform effectively as educators (Schleicher, 2018, as cited in Viac & Fraser, 2020). Yoo (2016) states there are three areas of research for teacher efficacy: the effect of teacher efficacy on students (e.g., student engagement), the environment where a teacher performs the tasks (e.g., school environment) and the teacher’s own demographic factors (years of experience, teaching grade level) (p. 85). OECD instruments consider teachers’ self-efficacy in relation to similar contexts: managing the classroom, delivering instructions and student engagement (Viac & Fraser, 2020). 
[bookmark: _Toc144482165][bookmark: _Toc144706385][bookmark: _Toc164427387]2.2.2 The Subjective Dimension of Teachers’ Occupational Well-Being
Traditionally, subjective well-being encompasses various dimensions. Based on the works of Diener (2006), the OECD defines subjective well-being as encompassing “positive and negative evaluations people make about their lives, as well as the emotional reactions individuals experience” (OECD, 2013, p. 10). This definition comprises such key elements as 1) Life evaluation, which involves individuals reflecting on their overall life or specific aspects of it; 2) Affect, which refers to specific emotional states or feelings; 3) Eudaimonia, which encompasses a sense of purpose and meaning in life, as well as good psychological functioning (OECD, 2013). 
[bookmark: _Toc144482166][bookmark: _Toc144706386][bookmark: _Toc164427388]2.2.3 The Physical and Mental Dimension of Teachers’ Occupational Well-Being
Teachers may suffer from a range of mental and physical disorders. Scheuch et al. (2015) report that psychosomatic complaints such as exhaustion, fatigue, headaches, tension, sleep and concentration problems, inner restlessness, and increased irritability are reported more frequently among teachers compared to other professions. Moreover, teachers commonly report diagnoses related to musculoskeletal and cardiovascular disorders as the most prevalent among their self-reported health conditions. To achieve and sustain well-being, individuals need to possess social, psychological, and physical resources that enable them to cope effectively with the social, psychological, and physical challenges encountered throughout their daily lives (Dodge et al., 2012). 
[bookmark: _Toc144482167][bookmark: _Toc144706387][bookmark: _Toc164427389]2.2.4 The Social Dimension of Teachers’ Occupational Well-Being
Scholars in the sphere of education worldwide recognise the significance of interpersonal relationships and social interaction in promoting continuous school improvement and organisational change (Daly et al., 2010). This means that teaching is not a one-on-one profession but an integral part of a large interconnected system where teachers engage and cooperate with various individuals. This includes interactions with students in their classrooms, parents during meetings, colleagues and administrators, and other professionals from the sphere of education. The frequency and quality of interactions with these individuals can significantly impact teachers’ overall well-being, both positively and negatively. Thus, social well-being includes the quality and depth of the engagements teachers have with various stakeholders. It pertains to the extent to which these interactions are meaningful, supportive, and fulfilling, ultimately impacting teachers’ overall sense of satisfaction and contentment in their professional relationships (McCallum et al., 2017). 
[bookmark: _Toc144482168][bookmark: _Toc144706388][bookmark: _Toc164427390]2.3 Factors Affecting Teachers’ Occupational Well-Being

Examining and understanding which factors influence teachers’ occupational well-being may help policymakers and school leaders design programs to reduce teacher turnover intentions. Yildirim (2014) points out that because the profession of a teacher is different from other professions, factors that influence teachers should also differ from others. The analysis of the existing literature reveals that there are a number of factors that may affect different aspects of teachers’ well-being. These factors can be divided into three broad categories: demographic variables, teacher-level factors and school-level factors. 
Several studies examining demographic factors contributing to teachers’ well-being have identified a consistent set of variables that are described as individual or personal factors and include gender, age, and educational background (Aelterman et al., 2007; Yildirim, 2014). Together, these studies underscore the importance of considering demographic factors as integral components in understanding factors that affect the well-being of teachers. 
[bookmark: _Toc164427391]2.3.1 Teacher Well-Being and Demographic Variables

In reviewing the literature, the following outcomes were found on the relationship between teachers’ demographics and teacher well-being. First, it was reported that there is a relatively small influence of teachers’ demographics on teacher well-being, where there is only 6% variance in the dependent variable, gender being the most controversial factor (Yildirim, 2014). While much of the literature on the influence of gender on teacher well-being acknowledges that female and male teachers tend to report similar levels of well-being (Collie, 2014; Janovská et al., 2017), female teachers in the USA reported higher levels of work-related stress and burnout (Doan et al., 2017). Conversely, an investigation into elementary school teachers revealed that teacher well-being can be negatively impacted by factors such as gender and years of experience, with female and younger instructors exhibiting higher well-being scores in contrast to their male and more experienced colleagues (Aelterman et al., 2007). It is important to acknowledge that there was a disproportionate representation of younger female teachers within the study group, which could have potentially influenced on the outcomes of the research. 
A review of the literature on the relationship between age and teacher well-being shows that while Finnish (Virtanen et al., 2019) and British (Warr, 1992) studies suggest that more experienced (and typically older) teachers develop effective coping strategies leading to improved well-being and job satisfaction, the Slovak research (Janovská et al., 2017) introduces a critical perspective on how prolonged exposure to the stresses of teaching might diminish well-being over time. In other words, as teachers got older and had more years of experience, their well-being levels tended to decrease. As for higher levels of well-being among the older teachers, this may be attributed to the fact that as teachers approach retirement, they often reflect more positively on their careers, valuing their jobs and accomplishments more than younger employees typically do. This contributes to a more positive self-perception among the employees in their 50s and 60s (Warr, 1992).
Начало формы
Regarding the influence of educational background of teachers on their well-being, the review of the literature revealed that while being statistically significant, it has a minimal impact in terms of effect size, along with gender (Yildirim, 2014). These results are consistent with data obtained in McInerney et al.’s (2015) study, which also showed that gender, income and educational level had an extremely limited effect on psychological well-being of teachers in Hong Kong. However, the results of the study conducted in the Italian context show that a teacher’s professional background, their experience, along with the organizational characteristics and policies of their school significantly affect well-being (Barbieri et al., 2019).
[bookmark: _Toc164427392]2.3.2 Teacher Well-Being and Teacher-Level Factors

Another set of factors that affects teachers’ well-being is teacher-level factors, which encompasses such aspects as school climate and cooperation among staff (Yildirim, 2014). 
School climate has been identified as a crucial predictor of teacher well-being (Dreer, 2022; Yildirim, 2014). In particular, the quality of relationships between teachers and students has demonstrated a strong influence on how teachers felt at work in countries like Japan, Singapore, and Taipei (Nalipay, 2023). Regarding maintaining positive interaction with students, several reports have shown that when teachers feel optimistic about their students, this makes them feel good and consequently affects the way they interact positively (Cui, 2022; Turner & Thielking, 2019; Yuldirim, 2014). It is important to note that during this interaction, the behavior of students is essential and having good discipline in the classroom helps students learn better (Yildirim, 2014). Similarly, a more recent qualitative phenomenological research on teacher-student interaction found that the intentional use of positive psychology techniques contributed to teachers spending more time with their students, which in turn led to improved relationships and better understanding of their students (Turner & Thielking, 2019). Additionally, fostering positive teacher-student communication has demonstrated to contribute to decreasing teachers’ emotional exhaustion because when teachers feel enthusiastic and passionate about their work, it naturally reduces anxiety and stress in their emotional well-being (Aldrup et al., 2018; Cui, 2022). 
In addition to school climate, colleague support is considered one of the main factors influencing teacher well-being (Aelterman et al., 2007; Soini et al., 2010; Yildirim, 2014). There is empirical evidence that 20% of elementary school teachers had negative experiences with peer teachers and that the majority of teachers actively seek assistance and support from their colleagues, fostering a sense of engagement and cooperation and cultivating an atmosphere characterized by trust (Aelterman et al., 2007). Furthermore, teachers participating in a phenomenological study on teacher well-being and social support noticed that by actively offering support to their coworkers, not only were they able to improve their existing friendships, but also form new ones with colleagues they were not previously close to, which positively affected both relationships at work and overall well-being (Turner et al., 2022).Finally, having supportive colleagues helps teachers feel more involved and enthusiastic about their jobs, which in turn contributes to their general well-being, however, the study reveals that it does not boost well-being directly without impacting their engagement at work first (Soncini et al., 2023).
[bookmark: _Toc164427393]2.3.3 Teacher Well-Being and School-Level Factors

School-level factors such as school leadership style and participation among stakeholders have also proven to have a significant influence on teachers’ occupational well-being. Still, the analysis of the role of the principal’s management style in teacher well-being has yielded contradictory results. On the one hand, Yildirim (2014) found that whether the style was bureaucratic or instructional, it had no significant impact on teacher well-being. On the other hand, administrator-teacher relationships were found to significantly influence teacher well-being, both positively and negatively (Butt & Retallick, 2002). To explain, Butt and Retallick (2002) found that those administrators who serve as mentors and coaches during the periods of challenges or crises that teachers experience contribute to enhancing teacher well-being at the workplace, while those who exhibit unsupportive and judgmental behaviors contribute to alienation, which consequently has a negative effect on teacher well-being. 
With regards to participation among stakeholders, English private sector teachers report feeling more trusted and enjoy significant autonomy over their teaching methods and classroom management. This autonomy is attributed to a lesser degree of governmental control and absence of regulations like those, which are prevalent in state schools. In contrast, state school teachers report feeling constantly managed, especially in preparation for inspections, which caused a stressful work environment (Brady & Wilson, 2021). 
Another aspect here is the relationship with parents. It is claimed that the relationship between parents and teachers are significantly shaped by mutual perceptions and attitudes, which may lead to conflicts primarily due to differing views about a child’s academic and behavioral issues. Such conflicts may happen because of the discrepancies in the perception of a child’s academic performance, teachers perceiving themselves as the sole experts on education and teachers adopting a customer service role to sustain school enrollment. Such aspects of the teacher’s role can negatively impact their subjective well-being (Handayani, 2023).
To sum up, the current study examines factors influencing teachers’ occupational well-being, categorizing them into demographic variables, teacher-level and school-level factors. The review of literature has shown that demographic variables generally have minor impact on teacher well-being. Teacher-level factors include such aspects as school climate and colleague support. Colleague support and a positive school climate were reported to be key determinants of teacher well-being. The quality of relationships between teachers and students also plays a significant role. School-level factors include school leadership style and participation among stakeholders. The impact of leadership style on well-being is mixed, with mentorship and support having positive effects, while unsupportive behaviors can negatively impact well-being. 
 This section of the literature review emphasizes the complexity of factors affecting teachers’ well-being. Understanding what factors influence teachers’ well-being and recognizing their importance may help policymakers and school leaders in designing programs to enhance the levels of teachers’ well-being and reduce their turnover intentions. It is also worth mentioning that the well-being of teachers is crucial for their own health and job satisfaction, as well as for the quality of education that they provide to their students.
[bookmark: _Toc144482169][bookmark: _Toc144706389][bookmark: _Toc164427394]2.4 Teachers’ Occupational Well-being and Their Intentions to Leave

This section of the literature review explores the relationship between teachers’ occupational well-being and their intentions to leave, regarded as an outcome of teacher well-being. The analysis made by Hascher and Waber (2021) revealed that available information on the outcomes of teacher well-being is scarce. By suggesting an operational definition of teacher turnover and exploring the influence of teachers’ intentions to leave, the study seeks to provide valuable insight into the nature of teacher turnover and whether the levels of teacher well-being predict their intentions to leave.
[bookmark: _Toc164427395]2.4.1 A Definition of Teacher Turnover 
According to Darling-Hammond (2010), teachers leave their profession for two reasons: to exit the teaching profession entirely (“leavers”) and to change the school (“movers”). In the current study, a more general term to refer to both processes is employed: teacher turnover. Fried et al. (2008) define turnover intention as “one’s desire or willingness to leave the employing organization” (p. 308). It may include changing subjects to teach, switching from one school to another, or leaving the profession entirely (Ingersoll, 2001). During the teacher migration process, even if teachers leave schools, they still remain in the profession. While changing a school may seem like a temporary measure, in the long run, it may cause a change in a career (Griffeth et al., 2000; Locke, 1968, as cited in Räsanen et al., 2020).  
[bookmark: _Toc164427396]2.4.2 Teacher Well-Being and Their Intentions to Leave 
This sub-section of the literature review examines several studies that demonstrate the relationship between teacher well-being and turnover intentions. By looking at the findings of the analyzed studies, it is possible to gain valuable insight into the nature of teacher turnover and the role that teacher well-being plays in teachers’ careers. The analyzed studies examined teachers’ turnover intentions in the context of both teacher mobility (changing schools) and teacher attrition (leaving the teaching profession).
The 2023 American Teachers’ survey results revealed that teacher well-being in January 2023 has been higher than that in previous years; however, it is still lower than the level of well-being among working adults in other professions (Doan et al., 2023). The survey also reports that approximately 28% of teachers expressed their intentions to leave their jobs at the end of the 2022-2023 academic year. While teachers’ intentions to leave may not be an entirely reliable predictor for their turnover, those expressing such intentions are more likely than others to quit the profession.  
Similarly, another study’s findings revealed that psychological well-being significantly influences early childhood teachers’ decisions to stay in the profession (Grant et al., 2019). Notably, those teachers who reported having emotional exhaustion were more inclined to quit teaching rather than continue working in a similar sphere. This finding supported the set hypothesis that teachers who reported being emotionally exhausted by their jobs are more likely to seek job opportunities outside the early childhood education field because of the enormous levels of perceived stress (Manlove & Guzell, 1997; Hall-Kenyon et al., 2014, as cited in Grant et al., 2019). The analysis also revealed a significant influence of teachers’ psychological well-being on their decision to remain in the teaching profession or related spheres.
Furthermore, the study by Collie (2023) found that factors such as subjective vitality, behavioral engagement, and professional growth were positively associated with teacher well-being. On the other hand, job demands like autonomy-thwarting leadership, time pressure, and disruptive student behavior were negatively associated with well-being. Moreover, subjective vitality and relatedness with colleagues were negatively associated with turnover intentions, while autonomy-thwarting leadership and time pressure were positively associated with turnover intentions. Overall, it can be concluded that these findings highlight the importance of promoting teacher well-being to reduce turnover intentions and improve teacher retention.
To sum up, this section underscores the importance of understanding the relationship between teacher well-being and turnover intentions. It was revealed that teacher well-being is a significant predictor of teacher turnover intentions. 
[bookmark: _Toc144482172][bookmark: _Toc144706392][bookmark: _Toc164427397]2.5 Conceptual Framework 

Figure 1 illustrates the conceptual framework of the influence of teachers’ occupational well-being on their intentions to leave. The framework’s application is evident in the literature review sections of the present study. 
The framework represents teachers’ occupational well-being based on four main dimensions: cognitive well-being, subjective well-being, physical and mental well-being, and social well-being, as suggested by Viac and Fraser (2020). The review of the literature revealed that numerous factors may shape and have an impact on teacher well-being. The identified factors were divided into three broad groups: demographic variables (gender, age and educational background), teacher-level factors (school climate and colleague support), and school-level factors (leadership style and participation among stakeholders). Observed literature also indicated that there is a relationship between teacher well-being and turnover intentions, which includes both shifting to another educational institution or quitting the profession entirely. 
[bookmark: _Toc164356094]Figure 1
 Conceptual Framework for Teachers’ Occupational Well-Being
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[bookmark: _Toc144482173][bookmark: _Toc144706393][bookmark: _Toc164427398]2.6 Summary

To sum up, this chapter first provided the definition of teachers’ occupational well-being, its dimensions, factors that may influence it as well as the relationship between teacher well-being and teacher turnover. As highlighted in this chapter, most of the research on teacher well-being has been built on the definitions and dimensions suggested by Warr (1987) and Ryff (1989) and then elaborated further by Van Horn et al. (2004) and Viac and Fraser (2020). 
The chapter showed that the dimensions of occupational well-being are an integral part of its definition as they show different aspects of occupational well-being, indicating that it is a multidimensional phenomenon. Research conducted by Van Horn et al. (2004) revealed that professional, affective, and social well-being are the core of occupational well-being, whereas cognitive and psychosomatic dimensions are of lesser importance. 
The study of well-being among teachers is significant as it may help increase the level of their well-being, making teachers more satisfied and reducing their turnover intentions as currently there is a shortage of teachers in Kazakhstan, especially in such highly-populated regions as Atyrau, Mangystau, Turkistan, and Almaty (El.kz, 2022). Next, there needs to be more information on teacher well-being in the Kazakhstani context; the current research would add to the existing body of knowledge and research in education.
Accordingly, the purpose of this study is to examine the definitions and dimensions of occupational well-being as well as the factors that impact teachers’ well-being. The importance of this research lies in the need to understand the factors that affect teachers' well-being in order to develop policies that can promote their well-being and job satisfaction, which may consequently improve their effectiveness and reduce their turnover intention. 
Understanding the relationship between teachers’ occupational well-being and intentions for turnover is crucial as it may have negative implications both for the school community and the system of education in general. The examined studies highlighted the need for efforts to promote teacher well-being in order to reduce turnover intentions. 
The next chapter explains and justifies cross-sectional correlational research design and quantitative methodology chosen for the current study. It then provides information about the sampling strategy, data collection and analysis methods.  
3. [bookmark: _Toc131435596][bookmark: _Toc164427399]Methodology
The main objective of the current non-experimental cross-sectional correlational study is to investigate the impact of teacher occupational well-being on turnover intentions in secondary schools in Kazakhstan. The research aims to achieve three objectives. First, I will assess teachers’ self-reported level of well-being. Second, I will analyse factors that influence teacher well-being. Third, I will investigate the relationship between teacher well-being and the intention to leave. 
The chapter is organized in six sections. The first section presents information and justifies the research design and methodology of the current study. The second section describes the sample of teachers who participated in TALIS 2018. The third section discusses the instruments applied in TALIS 2018 and the data cleaning procedure. The fourth section provides information about the variables used in the study. The fifth section focuses on the process of data analysis. The sixth section discusses the ethical considerations of the current study. 
[bookmark: _Toc144482175][bookmark: _Toc144706395][bookmark: _Toc164427400]3.1 Research Design

Cohen et al. (2017) state that having a well-structured and robust research design is crucial in the research process. He also notes that research design should start with clearly defined objectives, which then guide the building of the research design to address the set objectives effectively (Cohen et al., 2017). In other words, a well-built research design is a foundation for collecting relevant data, analysing it and making meaningful conclusions. 
In the current research, I will focus on examining the well-being of teachers without any intervention or manipulation, as the data has already been gathered under the framework of the TALIS 2018 questionnaire, which is a comprehensive global survey that examines teachers, school leaders, and the educational environment within schools. Its main objective is to produce internationally comparable data to develop educational policies (OECD, 2019a). 
O’Dwyer and Bernauer (2014) describe non-experimental research design in terms of two characteristics: the primary objective of the research and the duration of the data collection process. The current study employs a non-experimental cross-sectional correlational research design, where cross-sectional means data was gathered at one point and correlational means examining relationships between the phenomena (O’Dwyer & Bernauer, 2014). This means that first, the level of well-being of Kazakhstani teachers was measured. Second, the factors contributing to teachers’ well-being were identified, and the relationship between well-being and teacher turnover intentions was measured; in other words, associations between the two variables were analysed (Creswell, 2014). 
As mentioned above, the data for the current study was collected within the framework of TALIS 2018. As Kazakhstan is located in the Northern Hemisphere, the recommended timeframe for conducting the study in this area was from March 1 to May 31, 2018. Nevertheless, some countries initiated their studies in January and February, for example, Kazakhstan, where the study started on February 26, 2018, after the national study center had obtained approval from the International Study Center (ISC) (OECD, 2019b). The use of secondary data in the current research also allowed us to conduct a robust analysis with a representative sample because of its scale, scope, and amount of data, which are considered to be the main advantages (Cohen, 2017). 
In the given study, the non-experimental cross-sectional correlational research design proves to be an appropriate approach to measuring the levels of well-being among teachers, identifying the factors, and examining the relationship between teacher well-being and turnover intentions in secondary schools. The methodology for carrying out this research establishes a firm foundation for conducting an investigation that will make a valuable contribution to education. 
[bookmark: _Toc144482176][bookmark: _Toc144706396][bookmark: _Toc164427401]3.2 Sample

The sampling strategy of teachers participating in the TALIS 2018 survey employed a stratified two-stage probability sampling design (OECD, 2019b). This methodology implies that teachers were randomly selected from the list of eligible teachers from randomly selected schools.
TALIS 2018 involved a comprehensive examination across various countries, with a representative sample of 4,000 teachers and their corresponding school principals randomly chosen from 200 schools in each country. The survey’s collective response from approximately 260,000 teachers included participants from 48 countries and economies. This extensive sample size, drawn from diverse educational settings, provides a robust foundation for a broad and inclusive analysis, offering insights into the perspectives of over 8 million teachers on various survey components (OECD, 2019a).
In Kazakhstan, the TALIS questionnaire was completed by 6,566 secondary teachers and 331 principals from sixteen regions (OECD, 2019a). School samples for each country were selected centrally, and then national teams employed software provided by the consortium to select the teachers’ samples. On average, teachers in Kazakhstan are younger than their counterparts in OECD countries participating in TALIS, with an average age of 41 and a lower percentage of teachers aged 50 and above (27% compared to the OECD average of 34%) (OECD, 2019a).
[bookmark: _Toc164427402][bookmark: _Toc144482177][bookmark: _Toc144706397]3.3 Data 

The data was collected towards the end of the school year according to TALIS 2018 technical requirements. The administration at the end of the school year was deliberate to ensure the comparability of collected data, allowing principals and teachers the flexibility to complete the questionnaires at their convenience. The goal was to achieve 100% within-school participation, defining a participating school as one where at least 50% of the sampled teachers returned their completed questionnaires (OECD, 2019b).
TALIS employed two questionnaires for data collection – a principal questionnaire, filled out by school leaders, and a teacher questionnaire, completed by the selected teachers. Respondents had the option to complete the questionnaires online or using paper and pencil, with the source versions provided in English and French by the ISC and later adapted and translated by national study center personnel to align with local contexts. Kazakhstan was one of the nine countries where the TALIS 2018 survey was conducted in two to five languages (OECD, 2019b). Thus, offering tuition in the Kazakh and Russian languages, the questionnaire was completed in two languages. As such, the country had to ensure high-quality translation by professionals who provided equivalent versions in both languages. 
[bookmark: _Toc164427403]3.3.1 Data Extraction and Preparation

Data extraction and preparation are crucial steps prior to data analysis. Preparing the data helps to ensure the accuracy and consistency of the values. It also involves handling missing or incomplete data, laying the foundation for the reliable results of the conducted analysis. The open-source R statistical software, an “open-source integrated software that is designed for a variety of arithmetic functions, statistical analyses, and graphical displays” (Gaciu, 2021, p. 14), was used to extract and prepare TALIS 2018 data for this study (R Core Team, 2023). 
The TALIS 2018 principal and teacher data, formatted in SPSS .sav, were imported into R using the heaven package (Wickham et al., 2023). This dataset comprised information from 6,566 teachers across 331 schools in Kazakhstan. For principals and teachers, the datasets contained 493 and 448 variables, respectively. Merging these data files was achieved using the “IDSCHOOL” variable with the standardized prefix 398, which denotes Kazakhstan in TALIS 2018 data (OECD, 2019b). The resultant merged dataset encompassed 6,566 teachers and 940 variables. Subsequently, only 45 variables of interest, encompassing school identification (4 items), teachers’ background (6), school climate (13), leadership style (8), professional collaboration (8), workplace well-being and stress (4), and turnover intentions (2), were retained for in-depth analysis. 
The preparation of the data for analysis involved three sequential steps. Initially, participants exhibiting missing data in the retained variables (n = 699) were identified using the tidyr package (Wickham et al., 2024) and excluded from the dataset, leading to a sample size of 5,867 teachers. Subsequently, an examination of the number of teachers per school was conducted to identify schools with solitary teachers (i.e., singletons) lacking score variations within the institution. No schools with fewer than four teachers were identified, resulting in no further exclusion of participants in this step. In the final step, schools with no variation in the retained variables were identified and subsequently excluded. A total of 28 schools (out of the original 331) exhibited no variation across teachers' scores in at least one of the variables of interest. Consequently, teachers affiliated with these schools were removed from the sample (n = 412), culminating in a final analytical sample of 5,455 teachers from 303 schools and 45 variables.
[bookmark: _Toc164427404]3.4 Measurement
The figures below describe the variables from the TALIS 2018 dataset used for the secondary data analysis. The constructs in the figures include independent variables, covariates, and dependent variables. Independent variables are divided into two groups: teacher-level and school-level factors that influence teacher well-being. 
[bookmark: _Toc164427405]3.4.1 Demographic Variables

Table 2 presents the demographic variables in this study. These include teacher gender, age, and educational background classification. The first factor is gender, which is identified as a nominal variable where “1” stands for “female” and “2” for “male”. Second is age being recorded in six items where “1” means – “under 25”, “2” - “25-29”, “3” – “30-39”, “4” – “40-49”, “5” – “50-59” and “6” stands for “60-69” years old. Third is teachers’ educational background which is measured according to the International Standard Classification of Education (ISCED) on a seven-item scale: 1 stands for “below ISCED 3” which includes early secondary education and stages preceding it; 2 stands for “ISCED 3” meaning “Upper secondary education;” 3 stands for “ISCED 4,” meaning “Post-secondary non-tertiary education;” 4 stands for “ISCED 5” representing “Short-cycle tertiary education;” 5 stands for “ISCED 6” representing “Bachelor’s or equivalent level;” 6 stands for “ISCED 7” meaning “Master’s or equivalent level;” 7 stands for “ISCED 8” including “Doctoral or equivalent level” (OECD, 2017, p. 7).  
[bookmark: _Toc164427406]3.4.2 Independent Variables

Teacher-level factors in the present study consist of school climate and professional cooperation (see Table 3). School climate is conceptualized and operationalized based on three main dimensions: (a) “teachers’ perceived disciplinary climate” (T3DISC; 4 items), (b) “teacher-student relations” (T3STUD; 4 items), and (c) “participation among stakeholders” (T3STAKE; 5 items) (OECD, 2019b, p. 334). All items were measured on a four-point scale from 1 to 4, with ‘‘1’’ representing ‘‘Strongly disagree” and ‘‘4’’ for ‘‘Strongly agree”. Professional collaboration comprises two subscales: (a) “professional collaboration in lesson” (T3COLES; 4 items) and (b) “teacher-cooperation scale” (T3COOP; 4 items). Each construct includes four items (OECD, 2019). All items were measured on a six-point scale from 1 to 6, with ‘‘1’’ representing ‘‘never’’ and ‘‘6’’ standing for ‘‘once a week or more”. 
School-level factors include leadership style and participation among stakeholders variables (see Table 4). Leadership style includes such scales as: (a) “school leadership” (T3PLEADS; 3 items), (b) “participation among stakeholders” (T3PLEADP; 5 items) (OECD, 2019b, p. 385). All items are measured on a four-point scale from 1 to 4, with ‘‘1’’ standing for ‘‘Strongly disagree” and ‘‘4’’ for ‘‘Strongly agree”. 
[bookmark: _Toc164427407]3.4.3 Dependent Variables

Table 5 describes dependent variables of teacher well-being that consist of four items and teacher turnover intentions consisting of number of years remaining in the profession and intentions to change schools. Teacher well-being in the TALIS 2018 dataset is defined as T3WELS: Workplace well-being and stress. It includes four items that measure the concept (e.g., TT3G51C “My job negatively impacts my mental health”). Well-being items are measured on a four-point scale from 1 to 4, with ‘‘1’’ standing for ‘‘Not at all” and ‘‘4’’ for ‘‘A lot”. The dependent variable of teacher turnover intentions is comprised of two items only: (a) years continuing being a teacher (TT3G50) where teachers had to indicate the number of years they intend to stay in the profession and (b) feeling I would like to change to another school if that were possible - T (TT3G53C) where items are measured on a four-point scale from 1 to 4, with ‘‘1’’ standing for ‘‘Strongly disagree” and ‘‘4’’ for ‘‘Strongly agree”.
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[bookmark: _Toc164391557]Table 2
Classification of Items Related to Demographic Variables
	Construct 
	TALIS item 
	Code 

	Gender
	Teacher gender
	TT3G01

	Age
	Teacher age
	TCHAGEGR

	Background and qualifications
	Highest level of formal education completed
	TT3G03





[bookmark: _Toc164391558]Table 3
Classification of Items Related to Independent Variables (Teacher-level Factors)
	Construct 
	TALIS item 
	Code 

	School climate– Teacher’s perceived discipline
	T3DISC

	
	When the lesson begins, I have to wait quite a long time for students to quieten down
	TT3G41A

	
	Students in this class take care to create a pleasant learning atmosphere
	TT3G41B∗

	
	I lose quite a lot of time because of students interrupting the lesson
	TT3G41C

	
	There is much disruptive noise in this classroom
	TT3G41D

	School climate– Teacher-student relations
	T3STUD

	
	In this school, teachers and students usually get on well with each other
	TT3G49A

	
	Most teachers in this school believe that the students’ well-being is important 
	TT3G49B

	
	Most teachers in this school are interested in what students have to say 
	TT3G49C

	
	If a student from this school needs extra assistance, the school provides it 
	TT3G49D

	School climate– Participation among stakeholders
	T3STAKE

	
	This school provides staff with opportunities to actively participate in school decisions
	TT3G48A 

	
	This school provides parents or guardians with opportunities to actively participate in school decisions
	TT3G48B

	
	This school provides students with opportunities to actively participate in school decisions
	TT3G48C

	
	This school has a culture of shared responsibility for school issues
	TT3G48D

	
	There is a collaborative school culture which is characterised by mutual support
	TT3G48E

	Professional collaboration– Professional collaboration in lesson
	T3COLES

	
	Teach jointly as a team in the same class
	TT3G33A

	
	Provide feedback to other teachers about their practice
	TT3G33B

	
	Engage in joint activities across different classes and age groups (e.g. projects)
	TT3G33C

	
	Participate in collaborative professional learning
	TT3G33H

	Professional collaboration– Teacher cooperation
	T3COOP

	
	Exchange or develop teaching materials with colleagues
	TT3G33D

	
	Discuss the learning development of specific students
	TT3G33E

	
	Work with other teachers in this school to ensure common standards in evaluations for assessing student progress
	TT3G33F

	
	Attend team conferences
	TT3G33G


Note. * Reverse-coded item



[bookmark: _Toc164391559]Table 4
Classification of Items Related to Independent Variables (School-level Factors)
	Construct 
	TALIS item 
	Code 

	School leadership– Leadership style
	T3PLEADS

	
	I took actions to support co-operation among teachers to develop new teaching practices 
	TC3G22D

	
	I took actions to ensure that teachers take responsibility for improving their teaching skills 
	TC3G22E

	
	I took actions to ensure that teachers feel responsible for their students’ learning outcomes
	TC3G22F

	Participation among stakeholders, principals
	3PLEADP

	
	This school provides staff with opportunities to actively participate in school decisions 
	TC3G26A

	
	This school provides parents or guardians with opportunities to actively participate in school decisions 
	TC3G26B

	
	This school provides students with opportunities to actively participate in school decisions 
	TC3G26C

	
	This school has a culture of shared responsibility for school issues 
	TC3G26D

	
	There is a collaborative school culture which is characterised by mutual support
	TC3G26E







[bookmark: _Toc164391560]Table 5
Classification of Items Related to Dependent Variables
	Construct 
	TALIS item 
	Code 

	Teacher well-being - Workplace well-being and stress
	T3WELS

	
	 I experience stress in my work 
	TT3G51A

	
	My job leaves me time for my personal life 
	TT3G51B*

	
	My job negatively impacts my mental health 
	TT3G51C

	
	My job negatively impacts my physical health
	TT3G51D 

	Teacher turnover – Turnover intentions
	

	
	Years continuing being a teacher
	TT3G50

	
	Feeling I would like to change to another school if that were possible - T
	TT3G53C


Note. * Reverse-coded item







[bookmark: _Toc164427408]3.5 Data Analysis
In the current research, the TALIS 2018 dataset was analyzed using jamovi 2.3.21 version. Prior to conducting analysis, a confirmatory factor analysis (CFA) was conducted to examine the structure and meaning of the data by confirming that the factor structure of the teacher well-being measure is robust (Howitt & Cramer, 2014, p. 434). More specifically, the CFA was employed to test the goodness-of-fit of the proposed model and evaluate its adequacy in representing the underlying structure of the data. Moreover, a reliability analysis using Cronbach’s alpha coefficient was performed to study the internal consistency of the scores.
For the first research question to measure the self-reported levels of well-being of teachers, descriptive statistics such as mean, standard deviation and skewness to describe the distribution of levels were employed. Descriptive statistics also allowed me to “convey characteristics of a sample” of 5,455 teachers who participated in the survey (Wilson & MacLean, 2011, p. 283). 
To answer the second research question on the influence of teacher-level and school-level factors on teacher well-being, a multiple linear regression analysis was performed. Multiple regression analysis implies using several variables to predict scores on the outcome variable and give information about the relative contribution of each variable to the prediction (Wilson & MacLean, 2011, p. 283).
To find out whether teacher well-being is a predictor of teacher turnover intentions, correlation and simple linear regression analysis were performed. Simple linear regression analysis “includes one explanatory variable (teacher well-being) and one explained variable (teacher turnover intentions) (Cohen et al., 2017). 
[bookmark: _Toc144482180][bookmark: _Toc144706400][bookmark: _Toc164427409]3.6 Ethical Considerations

The use of secondary data from the TALIS database eliminates the need for ethical considerations, as the participants were not directly involved. The data collected for TALIS 2018 allows for conducting research non-intrusively, adhering to ethical considerations related to privacy, confidentiality, anonymity, and non-traceability (Cohen, 2017). 

4. [bookmark: _Toc164427410][bookmark: _Toc131435605]Findings
This chapter reports the findings of the present research, which aims to measure Kazakhstani teachers’ self-reported levels of well-being, investigate the correlation between the factors contributing to teacher well-being, and explore the relationship between teacher well-being and their intentions to leave using the TALIS 2018 dataset. The chapter is organized into five sections based on the research questions of the study. The first section describes the results of confirmatory factor and reliability analyses. The second section provides the descriptive analysis and background information about 5,455 Kazakhstani teachers participating in the TALIS 2018 survey. The third section describes the analysis of the relationship between teacher-level and school-level factors and teacher well-being. The fourth section analyses the relationship between teacher well-being and teacher turnover intentions, with two types of turnover intentions: teacher attrition, which involves leaving the profession, and teacher migration, which describes teachers’ intentions to change to another school. The fifth section presents the summary of the key findings of the chapter. 
[bookmark: _Toc164427411]4.1 Validity and Reliability of the Teacher Well-being Scale

A CFA was conducted to examine the structure and meaning of the data by confirming that the factor structure of the teacher well-being measure is robust. The model fit statistics revealed that our proposed model demonstrated an acceptable fit to the data, indicating that the model adequately represented the relationships between the observed variables and the latent constructs. Specifically, the chi-square statistic Χ2(2) = 27.94, p < .001, which suggests a significant discrepancy between the observed covariance matrix and the model-implied covariance matrix. However, the chi-square statistic is sensitive to sample size. Therefore, we examined several other fit indices to evaluate the model fit further (Brown, 2015). The Comparative Fit Index (CFI) yielded a value of 1.00, indicating a good fit for the data. The Tucker-Lewis Index (TLI) was found to be 0.99, further supporting the adequacy of the model fit. Moreover, the Root Mean Square Error of Approximation (RMSEA) was .05 (90% CI .03-.07), suggesting a close fit between the model and the observed data. Furthermore, we assessed the Standardized Root Mean Square Residual (SRMR), which yielded a value of 0.01, indicating a satisfactory fit of the model to the data. Overall, based on these model fit statistics, our CFA analysis suggests that the proposed measurement model provides an acceptable representation of the relationships between the teacher well-being construct and the observed variables. Table 6 presents the factor loadings for each item included in the construct. All factor loadings were statistically significant at p < .001, indicating a strong relationship between the items and the well-being factor. The Cronbach's α coefficient for the scale was .73, which is considered to be acceptable internal consistency reliability (O’Dwyer & Bernauer, 2014).  
[bookmark: _Toc164391561]Table 6
Confirmatory Factor Analysis
	Factor Loadings

	Factor
	Indicator
	Estimate
	SE
	Z
	p

	Wellbeing
	
	TT3G51A
	
	0.56
	
	0.01
	
	54.51
	
	< .001
	

	 
	
	TT3G51B(R)
	
	0.17
	
	0.01
	
	14.70
	
	< .001
	

	 
	
	TT3G51C
	
	0.71
	
	0.01
	
	72.11
	
	< .001
	

	 
	
	TT3G51D
	
	0.67
	
	0.01
	
	66.42
	
	< .001
	



4.2 [bookmark: _Toc164427412]RQ1: Self-reported Levels of Teacher Well-Being
This section explores self-reported levels of teacher well-being for the total sample and across demographic factors such as gender, age, and educational background. The analysis of these variables aims to gain an understanding of the subjective experiences of teachers within different demographic groups. 
Table 7 presents descriptive statistics for the variable Workplace well-being and stress. The mean score for the item “My job leaves me time for my personal life” (TT3G51B(R)) is notably higher (M = 2.74, SD = 0.79) compared to the other items, which suggests that teachers tend to perceive their job as allowing them some degree of balance between work and personal life. The items “I experience stress in my work” (TT3G51A) and “My job negatively impacts my physical health” (TT3G51D) have similar mean scores, suggesting a relatively similar level of agreement among participants regarding these aspects of their work environment. "My job negatively influences my mental health" (TT3G51C) has the lowest mean score (M = 1.68, SD = 0.81), indicating a relatively lower level of agreement compared to the other items. 
[bookmark: _Toc164391562]Table 7
Descriptive Statistics on Teacher Well-Being 
	Descriptives

	
	Skewness

	 
	M
	SD
	Minimum
	Maximum
	Skewness
	SE

	TT3G51A
	
	1.74
	
	0.81
	
	1
	
	4
	
	0.93
	
	0.03
	

	TT3G51B(R)
	
	2.74
	
	0.79
	
	1
	
	4
	
	-0.19
	
	0.03
	

	TT3G51C
	
	1.68
	
	0.81
	
	1
	
	4
	
	1.03
	
	0.03
	

	TT3G51D
	
	1.73
	
	0.82
	
	1
	
	4
	
	0.99
	
	0.03
	



Table 8 presents descriptive statistics for the variable Workplace well-being and stress (T3WELS) across female and male gender groups (TT3G01). Female teachers (M = 9.55, SD = 1.95) reported higher workplace stress scores compared to male teachers (M = 9.17, SD = 1.86). The skewness of the distribution for females is 0.92, with the standard error of this skewness estimate being 0.04. In contrast, male teachers’ scores demonstrated a higher skewness value of 1.19 (SE = 0.07), suggesting a more positive skew in their distribution. These findings may imply that, on average, female teachers tended to report slightly lower levels of well-being compared to their male colleagues[footnoteRef:1].  [1:  Higher scores in T3WELS represent higher levels of workplace stress, and lower scores indicate higher levels of workplaces well-being.] 

[bookmark: _Toc164391563]Table 8
Descriptive Statistics on Teacher Well-Being Across Gender 
	Descriptives

	
	Skewness

	 
	TT3G01
	M
	SD
	Skewness
	SE

	T3WELS
	
	Female
	
	9.55
	
	1.95
	
	0.92
	
	0.04
	

	 
	
	Male
	
	9.17
	
	1.86
	
	1.19
	
	0.07
	



Figure 2 demonstrates that the median well-being and stress scores (T3WELS) for both female and male teachers were quite similar, with males reporting slightly higher levels of well-being than females. The interquartile range for males was slightly larger than for females, indicating a greater variability in well-being scores among male teachers. Furthermore, the distribution for both genders exhibited outliers, particularly more numerous in the male group, suggesting that some teachers’ well-being scores were significantly different from their group’s scores.


[bookmark: _Toc164356095]Figure 2
The Levels of Well-Being Among Female and Male Teachers
[image: ]
Table 9 presents the descriptive statistics for teacher well-being and stress (T3WELS) across age groups (TCHAGEGR). The findings revealed variations in means, standard deviations, and skewness values across groups. The mean scores across the age groups ranged from 8.86 to 9.62, with higher workplace stress scores observed in the “40-49” age group (M = 9.62, SD = 1.95) and the lowest (M = 8.86, SD = 1.45) in the “60 and above” group. Standard deviations ranged from 1.45 to 1.98, which indicates variability in scores across all age groups. Overall, the relationship between age and well-being seems to follow an inverted U shape where younger and older teachers tend to experience higher levels of well-being compared to their middle-aged colleagues. 


[bookmark: _Toc164391564]Table 9
Descriptive Statistics on Teacher Well-Being Across Age Groups
	Descriptives

	
	Skewness

	 
	TCHAGEGR
	M
	SD
	Skewness
	SE

	T3WELS
	
	Under 25
	
	9.44
	
	1.96
	
	0.99
	
	0.12
	

	 
	
	25-29
	
	9.49
	
	1.98
	
	1.03
	
	0.09
	

	 
	
	30-39
	
	9.47
	
	1.96
	
	0.98
	
	0.06
	

	 
	
	40-49
	
	9.62
	
	1.95
	
	0.85
	
	0.07
	

	 
	
	50-59
	
	9.40
	
	1.91
	
	1.02
	
	0.07
	

	 
	
	60 and above
	
	8.86
	
	1.45
	
	1.15
	
	0.15
	

	



Figure 3 provides a visualization of this trend. As it can be observed, teacher well-being and stress (T3WELS) varies by age, with notable fluctuations in the median scores and ranges across the age groups. Overall, teachers in the 40-49 age group reported to have the highest workplace stress scores, whereas those in the 60 and above age group had the highest median score and the widest range, indicating the greatest variability in scores.
[bookmark: _Toc164356096]Figure 3
The Levels of Well-Being Across Age Groups
[image: ]
Descriptive statistics for teacher well-being (T3WELS) across their highest levels of completed formal education (TC3G03) revealed differences in means, standard deviations, and skewness values (see Table 10). The educational background of teachers was measured according to the International Standard Classification of Education (ISCED) on a seven-item scale, where 2 stands for “ISCED 3” meaning “Upper secondary education” and the maximum level being 7 which stands for “ISCED 8” including “Doctoral or equivalent level” (OECD, 2017, p. 7).
[bookmark: _Toc164391565]Table 10
Descriptive Statistics on Teacher Well-Being Across Teachers’ Educational Background
	Descriptives

	
	Skewness

	 
	TC3G03
	M
	SD
	Skew
	SE

	T3WELS
	
	Upper secondary education
	
	9.00
	
	1.45
	
	0.89
	
	0.32
	

	 
	
	Post-secondary non-tertiary education
	
	9.32
	
	2.06
	
	1.27
	
	0.49
	

	 
	
	Short-cycle tertiary education
	
	9.43
	
	1.94
	
	1.01
	
	0.04
	

	 
	
	Master’s or equivalent level
	
	9.62
	
	1.93
	
	0.84
	
	0.09
	

	 
	
	Doctoral or equivalent level
	
	9.83
	
	1.67
	
	0.34
	
	0.25
	



Across levels of education, mean scores ranged from 9.00 to 9.83. Participants with level 7 education (Doctoral or equivalent level) displayed the highest mean score on workplace stress (M = 9.83), while those with level 2 education (Upper secondary education) showed the lowest mean (M = 9.00). Standard deviations varied from 1.45 to 2.06, indicating variability in scores across different educational backgrounds. This might suggest a positive association between the level of formal education and teacher workplace stress, as there is a trend of increasing mean scores from lower to higher education levels, as teachers with the highest level of education (Doctoral or equivalent) tend to report lower levels of workplace stress compared with those having lower levels of completed education. Skewness values ranged from 0.34 to 1.27. Notably, participants with the highest level of formal education demonstrated the lowest skewness (0.34). In contrast, teachers with level 3 education (Post-secondary non-tertiary education) demonstrated the highest skewness (1.27).
According to Figure 4, the median teacher well-being (T3WELS) scores across teachers’ educational background (TC3G03) categories were approximately equal to 10. There was a presence of outliers in each category, which suggests some extreme scores in all groups. The IQRs were generally narrow, indicating a relatively consistent level across participants in each category, except for teachers with a “Doctoral or equivalent” level of formal education, which shows the widest range of scores, hence the highest variability in teacher workplace stress.
[bookmark: _Toc164356097]Figure 4
The Levels of Well-Being Across Educational Levels
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4.3 [bookmark: _Toc164427413]RQ2: What are Teacher-Level and School-Level Factors Contributing to Teacher Well-Being?
Prior to conducting the analyses, several Confirmatory Factor Analyses (CFAs) were executed to assess the internal validity of the measures employed for evaluating both teacher-level and school-level factors. Table 11 provides details on the Confirmatory Factor Analysis (CFA) for “School Climate”, “Professional Collaboration”, “School Leadership” and “Participation among Stakeholders” dimensions. 
First the dimension of “School Climate” was analyzed. Its model demonstrated good fit according to several fit indices: RMSEA = .07 (90% CI: .06- .07), CFI = 0.93, TLI = 0.91, SRMR = .07.  To explain, RMSEA = .07 indicates a relatively minor discrepancy, suggesting that the model fits the data well. The 90% confidence interval (CI) of .06 to .07 further supports this interpretation, indicating that the model is likely to have a good fit within this range. Next, CFI = 0.93 and TLI = 0.91, being close to 1, suggest that the model provides a approximately satisfactory fit to the data. Furthermore, SRMR value of .07 suggests a reasonably good fit of the model to the data. The test for exact fit required a chi-square statistic of χ² = 1552.67 with 62 degrees of freedom, which was statistically significant at p < .001. Thus, these findings suggest that the specified confirmatory factor model adequately represents the relationships among the observed indicators and latent factors of school climate.
Second, the structure of professional collaboration in a teaching context was analyzed.  The test for exact fit obtained a chi-square value of 2387.06 with 19 degrees of freedom, indicating a significant discrepancy between the proposed model and the observed data (p < .001). Fit measures including RMSEA, CFI, TLI and SRMR were further examined. The RMSEA value of 0.15 (90% CI: 0.15 - 0.16) suggests an acceptable fit, while CFI (0.82), TLI (0.73), and SRMR (0.07) indicate some room for improvement in model fit. Overall, the findings suggest that the proposed model provides a reasonable representation of the relationships between indicators and factors, although some adjustments may be necessary to improve model fit.
Third is the results of CFA for “School Leadership” dimension. The fit indices presented in Table 11 indicate a good fit of the model to the data. The test for exact fit yielded a significant p-value (< .001), suggesting a deviation from exact fit. However, other fit measures indicate reasonable fit: RMSEA = 0.06 (90% CI: 0.05 - 0.07), CFI = 0.97, TLI = 0.95. RMSEA values close to 0 and CFI and TLI values close to 1, indicate better fit. Overall, CFA analysis suggests that the proposed model adequately represents the relationships between observed variables and latent constructs, as evidenced by significant factor loadings, factor covariances, and good fit indices.
Finally, Table 11 demonstrates the results of CFA for the “Participation among Stakeholders” dimension. The chi-square test for exact fit yields a significant p-value (< .001), suggesting that the specified model does not fit the data perfectly. However, this may happen because of a large sample size, which is why other fit indices were considered. The RMSEA is 0.12, with a 90% confidence interval ranging from 0.12 to 0.14. RMSEA values below 0.08 generally indicate a good fit, suggesting that the model may have some room for improvement. The CFI and TLI are reported to be equal to 0.92 and 0.84, respectively. To indicate a good fit values for both indices should be closer to 1, thus, CFI and TLI values suggest that the model fit could be improved. SRMR value equals to 0.13 being higher than 0.08 which is typically considered to represent a good fit. Thus, it may suggest that the model may need further refinement. 
Overall, while the factor loadings indicate strong relationships between the indicators and the latent construct, the model fit indices suggest that the specified model may not fit the data optimally. Further model refinement or adjustments may be warranted to improve the fit. 
[bookmark: _Toc164391566]Table 11
Confirmatory Factor Analysis for “School Climate”, “Professional Collaboration”, “School Leadership” and “Participation among Stakeholders” Dimensions
	
	
	
	
	
	
	
	RMSEA 90% CI

	
	χ²
	df
	CFI
	TLI 
	SRMR
	RMSEA
	Lower
	Upper 

	School climate
	1552.67***
	62
	0.93
	0.91
	0.05
	0.07
	0.06
	0.07

	Professional collaboration
	2387.06
	19
	0.82
	0.73
	0.07
	0.15
	0.15
	0.16

	School leadership
	263.18
	13
	0.97
	0.95
	0.00
	0.06
	0.05
	0.07

	Participation among stakeholders
	456.34
	5
	0.92
	0.84
	0.05
	0.13
	0.12
	0.14


*** p < .001
Multiple linear regression analysis was run to examine the factors influencing the dependent variable of teacher well-being. The results indicated that although the model was statistically significant, it explained a small proportion of the variance, F (4, 5461) = 43.29, p < .001, R2 = .03. When looking at the predictors individually, it was found that school climate significantly predicted teacher well-being (stress levels), B = -1.17, β = - 0.13, p < .001. This means that school climate is a statistically significant predictor of teacher well-being, and for each unit that school climate increases, 1.17 units in teachers’ stress level decreases.  In addition, professional collaboration was also a significant negative predictor of teacher well-being, B = -0.26, β = - 0.10, p < .001. This means that professional collaboration is another statistically significant predictor of teacher well-being, and for each unit that professional collaboration increases, the levels of teachers’ stress decrease by 0.26 units. However, leadership style and the participation of stakeholders (principals) did not reach statistical significance. Leadership style had a non-significant effect (B = -0.05, β = - 0.01, p = 0.483). The participation of principals was also non-significant (B = -0.03, β = - 0.00, p = 0.726).
Overall, the analysis suggests that while the overall model is significant, only school climate and professional collaboration significantly predict teacher well-being, both with negative effects. Leadership style and principal participation did not show significant predictive ability within this model.
4.4 [bookmark: _Toc164427414]RQ3: What is the Relationship between Teacher Well-Being and Teacher Turnover Intentions? 
This section provides information on the analysis of the relationship between teacher well-being and two types of turnover intentions: teacher attrition (leaving the profession) and teacher migration (changing to another school). 
[bookmark: _Toc164427415]4.4.1 Relationship Between Teacher Well-Being and Years Continuing to be a Teacher

A Spearman’s rho correlation coefficient was computed to assess the relationship between teacher wellbeing (T3WELS) and teacher attrition intentions in terms of number of years they plan to stay in the teaching profession (TT3G50). There was a negative and a statistically significant correlation between teacher stress and years of continuing being a teacher (ρ = -.22, p < .001). This means that there is modest strength of correlation, and as the value of one variable increases, the value of the other tends to decrease. In other words, the higher is the score in teacher workplace stress, the fewer years they plan to remain in the profession as teacher well-being in the current study is measured as stress. 
A simple linear regression was carried out to test if teacher well-being significantly predicted teacher turnover intentions, to be more precise, the desire to leave the profession. The regression results indicated that the model explained 4% of the variance and that the model was statistically significant F (1, 5464) = 239.26, p < .001, R2 = .04. It was found that teacher well-being significantly predicted teacher turnover (B = -1.16, β = - 0.20, p < .001). This means that teacher well-being is a significant predictor of teacher turnover, and for each unit in which teacher well-being increases, 1.16 units in teacher turnover intentions decrease.
[bookmark: _Toc164427416]4.4.2 Relationship between Teacher Well-Being and Migration to Another School

A Spearman’s rho correlation coefficient was computed to assess the relationship between teacher workplace stress (T3WELS) and teacher turnover intentions in terms of intentions to change to another school if that were possible (TT3G53C). There was a positive and a statistically significant correlation between teacher workplace stress and the intentions to change school ρ = 0.19, p < .001. This means that there is a modest strength of correlation, and as the value of one variable increases, the value of the other increases as well. In other words, as teachers' workplace stress (T3WELS) increases, their intention to change to another school if possible (TT3G53C) also tends to increase.
A simple linear regression was done to test if teacher well-being significantly predicted teacher’s intentions to change the current school. The regression results indicated that the model explained 4% of the variance and that the model was statistically significant F(1, 5464)= 218.46, p < .001, R2 = 0.04. It was found that teacher workplace stress significantly predicted teacher turnover (B = 0.07, β = - 0.20, p < .001). This means that teacher workplace stress is a significant predictor of teacher turnover, and for each unit that teacher well-being increases, units in teacher turnover increase as well. In other words, heightened stress levels often lead to higher rates of teacher turnover, as teachers seek alternative environments to alleviate their stress and improve their well-being.
[bookmark: _Toc164427417]4.5 Conclusion
The comprehensive analysis that was conducted suggests the following outcomes.  First, the CFA outcomes underscore the robustness of the proposed model in defining the relationships between observed variables and the latent well-being construct, suggesting an acceptable fit across several indices. Despite the chi-square statistic indicating a significant discrepancy, its sensitivity to sample size prompts reliance on additional fit indices like CFI, TLI, RMSEA, and SRMR, all of which affirm the model’s satisfactory representation of data. 
Second, the factor loadings for each item within the teacher well-being measure were statistically significant, reinforcing the strength of their association with the well-being factor. The reliability of the scale, as evidenced by a Cronbach's α coefficient of .73, further validates the consistency of the measurement tool.
Third, self-reported teacher well-being levels were explored across such demographic dimensions as gender, age, and educational background. Descriptive statistics indicate that while teachers generally view their jobs as allowing personal life balance, there are perceived impacts on physical and mental health. Interestingly, female teachers report slightly lower well-being than their male counterparts, and an inverted U-shaped relationship emerges between age and well-being, with middle-aged teachers experiencing lower well-being levels. Exploration of teachers’ educational backgrounds presents a positive correlation between higher education levels and teacher well-being, though with variability in experiences across different educational qualifications. Specifically, those with doctoral-level education reported the highest stress scores, albeit with a notable range in skewness across education levels, suggesting diverse perceptions of well-being within the teaching profession.
Fourth, the multiple linear regression analysis revealed that while the overall model significantly affects teacher well-being, it accounts for only a small portion of the variance. To be more precise, school climate and professional collaboration significantly and negatively predict teacher stress levels, indicating that improvements in these areas can effectively reduce stress. In contrast, leadership style and principal participation were not significant predictors in this model.
Next, the relationship between teacher well-being and their turnover intentions, namely, teacher attrition and migration were explored. The findings highlight a connection between well-being and turnover intentions, revealing how stress influences teachers’ career decisions. The analysis of the relationship between teacher well-being and teacher attrition revealed a negative correlation between teacher well-being (measured as stress) and the intention to continue in the teaching profession. The results demonstrated a modest but statistically significant relationship where increased stress leads to decreased intentions to remain in the profession. Additionally, a linear regression analysis revealed that teacher well-being is a significant predictor of attrition intentions. 
Similarly, a positive correlation was found between teacher workplace stress and the intention to change schools. This suggests that as teachers’ stress levels increase, so does their inclination to seek employment at a different school. Linear regression indicated that teacher workplace stress significantly predicts migration intentions, where an increase in teacher well-being correlates with an increase in the desire to move to another school.
In conclusion, the findings highlight the multifaceted nature of teacher well-being and the importance of considering demographic factors in understanding and addressing teachers’ subjective experiences. They also highlight the distinct roles that teacher well-being plays in influencing both the desire to leave the profession and the desire to change schools.
5. [bookmark: _Toc131435610][bookmark: _Toc164427418]Discussion
 This research used a quantitative research design to analyse secondary data collected under the framework of the TALIS 2018 questionnaire. Participants in this study included 5,455 Kazakhstani teachers from sixteen regions (OECD, 2019a). The study aims to examine the relationship between teacher well-being and teacher turnover intentions which includes teacher migration and teacher attrition. It also seeks to explore factors influencing teachers’ self-reported levels of well-being to find ways to increase teacher well-being and reduce their turnover intentions.
The chapter is organized into four sections according to the research questions posed prior to conducting the research. The first section discusses the self-reported levels of teacher well-being of the total sample across such factors as gender, age, and educational background. The second section looks into models to predict how much the independent variables (school climate, professional collaboration, leadership style and participation of stakeholders) predict teacher well-being. The third section examines the relationship between teacher well-being and their turnover intentions, namely teacher attrition and teacher mobility. The fourth section concludes the chapter by summarizing the discussion. 
5.1 [bookmark: _Toc164427419][bookmark: _Toc131435611]RQ1: Self-reported Levels of Teacher Well-Being 
Before analyzing the data, a confirmatory factor analysis (CFA) was performed to ensure that the structure of the data related to teacher well-being was sound, as highlighted by Howitt and Cramer (2014, p. 434). The results from the model fit statistics showed that the model fit the data relatively well, confirming that it accurately depicted the connections between the observed variables and the latent constructs. Next, descriptive statistics for the overall teacher well-being and teacher well-being across demographic factors of gender, age, and educational background were run.
[bookmark: _GoBack]First, the findings revealed that while most participants perceive their jobs as allowing them to have some free time for their personal lives (TT3G51B(R)), they report low levels of mental health (TT3G51C). As literature review on the physical and mental dimensions of teachers’ occupational well-being has shown, teachers experience psychosomatic issues like exhaustion, fatigue, headaches, tension, sleep disturbances, concentration difficulties, internal unrest, and heightened irritability more often than professionals in other fields (Scheuch et al., 2015). This seems to be the case also for teachers in Kazakhstan, according to the findings of this study. One of the reasons for low mental health levels could be challenges that teachers have to face with in their profession. For example, while 89% of teachers in rural areas tend to agree that their schools provide them with essential conditions, they also highlight demotivating factors such as lack of support from school administration, bureaucratic leadership, and insufficient incentives, calling for uniform policies to enhance teacher motivation across rural schools (Tajik et al., 2022). This finding is important as literature shows that teacher well-being has a significant effect on students’ academic performance (Benevene et al., 2020), especially given the fact that the recent PISA 2022 results showed that students in Kazakhstan performed below the OECD average in mathematics, reading, and science. Furthermore, a lower percentage of Kazakhstani students reached top performance levels (Level 5 or 6) in any subject compared to the OECD average (OECD, 2023). Similarly, teachers of English secondary school report their well-being to be susceptible to experiencing mental health issues (Kidger et al., 2016). The research suggests that teachers’ perceptions of their working conditions, including their levels of stress and dissatisfaction, may be connected to their mental health. Furthermore, even after considering work-related stress and dissatisfaction, the inability to discuss feelings of stress or sadness with a colleague was associated with both lower well-being and higher depressive symptoms. However, the reasons behind participants’ reluctance to confide in a colleague remain unclear (Kidger et al., 2016).  
Second, literature review and the outcomes of the current study have yielded contradictory results on the influence of gender on teacher well-being. To explain, most of the sources report that there is no significant correlation between teacher gender and teacher well-being (Janovská et al., 2017; McInerney et al., 2015; Yildirim, 2014). However, descriptive statistics in the present research have revealed that female teachers tend to experience lower well-being levels compared to their male colleagues which might be explained by several reasons. First, although the societal demands related to household chores and child-upbringing in Kazakhstan are decreasing, women are still traditionally viewed as mothers and wives, which emphasizes their feminine roles and might negatively influence their work balance. Additionally, it has been observed that women encounter subtle discrimination at work, stemming from either their own internalized biases or biases from those around them. Such biased behavior leads to the stigmatization of women, male-dominated decision-making, restrictions on women’s voices and choices, and other hidden obstacles that may not be immediately apparent (Omirkhanova, 2023). This finding is particularly important as a vast majority (76%) of teachers in Kazakhstan are women (OECD, 2019a). Thus, the predominance of female teachers highlights the urgency of addressing their well-being, as the decreased could significantly impact the quality of education.
Third, exploring the relationship between age and teacher well-being it was revealed that younger (under 25 y.o.) and older (60 and above y.o.) teachers reported having higher well-being, while teachers of middle age, especially in 40-49 years old group stated having the lowest level of well-being. The study on the relationships between recovery experiences and well-being of Finnish teachers found that while older teachers generally had higher levels of recovery experiences, younger teachers seemed to benefit more from relaxation experiences in terms of overall well-being (Virtanen et al., 2019). The authors claim that a possible explanation for these findings is that younger teachers, who often have children living at home, face higher demands in both work and family life, making relaxation crucial for them. As a result, they may benefit more from relaxation experiences compared to older teachers. Conversely, older teachers, who may have fewer family demands, may find greater benefit in activities that provide a sense of control and mastery during leisure time (Virtanen et al., 2019). This finding is also in line with the study conducted in the British context which highlights that older teachers may start to value their jobs more when looking back on their careers compared to younger workers who typically focus more on their current and future prospects. This makes older teachers feel more satisfied with their achievements which contributes to higher levels of well-being by their retirement age (Warr, 1992). Overall, it is important to address the issue of low well-being levels among middle-aged teachers, as data shows that 27% of teachers in Kazakhstan are aged 50 and above which implies that within the next ten years the country will face a shortage of 25% of the teaching workforce (OECD, 2019a). 
Finally, the analysis of the relationship between teacher well-being and their educational background yielded an interesting trend: teachers with the highest levels of formal education (Doctoral or equivalent level) report lower well-being than their colleagues with lower levels of completed formal education. Considering this finding alongside the literature on the cognitive dimension of teacher well-being (Schleicher, 2018, as cited in Viac & Fraser, 2020), which emphasizes the role of self-efficacy, it can be observed that despite higher educational background potentially increasing a teacher’s qualifications and self-perceived efficacy, it does not necessarily correlate with higher well-being. This finding may suggest that other factors, including the pressure and expectations associated with higher qualifications, may impact the well-being of more educated teachers, diminishing the positive effects of enhanced self-efficacy. Another plausible explanation could be linked to the fact that it is commonly believed that well-educated and more experienced teachers tend to be more effective and consequently earn higher salaries (Ballou & Podgursky, 2002; Hanushek & Rivkin, 2007). However, the situation is different in Kazakhstan where teaching being one of the most female-dominated but lowest-paid jobs in Kazakhstan, has a very low status compared to other professions in the country (Tastanbekova, 2020). Thus, given this context, the low status and insufficient reimbursement for teaching profession in Kazakhstan may discourage highly-qualified professionals from entering or remaining in the profession. 
To sum up, this section discussed the relationship between teacher well-being and various demographic factors, including gender, age, and educational background. It has been revealed that while teachers generally manage to allocate time for personal life, they face significant mental health challenges linked to stressors such as insufficient support and bureaucratic obstacles. Additionally, differences in well-being are evident across different demographics: gender differences show lower well-being among female teachers possibly due to societal roles and workplace discrimination, age-related variations suggest differing well-being levels with mid-career teachers feeling the lowest, and educational background reveals that higher degrees do not necessarily correlate with greater well-being, particularly in contexts like Kazakhstan where the teaching profession has a relatively low status and paid less.
5.2 [bookmark: _Toc164427420]What are Teacher-Level and School-Level Factors Contributing to Teacher Well-Being?
The analysis of the relationship between teacher well-being and teacher-level factors demonstrates that school climate and professional collaboration significantly predict teacher well-being, both with negative effects, meaning that as school climate and professional collaboration levels increase, teacher stress levels decrease. This finding goes in line with the previous research that has identified that school climate may influence teacher well-being both positively and negatively, depending on the working conditions (Dreer, 2022; Yildirim, 2014). Furthermore, it was revealed that such aspect of school climate as the quality of teacher-student interactions in such countries as Japan, Singapore and Taipei also significantly predicted teacher well-being (Nalipay, 2023). Finally, school climate is an important factor to consider in every school as it influences students’ engagement and academic performance (Darling-Hammond & DePaoli, 2020) as well as the frequency of bullying occasions in schools (Gendron et al., 2011). 
As for the relationship between teacher well-being and professional collaboration, it was found that that colleague support plays a crucial role. This finding could be explained by numerous initiatives aimed to enhance teacher collaboration in Kazakhstan, such as the introduction of the Lesson Study project which focuses on helping teachers develop stronger relationships with their colleagues through regular peer observation, deep reflection, and the exchange of constructive feedback aimed at improving teaching methods and student learning outcomes (Dudley, 2015, as cited in Khokhotva, 2018). Another initiative is the teacher development program designed by Center of Excellence of the AEO “Nazarbayev Intellectual Schools” and Cambridge Faculty of Education to assist teachers in becoming reflective practitioners and fostering critical friendships to enhance teaching and learning (Ayubayeva, 2018). Such measures aim to create an environment that encourages teachers to collaborate significantly enhancing their professional experiences and overall well-being. This finding also aligns with the existing literature, where peer support is identified as a significant factor in improving teacher well-being (Aelterman et al., 2007; Soini et al., 2010; Yildirim, 2014). 
These findings are also encouraging as a positive school environment is reported to enhance students’ involvement and academic performance, including their grades and test scores (Darling-Hammond & DePaoli, 2020). Moreover, collaboration between teachers contributes to a wider range of activities and tools used by teachers, better teaching practice, and consistency in the curriculum and teaching methods among teachers (Shipley, 2009). This is especially important given the fact that according to the State of the Nation’s Address to the People of Kazakhstan (2023), President of Kazakhstan emphasized the need in high-quality education in the country.
While teacher-level factors were reported to influence teachers’ occupational well-being, it was found that school-level factors which include leadership style and participation of stakeholders do not affect the well-being of teachers in Kazakhstan. A possible explanation for this could be that in Kazakhstan, the school leadership culture is highly hierarchical, and characterized by “high power distance” as described by Hofstede’s cultural dimensions (Yakavets, 2017, p. 459). This could be the reason why leadership style does not impact teachers’ occupational well-being as autocratic leadership creates an environment where teachers are accustomed to a top-down approach and may not perceive leadership influences as affecting their well-being. The finding also mirrors the results obtained in Turkish context reporting that leadership style did not significantly affect teacher well-being (Yildirim, 2014). 
Next, the involvement of stakeholders in education, such as teachers, parents, and the community, is reported to vary between private and state schools. Teachers in private schools often feel a greater sense of trust and control over their educational and classroom decisions, because of the lesser regulatory pressures from government standards and inspections (Brady & Wilson, 2021). Teacher-parent relationship is another crucial aspect of stakeholder participation. This relationship is significantly shaped by mutual perceptions, with any conflicts arising from differences in these perceptions (Zulauf-McCurdy & Zinsser, 2021). Despite the importance of these relationships, teachers also report a lack of appreciation from the community and parents, which can affect their professional satisfaction (Heffernan et al., 2019). 
However, in Kazakhstan, the engagement of parents does not appear to significantly enhance teacher well-being. This may happen because parental involvement in Kazakhstan is usually exercised through Parents’ Committees and Boards of Trustees. While these bodies are meant to facilitate parent participation in educational processes, their roles and functions remain unclear (OECD/The World Bank, 2015). Thus, while parental involvement in Kazakhstan is formally recognized and facilitated, the lack of clarity over their roles and insufficient evidence on their impact means that this involvement does not substantially affect teacher well-being. 
Overall, this analysis shows that teacher well-being is significantly influenced by teacher-level factors like school climate and professional collaboration, which reduce stress as they increase. In contrast, school-level factors including leadership style and professional collaboration do not impact teacher well-being in Kazakhstan, likely due to the highly hierarchical nature of school leadership that leads teachers to be accustomed to a top-down approach and low involvement of parents into the process of education.
5.3 [bookmark: _Toc164427421]What is the Relationship between Teacher Well-Being and Teacher Turnover Intentions? 
[bookmark: _Toc131435615]The analysis of the relationship between teacher well-being and teacher attrition revealed that teacher well-being is a significant factor in predicting the likelihood of teachers considering leaving their jobs. These results are consistent with the literature, which demonstrates that higher levels of teacher well-being lead to lower turnover intentions in most contexts (Chang et al., 2017; Grant et al., 2019; Heffernan et al., 2022; Liu, 2020). For example, a study on the relationship between teacher well-being and turnover intentions among rural Taiwanese teachers revealed that there is a significant negative impact of teacher well-being on their intentions to leave their jobs (Chang et al., 2017). Likewise, a recent study with Chinese teachers showed that a 10% rise in the subjective well-being among teachers was associated with a 32% reduction in the likelihood of choosing teachers to leave their careers in education (Liu, 2020). Another study in the US context demonstrated that the subjective well-being of teachers is a powerful predictor of their decision to leave the profession. Specifically, teachers experiencing emotional burnout were more likely to consider leaving the profession to pursue different career opportunities (Grant et al., 2019). Furthermore, around 21% of Australian teachers mentioned their health and well-being issues such as relationships, exhaustion, stress, and burnout along with additional concerns about their students’ well-being as one of the primary reasons to quit teaching (Heffernan et al., 2022). These findings underline the critical role of teacher well-being in educational retention, emphasizing the need for interventions to address teacher well-being issues to reduce the high turnover rates, particularly in light of the significant teacher shortage in the Kazakhstani context (Martyshko, 2023).
Regarding the relationship between teacher well-being and teacher migration, a positive, although modest correlation was identified. In other words, there is a slight upward trend in teachers’ desire to change schools as their stress level increases. This correlation suggests that higher stress levels may prompt teachers to seek opportunities in different schools to potentially improve their conditions. This might happen for different reasons that are outlined below. A study on the influence of teacher well-being and wages on Chinese teachers’ attrition has concluded that teacher mobility happens more frequently in economically prosperous urban areas like Beijing, Shanghai, and Chongqing (Liu, 2020). It is reasonable to assume that one of the reasons for teacher mobility is career advancement opportunities, including higher salaries. It has also been observed that more effective teachers tend to transfer to schools with students who achieve higher scores which predominantly benefits the higher-performing students rather than other students (Boyd et al., 2008).  Such migration might be linked to the pursuit of a better work environment. Additionally, teachers may be attracted to schools with higher-performing students due to the perception of greater professional satisfaction, increased resources, or opportunities for career advancement. 
Overall, this analysis underscores the significance of the impact that teacher well-being might have on both retention and the decision to migrate to different schools. It also highlights well-being as a critical factor in the sustainability of the teaching workforce. Addressing the well-being of teachers through supportive policies and environments is essential, not only for reducing turnover rates but also for fostering a more stable and fulfilled educational workforce, especially in contexts facing significant teacher shortages like Kazakhstan. 
5.4 [bookmark: _Toc164427422]Conclusion
In conclusion, this chapter has thoroughly explored the relationship between teacher well-being and various influencing factors.  First, demographic variables such as gender, age, and educational background play significant roles, revealing inherent disparities that suggest the need for targeted interventions. Second, while teacher-level factors such as school climate and professional collaboration positively influence well-being by alleviating stress, school-level factors like leadership style and participation among stakeholders seem to have no impact due to a top-down management approach and decreased levels of parental involvement. 
This chapter highlights the role of teacher well-being in maintaining a stable educational environment. It emphasizes the need for policies and environments that are responsive to the needs of teachers, especially in Kazakhstani context where there are notable teacher shortages. The following chapter will present a summary of key findings, implications and recommendations as well as limitations and directions for future research.



6. [bookmark: _Toc131435616][bookmark: _Toc164427423]Conclusions
This chapter presents final conclusions of the study, its implications, limitations and recommendations for future research. The purpose of the study is to explore the influence of teachers’ occupational well-being on their turnover intention in secondary schools of Kazakhstan. Additionally, it examined teacher-level and school-level factors influencing teachers’ occupational well-being. The chapter consists of three parts. First, the major findings of the study are summarized and presented. Second, limitations and directions for future research are provided. Third, implications and recommendations are suggested. 
6.1 [bookmark: _Toc131435617][bookmark: _Toc164427424]Summary of the Major Findings
The current study employed the TALIS 2018 dataset to examine the influence of teachers’ occupational well-being on their turnover intentions. The study found that while Kazakhstani teachers believe that their jobs provide them with some flexibility in terms of personal lives, they also experience negative effects on their mental well-being. 
The findings on teachers’ demographic background, including gender, age, and level of education, show that female teachers tend to experience lower levels of well-being compared to their male colleagues, while both younger and older teachers perceive their well-being as higher than middle-aged teachers; moreover, teachers with the highest level of education (doctoral or equivalent) report the lowest levels of well-being.
The multiple regression analysis indicates that only school climate and professional collaboration influence teacher well-being, both reducing its negative aspects. Leadership style and stakeholder involvement, however, did not significantly predict outcomes. 
Finally, the results of this study show that teachers’ occupational well-being may predict teacher turnover intentions including both attrition and migration. The relationship between teacher well-being and attrition has shown that as teachers’ stress levels increase, the number of years they plan to remain in the profession decrease. Similarly, the relationship between teachers’ well-being and their intentions to change schools has revealed that as teachers’ stress levels increase, so does their intention to seek employment in a different school. 
6.2 [bookmark: _Toc131435618][bookmark: _Toc164427425]Limitations and Directions for Future Research
The findings of this study are in many respects logical and in line with previous research on teacher well-being. While there is a lot of research done on teacher well-being across the world, this study has focused on the work-related well-being of secondary school teachers in Kazakhstan and has the following limitations. First, the study is limited in the accuracy and reliability of the self-reported nature of responses of teachers on the variables in the study as the measures completely rely on teachers’ subjective perceptions that might be influenced by various factors. Second, as TALIS 2018 dataset is comprised of data collected at a specific point of time in the past, there have been introduced numerous measures and changes in the sphere of education in Kazakhstan that were not considered in the analysis. 
The findings of this research complement those of earlier studies and offer some implications for understanding how teachers’ occupational well-being impacts their turnover. To improve understanding and addressing the issue of teacher turnover in Kazakhstan, it is recommended to conduct longitudinal studies to monitor changes in teachers’ occupational well-being over time. This will allow researchers to gain deeper understanding of the factors influencing teacher well-being and consequently their intentions to leave the profession. Furthermore, conducting such research may help understand whether policies and initiatives introduced in Kazakhstan after the survey have positively affected teachers’ well-being and reduced their turnover intentions. Finally, undertaking comparative studies to identify best practices from other countries could also offer effective strategies to enhance teacher well-being in Kazakhstan. 
6.3 [bookmark: _Toc131435619][bookmark: _Toc164427426]Implications and Recommendations
The findings in the current study suggest several courses of action. First, it was reported that leadership styles have no impact on teachers’ occupational well-being. This suggests that schools are recommended to adopt more inclusive and supportive leadership styles. The possible measures could include offering training for school administration on the introduction and benefits of participatory decision-making.
Next, given the fact that teachers reported low levels of mental health it is recommended to introduce continuous professional development programs that would focus on coping strategies for dealing with stress. Workshops and training sessions that enhance teachers’ skills in managing classroom stress and maintaining personal well-being should be integrated into their professional development.
Finally, the study highlighted the importance of the predictive power of occupational well-being on teacher turnover intentions, including both attrition and migration. Therefore, it is recommended to conduct surveys to focus on identifying early indicators of stress among teachers to develop proactive measures for teacher retention. 
[bookmark: _Toc164427427]6.4. Concluding remarks
Being extremely committed to my work, this research is the attempt to address the often-overlooked aspect in the educational process - teacher well-being. Being fundamental to creating a thriving educational environment, teacher well-being obviously thrives when teachers feel supported and valued. In addition to it, having higher levels of well-being, teachers are more likely to remain in their positions, making a positive contribution to their students’ learning experiences, and promoting a healthy school environment. 
Reflecting on this research, it is evident that such elements as school climate and professional collaboration play crucial roles in teacher well-being in Kazakhstan, and that the levels of well-being significantly influence teachers’ decisions to change the place of work and leaving their positions. Analysis of the TALIS 2018 dataset revealed some interesting trends, such as younger teachers feeling more content with their well-being and highly-educated teachers experiencing lower levels. Interestingly, leadership styles and the involvement of stakeholders did not seem to affect well-being significantly. It is my hope that this thesis serves as a call to action for educational leaders to prioritize and implement strategies that enhance the professional lives of teachers. 
[bookmark: _Toc131435623][bookmark: _Toc164427428]References
Aelterman, A., Engels, N., Van Petegem, K., & Pierre Verhaeghe, J. (2007). The well‐being of teachers in Flanders: The importance of a supportive school culture. Educational Studies, 33(3), 285–297. https://doi.org/10.1080/03055690701423085 
Aldrup, K., Klusmann, U., Lüdtke, O., Göllner, R., & Trautwein, U. (2018). Student misbehavior and teacher well-being: Testing the mediating role of the teacher-student relationship. Learning and Instruction, 58, 126–136. https://doi.org/10.1016/j.learninstruc.2018.05.006
Ayubayeva, N. (2018). Teacher collaboration for professional learning: Case studies of three schools in Kazakhstan. https://doi.org/10.17863/CAM.20729 
Ballou, D., & Podgursky, M. (2002). Returns to seniority among public school teachers. The Journal of Human Resources, 37(4), 892. https://doi.org/10.2307/3069620
Barbieri, B., Sulis, I., Porcu, M., & Toland, M. D. (2019). Italian teachers’ well-being within the high school context: Evidence from a large scale survey. Frontiers in Psychology, 10. https://doi.org/10.3389/fpsyg.2019.01926  
Benevene, P., De Stasio, S., & Fiorilli, C. (2020). Editorial: Well-being of school teachers in their work environment. Frontiers in Psychology, 11. https://doi.org/10.3389/fpsyg.2020.01239 
Boyd, D., Grossman, P., Lankford, H., Loeb, S., & Wyckoff, J. (2008). Who leaves? Teacher attrition and student achievement. NBER Working paper № 14022. https://doi.org/10.3386/w14022 
Brady, J., & Wilson, E. (2021). Teacher wellbeing in England: Teacher responses to school-level initiatives. Cambridge Journal of Education, 51(1), 45–63. https://doi.org/10.1080/0305764x.2020.1775789 
Brown, T. A. (2015). Confirmatory Factor Analysis for Applied Research (2nd ed.). New York: The Guilford Press.
Butt, R., & Retallick, J. (2002). Professional well-being and learning: a
study of administrator-teacher workplace relationships. Journal of Educational Enquiry, 3, 17–34. 
Chang, C.-P., Chiu, L.-Y., & Liu, J. (2017). A study on the relationship between well-being and turnover intentions among rural school teachers: School organizational climate as a moderating variable. Creative Education, 08(04), 523–538. https://doi.org/10.4236/ce.2017.84041 
Cohen, L., Manion, L., & Morrison, K. (2017). Research Methods in Education (8th ed.). Routledge. 
Collie, R. J. (2014). Understanding teacher well-being and motivation: Measurement, theory, and change over time. [Doctoral dissertation, University of British Columbia] Vancouver. https://open.library.ubc.ca/media/stream/pdf/24/1.0165878/1 
Collie, R. J. (2023). Teacher well‐being and turnover intentions: Investigating the roles of Job Resources and job demands. British Journal of Educational Psychology, 93(3), 712–726. https://doi.org/10.1111/bjep.12587 
Collie, R. J., Shapka, J. D., Perry, N. E., & Martin, A. J. (2015). Teacher well-being. Journal of Psychoeducational Assessment, 33(8), 744–756. https://doi.org/10.1177/0734282915587990  
Creswell, J., (2014). Educational research: Planning, conducting, and evaluating quantitative and qualitative research. Pearson. 
Cui, L. (2022). The role of teacher–student relationships in predicting teachers’ occupational wellbeing, emotional exhaustion, and enthusiasm. Frontiers in Psychology, 13. https://doi.org/10.3389/fpsyg.2022.896813 
Daly, A.J., Moolenaar, N.M., Bolivar, J.M. and Burke, P. (2010), Relationships in reform: the role of teachers’ social networks, Journal of Educational Administration, 48(3), 359-391. https://doi.org/10.1108/09578231011041062
Dabrowski, A. (2020). Teacher wellbeing during a pandemic: Surviving or thriving? Social Education Research, 2(1), 35-40. https://doi.org/10.37256/ser.212021588  
Danna, K., & Griffin, R. W. (1999b). Health and well-being in the workplace: A review and synthesis of the literature. Journal of Management, 25(3), 357–384. https://doi.org/10.1177/014920639902500305 
Darling-Hammond, L. (2010). Recruiting and retaining teachers: Turning around the race to the bottom in high-need schools. Journal of Curriculum and Instruction, 4(1) 16–32. https://doi.org/10.3776/joci.2010.v4n1p16-32 
Darling-Hammond, L.  & DePaoli, J. (2020). Why school climate matters and what can be done to improve it. National Association of State Boards of Education 20(2). 7-11. Retrieved from https://files.eric.ed.gov/fulltext/EJ1257654.pdf 
Deci, E. L., & Ryan, R. M. (2006). Hedonia, eudaimonia, and well-being: An introduction. Journal of Happiness Studies, 9(1), 1–11. https://doi.org/10.1007/s10902-006-9018-1 
Doan, S., Steiner, E.D., Pandey, R., Woo, S. (2023). Findings of the 2023 state of the American teacher survey. RAND Corporation. https://doi.org/10.7249/RRA1108-8 
Dodge, R., Daly, A. P., Huyton, J., & Sanders, L. D. (2012, August 29). The challenge of defining wellbeing. International Journal of Wellbeing, 2(3), 222–235. https://doi.org/10.5502/ijw.v2i3.4 
Dreer, B. (2022). Teacher well-being: Investigating the contributions of school climate and job crafting. Cogent Education, 9(1). https://doi.org/10.1080/2331186x.2022.2044583  
El.kz (2022). A shortage of teachers in the four regions of Kazakhstan. Retrieved from https://el.kz/ru/v-chetyrekh-regionakh-strany-ostraya-nekhvatka-pedagogov_52615/
Fried, Y., Shirom, A., Gilboa, S., & Cooper, C. L. (2008). The mediating effects of job satisfaction and propensity to leave on role stress-job performance relationships: Combining meta-analysis and structural equation modeling. International Journal of Stress Management, 15(4), 305–328. https://doi.org/10.1037/a0013932 
Gaciu, N. (2021). Understanding quantitative data in Educational Research. Sage Publications Ltd. 
Gendron, B. P., Williams, K. R., & Guerra, N. G. (2011). An analysis of bullying among students within schools: Estimating the effects of individual normative beliefs, self-esteem, and school climate. Journal of School Violence, 10(2), 150–164. https://doi.org/10.1080/15388220.2010.539166 
Grant, A. A., Jeon, L., & Buettner, C. K. (2019). Relating early childhood teachers’ working conditions and well-being to their turnover intentions. Educational Psychology, 39(3), 294–312. https://doi.org/10.1080/01443410.2018.1543856 
Grenville-Cleave, B., & Boniwell, I. (2012). Surviving or thriving? Do teachers have lower perceived control and well-being than other professions? Management in Education, 26(1), 3–5. https://doi.org/10.1177/0892020611429252 
Handayani, Y. S., (2023). Management of teachers-parents relationship to improve teacher subjective well-being: A literature review, Psychological Research on Urban Society, 6(1). DOI: 10.7454/proust.v6i1.1106  
Hanushek, E. A., & Rivkin, S. G. (2007). Pay, working conditions, and teacher quality. The Future of Children, 17(1), 69–86. http://www.jstor.org/stable/4150020
Hascher, T., & Waber, J. (2021). Teacher well-being: A systematic review of the research literature from the year 2000–2019. Educational Research Review, 34, 100-411. https://doi.org/10.1016/j.edurev.2021.100411  
Heffernan, A., Longmuir, F., Bright, D., & Kim, M. (2019). Perceptions of teachers and teaching in Australia. Retrieved from https:// www.monash.edu/perceptions-of-teaching/ docs/Perceptions-of-Teachers-and-Teachingin-Australia-report-Nov-2019.pdf. 
Heffernan, A., Bright, D., Kim, M., Longmuir, F., & Magyar, B. (2022). I cannot sustain the workload and the emotional toll: Reasons behind Australian teachers’ intentions to leave the profession. Australian Journal of Education, 66(2), 196–209. https://doi.org/10.1177/00049441221086654 
Hoyle, R. H. (2011). Structural equation modeling for social and personality psychology. SAGE Publications. 
Howitt, D., & Cramer, D. (2014). Introduction to Statistics in Psychology (5th ed.). Harlow: Pearson Education Limited.
Ingersoll, R. M. (2001). Teacher turnover and teacher shortages: An organizational analysis. American Educational Research Journal, 38(3), 499–534. https://doi.org/10.3102/00028312038003499 
Irsaliyev, S.A., Kamzoldayev, M.B., Tashibayeva, D.N., Kopeyeva, A.T. (2019). Teachers of Kazakshstan: Why do young people choose this profession and what encourages them to stay in it? Center of Analysis and Strategy “Beles”.
Janovská, A., Orosová, O., & Janovský, J. (2017). Head teacher’s social support, personality variables and subjective well-being of Slovak primary teachers. Orbis Scholae, 10(3), 71–87. https://doi.org/10.14712/23363177.2017.11 
Khokhotva, O. (2018). Lesson Study in Kazakhstan: Case study of benefits and barriers for teachers. International Journal for Lesson and Learning Studies, 7(4), 250–262. https://doi.org/10.1108/ijlls-04-2018-0021 
Kidger, J., Brockman, R., Tilling, K., Campbell, R., Ford, T., Araya, R., King, M., & Gunnell, D. (2016). Teachers’ wellbeing and depressive symptoms, and associated risk factors: A large cross sectional study in English Secondary Schools. Journal of Affective Disorders, 192, 76–82. https://doi.org/10.1016/j.jad.2015.11.054 
Liu, J. (2020). Exploring teacher attrition in urban China through interplay of wages and well-being. Education and Urban Society, 53(7), 807–830. https://doi.org/10.1177/0013124520958410 
 Margolis, J., & Nagel, L. (2006). Education reform and the role of administrators in mediating teachers. Teacher Education Quarterly, 33(4), 143–159. https://doi.org/https://www.jstor.org/stable/23478876 
Martyshko, N. (2023). Altai Kulginov: Kazakhstan experiences a shortage of four thousand teachers and eight thousand doctors. InformBuro. Retrieved from https://informburo.kz/novosti/altai-kulginov-v-kazaxstane-ne-xvataet-cetyryox-tysyac-pedagogov-i-vosmi-tysyac-medikov 
McCallum, F., Price, D., Graham, A., Morrison, A. (2017). Teacher Wellbeing: A review of the literature. Association of Independent Schools of NSW, Sydney, https://apo.org.au/node/80304. 
McInerney, D. M., Ganotice, F. A., King, R. B., Morin, A. J. S., & Marsh, H. W. (2015). Teachers’ commitment and psychological well-being: Implications of self-beliefs for teaching in Hong Kong. Educational Psychology, 35(8), 926–945. https://doi.org/10.1080/01443410.2014.895801 
Ministry of Education and Science of Kazakhstan, Information and Analytical Center. (2019). National report (Volume 1): Teaching and Learning International Survey -2018: The first results of Kazakhstan. Retrieved August 18, 2022, from https://iac.kz/wp-content/uploads/2022/01/naczionalnyj-otchet_talis-2018_rus.pdf
Ministry of Education of the Republic of Kazakhstan. (2022). A special program to attract best educators to regions with teacher shortage and low level of education has begun in Kazakhstan. Retrieved from https://www.gov.kz/memleket/entities/edu/press/news/details/391129?lang=ru 
Ministry of Justice of the Republic of Kazakhstan Institute of Legislation and Legal Information “Adilet” Legal information system of Regulatory Legal Acts of the Republic of Kazakhstan. (2019). On the status of a teacher.  Retrieved June 20, 2023 from https://adilet.zan.kz/eng/docs/Z1900000293#:~:text=Article%204.&text=his%20professional%20activity.-,2.,of%20the%20Republic%20of%20Kazakhstan
Nalipay, Ma. J. (2023). What aspects of school climate matter most to Asian teachers’ job satisfaction and well-being? Evidence from the TALIS 2018. Teachers College Record: The Voice of Scholarship in Education, 125(3), 264–288. https://doi.org/10.1177/01614681231171804 
Oberle, E., & Schonert-Reichl, K. A. (2016). Stress contagion in the classroom? The link between classroom teacher burnout and morning cortisol in elementary school students. Social Science & Medicine, 159, 30–37. https://doi.org/10.1016/j.socscimed.2016.04.031 
O’Dwyer, L. M., & Bernauer, J. A. (2014). Non-experimental research designs. SAGE Publications, Inc.
OECD (2013), OECD Guidelines on Measuring Subjective Well-being, OECD Publishing. http://dx.doi.org/10.1787/9789264191655-en 
OECD/The World Bank (2015), OECD Reviews of School Resources: Kazakhstan 2015, OECD Reviews of School Resources, OECD Publishing, Paris, https://doi.org/10.1787/9789264245891-en. 
OECD. (2017). TALIS 2018 Main Survey Glossary. OECD. Retrieved from https://www.oecd.org/education/talis/TALIS_2018_Glossary.pdf 
OECD. (2019a). Kazakhstan - Country Note - TALIS 2018 Results. Teachers and School 
Leaders as Lifelong Learners, 1, 1-6.  Retrieved from https://www.oecd.org/education/talis/TALIS2018_CN_KAZ.pdf 
OECD. (2019b). TALIS 2018 Technical Report. OECD, Paris. Retrieved from http://www.oecd.org/education/talis/TALIS_2018_Technical_Report.pdf 
OECD (2023), PISA 2022 Results Factsheets – Kazakhstan, PISA, OECD Publishing, https://www.oecd.org/publication/pisa-2022-results/webbooks/dynamic/pisa-country-notes/8c403c04/pdf/kazakhstan.pdf 
Omirkhanova, A. (2023). Barriers in women's career progression in Kazakhstan: The experience of women in upper management. Nazarbayev university repository. Retrieved from http://nur.nu.edu.kz/handle/123456789/7239 
R Core Team (2023). R: A language and environment for statistical computing. R Foundation for Statistical Computing, Vienna, Austria. URL https://www.R-project.org/.
Räsänen, K., Pietarinen, J., Pyhältö, K., Soini, T., & Väisänen, P. (2020). Why leave the teaching profession? A longitudinal approach to the prevalence and persistence of teacher turnover intentions. Social Psychology of Education, 23(4), 837–859. https://doi.org/10.1007/s11218-020-09567-x 
Ryff, C. D. (1989). Happiness is everything, or is it? Explorations on the meaning of psychological well-being. Journal of Personality and Social Psychology, 57(6), 1069–1081. https://doi.org/10.1037/0022-3514.57.6.1069
Schaufeli, W. B., Daamen, J., & Van Mierlo, H. (1994). Burnout among Dutch teachers: an MBI-validity study. Educational and Psychological Measurement, 54(3), 803-812 https://www.wilmarschaufeli.nl/publications/Schaufeli/055.pdf 
Scheuch, K., Haufe, E., & Seibt, R. (2015). Teachers’ health. Deutsches Ärzteblatt International. https://doi.org/10.3238/arztebl.2015.0347 
Schultz., M. L. (2008). Occupational well-being: The development of a theory and a measure (Publication No. 3310808) [Doctoral dissertation, Kansas State University]. ProQuest Dissertations Publishing. 
Shipley, W. W. (2009). Examining teacher collaboration in a kindergarten building: A case study (Doctoral dissertation). Retrieved from https://dsc.duq.edu/cgi/viewcontent.cgi?article=2204&context=etd 
Soini, T., Pyhältö, K., & Pietarinen, J. (2010). Pedagogical well‐being: Reflecting learning and well‐being in teachers’ work. Teachers and Teaching, 16(6), 735–751. https://doi.org/10.1080/13540602.2010.517690 
Soncini, A., Floris, F., & Matteucci, M. C. (2022). Feeling supported and engaged during COVID-19: The role of family and colleagues in promoting teachers’ well-being. Teachers and Teaching, 29(1), 37–51. https://doi.org/10.1080/13540602.2022.2144820 
Spilt, J. L., Koomen, H. M., & Thijs, J. T. (2011). Teacher wellbeing: The importance of teacher–student relationships. Educational Psychology Review, 23(4), 457–477. https://doi.org/10.1007/s10648-011-9170-y 
Tajik, M. A., Shamatov, D. A., & Fillipova, L. N. (2022). Teachers’ quality in Kazakhstani rural schools. Bulletin of Kazakh National Women’s Teacher Training University, (3), 6–16. https://doi.org/10.52512/2306-5079-2022-91-3-6-16 
Tastanbekova, K. (2020). Prestige, status, and esteem of educational occupation in Kazakhstan: Temporal, regional and gender analysis of payroll data. Journal of Eastern European and Central Asian Research (JEECAR), 7(2), 175–190. https://doi.org/10.15549/jeecar.v7i2.345 
Teach for Qazaqstan. (2023). Retrieved from https://teachforqazaqstan.org/ru/page/history
Official Information Source of the Prime Minister of the Republic of Kazakhstan. (2023). President Kassym-Jomart Tokayev’s State of the Nation Address “Economic course of a Just Kazakhstan.” https://primeminister.kz/ru/addresses/01092023 
Turner, K., & Thielking, M. (2019). Teacher wellbeing: Its effects on teaching practice and student learning. Issues in Educational Research, 29(3), 938–960. 
Turner, K., Thielking, M., & Prochazka, N. (2022). Teacher wellbeing and social support: A phenomenological study. Educational Research, 64(1), 77–94. https://doi.org/10.1080/00131881.2021.2013126 
Van Horn, J. E., Taris, T. W., Schaufeli, W. B., & Schreurs, P. J. G. (2004). The structure of occupational well-being: A study among Dutch teachers. Journal of Occupational and Organizational Psychology, 77(3), 365–375. https://doi.org/10.1348/0963179041752718 
Van Petegem, Karen & Creemers, Bert & Rossel, Y. & Aelterman, Antonia. (2005). Relationships between teacher characteristics, interpersonal teacher behaviour and teacher wellbeing. Journal of Classroom Interaction. 40. 34-43.
Viac, C., & Fraser, P. (2020). Teachers’ well-being: A framework for data collection and analysis, OECD Education Working Papers, 213, OECD Publishing, Paris, https://doi.org/10.1787/c36fc9d3-en 
Virtanen, A., De Bloom, J., & Kinnunen, U. (2019). Relationships between recovery experiences and well-being among younger and older teachers. International Archives of Occupational and Environmental Health, 93(2), 213–227. https://doi.org/10.1007/s00420-019-01475-8 
Yıldırım, K. (2014). Main factors of teachers’ professional well-being. Educational Research and Reviews, 9(6), 153–163. https://doi.org/10.5897/err2013.1691 
Warr, P. (1992). Age and occupational well-being. Psychology and Aging, 7(1), 37–45. https://doi.org/10.1037/0882-7974.7.1.37 
Warr, P., & Nielsen, K. (2018). Wellbeing and work performance. In E. Diener, S. Oishi, & L. Tay (Eds.), Handbook of well-being . Salt Lake City, UT: DEF Publishers. DOI:nobascholar.com
Wickham, H., Miller, E., Smith, D. (2023). Haven: Import and Export 'SPSS', 'Stata' and 'SAS' Files. R package version 2.5.4, https://github.com/tidyverse/haven, https://github.com/WizardMac/ReadStat, https://haven.tidyverse.org.
Wickham, H., Vaughan, D., Girlich, M. (2024). tidyr: Tidy Messy Data. R package version 1.3.1, https://github.com/tidyverse/tidyr, https://tidyr.tidyverse.org. 
Wilson, S., & MacLean, R. (2011). Research methods and data analysis for psychology. McGraw-Hill Higher Education. 
Wilson, E., Turner, F., Sharimova, A., Brownhill, S. (2013). Reform at scale: teacher development in Kazakhstan, European Educational Research Association. Retrieved from https://www.educ.cam.ac.uk/people/staff/wilson/TeacherEducationReform-in-Kazakhstan29082013.pdf 
Yakavets, N. (2017). Negotiating the principles and practice of School Leadership. Educational Management Administration & Leadership, 45(3), 445–465. https://doi.org/10.1177/1741143216628537 
Yakavets, N., Dzhadrina, M. (2014). Educational reform in Kazakhstan: Entering the world arena. In D. Bridges (Ed.), Educational Reform and Internationalisation: The Case of School Reform in Kazakhstan (pp. 31–31). Essay, Cambridge University Press. 
Yıldırım, K. (2014). Main factors of teachers’ professional well-being. Educational Research and Reviews, 9(6), 153–163. https://doi.org/10.5897/err2013.1691 
Yoo, J. H. (2016). The effect of professional development on teacher efficacy and teachers’ self-analysis of their efficacy change. Journal of Teacher Education for Sustainability, 18(1), 84–94. https://doi.org/10.1515/jtes-2016-0007 
Zulauf-McCurdy, C. A., & Zinsser, K. M. (2021). How teachers’ perceptions of the parent– teacher relationship affect children’s risk for early childhood expulsion. Psychology in the Schools, 58(1), 69-88. https:// doi.org/10.1002/pits.22440



[bookmark: _Toc131435624][bookmark: _Toc164427429]Appendices
[bookmark: _Toc131435625]Appendix A
[bookmark: _heading=h.gjdgxs][bookmark: _Toc164279180][bookmark: _Toc164279423][bookmark: _Toc164281381][bookmark: _Toc164419071][bookmark: _Toc455063873][image: A picture containing logo

Description automatically generated]
[bookmark: _Toc164279181][bookmark: _Toc164279424][bookmark: _Toc164281382][bookmark: _Toc164419072]Thesis Title: The Protective Role of Teacher Occupational Well-Being on Their Turnover Intentions in Secondary Schools in Kazakhstan
Appendix 1 – Declaration of the Use of Generative AI

I hereby declare that I have read and understood NUGSE’s policy concerning appropriate use of AI and composed this work independently (please check one):

 ☒ with the use of artificial intelligence tools, or
 ☐ without the use of artificial intelligence tools. 


(If you have used AI tools as defined in the GSE policy document, please complete the rest of this form.)

During the preparation of this thesis/examination, I used Chat GPT to paraphrase the sources, check paragraphs, structure and organize the written text, edit the text for clarity and grammar, ask for tips to improve coherence. 

I also declare that I 
☒ am aware of the capabilities and limitations of AI tool(s), 
☒ have verified that the content generated by AI systems and adopted by me is factually correct,
☒ am aware that as the author of this thesis I bear full responsibility for the statements and assertions made in it, 
☒ have submitted complete and accurate information about my use of AI tools in this work, and 
☒ acknowledge that there may be disciplinary consequences if I have not followed NUGSE’s guidelines regarding AI appropriate use.

Name: 	Saya Rakhimbekova			Signature: [image: C:\Users\admin\Downloads\WhatsApp Image 2024-01-17 at 10.10.59 (1).jpeg]

Date: 19.04.2024 


image3.png
Completion Date 28-May-2023
Expiration Date 28-May-2026
Record ID 56115655

&CITT

X PROGRAM

This is to certify that:

Saya Rakhimbekova

Not valid for renewal of
Has completed the following CITI Program course: certificaton through CME.

Social & Behavioral Research - Basic/Refresher
(Curriculum Group)
Social & Behavioral Research - Basic/Refresher
(Course Learner Group)
1 - Basic Course

(Stage)
Under requirements set by:

Nazarbayev University Collaborative Institutional Training Initiative

101 NE 3rd Avenue, Suite 320
Fort Lauderdale, FL 33301 US
www.cltiprogram.org

Verify at www.citiprogram.org/verify/2w5e1ba2ac-5d08-458d-9fe6-6d5219fa2a2d-56115655




image4.png
Factors Dimensions of Teachers’ Occupational Well-Being Intentions to Leave





image5.png
T3WELS

16

14

12

10

Female

TT3G01

Male




image6.png
T3WELS

16

14

12

10

"

ﬁ

ﬁ

Under 25

25-29

30-39 40-49
TCHAGEGR

50-59

60 and above




image7.png
T3WELS

16

14

12

10

m

TC3G03




image8.png




image9.jpeg




image1.jpeg




image2.jpeg




