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Abstract 

This study examined the relationships between teacher autonomy, school climate, and teacher job satisfaction among 

1554 teachers from the United Arab Emirates (UAE) who participated in the 2018 Teaching and Learning International 

Survey (TALIS). The researchers used structural equation modeling (SEM) in Mplus and Confirmatory Factor Analysis 

(CFA) to analyze the data. The findings showed that teacher autonomy was not associated with either dimension of 

teacher job satisfaction. School climate, however, had a statistically significant link with satisfaction with the work 

environment and the profession. Additionally, there was a significant association between teacher autonomy and school 

climate. Nonetheless, school climate did not mediate the relationship between teacher autonomy and teacher job 

satisfaction. These results suggest that school leaders and stakeholders can enhance teacher satisfaction by fostering a 

positive, supportive, and collaborative work environment to boost overall job satisfaction. 

Keywords: school climate, teacher job satisfaction, teacher autonomy, TALIS, structural equation modeling, United 

Arab Emirates 

1. Introduction 

Teacher job satisfaction has become the focus of both educators and policymakers due to its significant impact on the 

quality of education and learning (Kengatharan, 2020). Job satisfaction is one of the most researched concepts in the 

social sciences. Job satisfaction refers to an individual's feelings and attitudes towards their work and what the 

profession offers, as well as what they expect to gain from it (Al Jadidi, 2022). In view of increased interest in the topic 

of teacher job satisfaction over the decade, there has been an increase in research exploring the factors that can 

influence teachers’ job satisfaction in recent years. Job satisfaction is found to contribute to an increase in positive 

feelings, enhances loyalty, a sense of belonging and responsibility, and leads to creativity in work (Al Jadidi, 2022). 

Teachers’ job satisfaction is teachers’ overall assessment of their emotional experience and cognitive expression in 

relation to their job, work conditions, and state (Hoque et al. 2023). The existing literature suggests that job satisfaction 

can be affected by many factors, such as factors related to the work settings, factors relating to specific aspects of the 

job, and factors related to individuals involved (Koustelios et al. 2004; Hoque et al. 2023). For example, Perie and 

Baker (1997) found out in their study that the schoolwork climate has a positive relationship with job satisfaction of 

teachers regardless of the type of school and background characteristics of the teachers or the school. Despite the many 

studies on factors influencing job satisfaction, there is no consensus on the factors influencing teachers’ job satisfaction 

(Niu et al. 2023).  

Furthermore, job satisfaction affects organizational outcomes such as teachers’ burnout intentions, workplace conditions, 

teacher motivation, student achievement, teacher commitment, teacher autonomy, and distributed leadership (Yorulmaz, 

Çolak, Altinkurt, 2017; Perie & Baker, 1997; Stearns et al. 2015; Fradkin-Hayslip, 2021; Hoque et al. 2023; Al Jadidi, 

2022; Liu et al. 2021; Keddie et al. 2023).  

Despite the existence of studies about teachers’ job satisfaction, the role of school climate and teacher autonomy in job 
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satisfaction has been overlooked. This neglect is even noticeable in published research studies about Middle Eastern 

countries. In a meta-analysis, Hoque et al. (2023) concluded that there was a clear correlation between cultural 

differences in the different regions and factors affecting teachers’ job satisfaction and therefore should not be ignored. 

The conclusion by the authors further gives support to the relevance of the current study. Although there is evidence in 

the existing literature of the positive effect of teacher autonomy on job satisfaction in English-speaking countries, the 

objective of the current study is to determine whether the relationship holds in the Middle Eastern context. 

2. TALIS 

The Organization for Economic Cooperation and Development (OECD) conducts the Teaching and Learning 

International Survey (TALIS) (OECD, 2019). TALIS is the first international series of surveys with a major focus on the 

learning environment and the working conditions of teachers in the schools (OECD, 2019). The TALIS 2018 survey 

was initiated and managed by OECD on behalf of the 49 participating countries and economies (OECD, 2019). The 

survey included teachers and principals from primary schools (ISCED 1), lower secondary schools (ISCED 2), and 

high-secondary schools (ISCED 3) (OECD, 2019). The OECD authorized all participating countries/economies to 

administer the ISCED level 2 core survey to teachers and principals for TALIS 2018 (OECD, 2019). 

2.1 UAE Context 

The government of the United Arab Emirates demonstrated its commitment to education by launching a 5-year 

education development plan in 2010 and introducing an enhanced curriculum for mathematics and integrated science at 

the first-grade level in 2003 in all public schools. In addition, the Abu Dhabi Education Council (ADEC) took a 

decision to develop an elementary school pilot program with Zayed University to enhance English language skills 

among students with the intent to build a national teaching force as part of the Emiratization program. Recruiting 

national teachers was considered the key to developing the emirate’s educational system (Dickson, 2013).  

The UAE’s educational system is made up of two separate sectors: the public and private sectors. The public sector 

education is funded by the government and only educates Emirati children following the Ministry of Education decision 

(Gaad, 2015). The UAE’s Vision 2021 is focused on achieving high-quality education (El Saadi, 2017). The UAE’s 

constitution and Federal Law No. 11 of 1972 instituted compulsory and free primary education at all levels for UAE 

nationals (Spranza, 2016). In a study on key stakeholders’ perception of school improvement strategies in the UAE, 

teachers were of the view that school improvement should be a mutual collaborative effort geared towards changing 

school factors, teaching-learning factors, and school-community factors (Al Ahbabi, 2019). The author noted that the 

process of decision-making, instructional, and assessment policies should be an outcome of constant consultation with 

teachers, parents, and students. A 2009 ADEC survey revealed that teachers in public schools did not feel included in 

school decisions. This is because within the UAE, the Ministry of Education and ADEC make both managerial and 

pedagogical decisions from curriculum to teacher salary (Matsumoto, 2019). Also, Ertem et al (2021) reported that 

school climate and teacher autonomy are interrelated concepts in a healthy school environment. Therefore, it is 

hypothesized in the present study that teacher autonomy directly and indirectly influences teachers’ job satisfaction.  

3. Literature Review 

3.1 Teacher Autonomy 

Teacher autonomy is a multidimensional context-dependent phenomenon (Salokangas et al. 2019). Autonomy, when 

applied in education, presents a complex and challenging undertaking because education systems are complex in nature 

with multiple layers of actors (teachers, principals, and learners). In a school system, the autonomy of an individual or 

group of actors has implications for the autonomy of other actors and the functioning of the school system (Wermke & 

Salokangas, 2015). Teacher autonomy has increasingly become a central issue in education development, generating a 

lot of debate and investigation. The early 1980s witnessed an increased interest in the concept of teacher autonomy 

among practitioners and researchers in educational organizations (Friedman, 1999), coupled with a growing movement 

towards recognizing teaching as a profession to give teachers the freedom to make decisions in the best interest of 

students (Pearson & Moomaw, 2007). Teacher autonomy has evolved from independence and isolation to that of 

collaboration and accountability to contribute to school efficiency and development (Westheimer, 2008; Yorulmaz, 

Çolak, Cicek-Saglam, 2018). One area where a teacher is granted some autonomy is in pedagogical decisions and 

planning (Friedman, 1999; Narayanan et al. 2024). 

Historically, teaching is perceived not as a profession but as a job in comparison with other professions. This perception 

may be due to the higher degree of government oversight, bureaucratic organizations, and low status of teaching 

(Danielson, 2007). Consequently, in most countries, teachers are provided with limited autonomy (Yorulmaz et al. 

2018). For example, in the United Arab Emirates, decision-making at the school level is directed by the Ministry of 

Education and ADEC (Matsumoto, 2019). In view of the complexity of the concept, teacher autonomy should be 
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discussed within the national context in which teachers operate. As Grundy (1994) noted, while teachers are being held 

responsible for the failure or success of educational reforms, teachers’ autonomy has gained little attention in such 

circumstances.  

Studies have shown that a high degree of teachers’ autonomy is associated with positive effects such as motivation, job 

satisfaction, working climate, stress/burnout, professionalism, and empowerment (see Pearson & Moomaw, 2005; 

Kengatharan, 2020; Worth & Van den Brande, 2020; Perie & Baker, 1997; Parker, 2015; Wilches, 2007). For example, 

in a US Department of Education study on job satisfaction, teacher autonomy was among the conditions associated with 

higher teacher satisfaction among American teachers. And it turned out that teachers with higher autonomy have higher 

levels of job satisfaction than teachers with less autonomy (Perie & Baker, 1997; Pearson & Moomaw, 2005). However, 

these studies are limited (see Pearson & Moomaw, 2005) and are in the United Arab Emirates. Despite the important 

role of teachers’ decisions in student learning, there seem to be fewer efforts made globally to increase teachers’ 

autonomy over their working conditions (Dincer, 2019). Giving teachers greater control over the decisions related to the 

different aspects of their work can lead to greater job satisfaction (Stearns et al. 2015; Perie & Baker, 1997; Pearson & 

Moomaw, 2005). 

Furthermore, Kengatharan (2020) found that teacher autonomy and student behaviour relate positively to teacher job 

satisfaction, and that a higher level of teacher autonomy strengthens the relation between student behaviour and teacher 

job satisfaction. Teacher autonomy is linked to school outcomes such as student achievement, teacher goal orientations, 

teacher leadership, and teacher satisfaction (see Yorulmaz et al. 2018; Ertem et al. 2021; Kara & Bozkurt, 2022). 

Therefore, a supportive teacher’s autonomy might contribute to individual and organizational outcomes, and by 

extension, the quality of education (Yorulmaz et al. 2018). Despite the extent of teacher autonomy-related investigations, 

it seems there is no consensus on the definition of teacher autonomy as applied in philosophy and education (Liu et al. 

2021; Wermke & Salokangas, 2015). As a multidimensional concept, Kara and Bozkurt (2022) argued that autonomy as 

a concept should embrace the dimensions of planning the educational process, curriculum development, professional 

development, and cooperation. In this study, teacher autonomy is discussed with a focus on teachers’ professional 

interactions in the school system (Keddie et al. 2023; Wermke & Salokangas, 2015). Teacher autonomy was selected as 

one of the concepts in the present study because of the evidence in the literature of its influence on teacher job 

satisfaction. In addition, the concept with be explored in the context of the school environment because of the 

consequences of the autonomy of individuals or groups of actors on the autonomy of other actors in the environment 

(Wermke & Salokangas, 2015). 

3.2 School Climate 

Research on school climate is plagued with inconsistencies in definitions and taxonomies, and often described with 

characteristics such as school context, structures, and processes (Rudasill et al. 2018). According to the systems theory, 

school is a microsystem within which school climate is created based on the perceptions of the members (Rudasill et al. 

2018). It suggests that, as a school-level factor, school climate is teachers’ perception of the attitudes of the other 

stakeholders operating within the school context (You et al., 2015). Teachers’ job satisfaction, according to You et al. 

(2015), “is influenced not only by the teachers’ individual characteristics but also the culture of their schools” (p. 285). 

Schools, like organizations, have certain characteristics that represent organizational climate. According to the existing 

literature, school climate consists of the common values, beliefs, faith, and opinions, and it is these common values, 

beliefs, faith, and opinions that govern the interactions of stakeholders and the code of conduct of the school (Türker & 

Kahraman, 2021). The stakeholders in the context of school include teachers, students, administrators, parents, and 

other staff of the school. The organizational climate for schools is represented by a special atmosphere called school 

climate, and the school climate is related to the quality of the school environment (Ertem et al. 2021). Türker and 

Kahraman (2021) describe school climate as a psychosocial environment where teachers instruct and teach. 

Autonomy-supportive work climates are ones in which managers can take employees’ perspectives, provide greater 

choice, and encourage self-initiation (Gagne & Deci, 2005). It can be argued that school climate can enhance or impede 

teachers’ efforts to fulfill their needs at the workplace (Sergiovanni & Starratt, 2002). Consequently, school climate was 

selected as one of the variables of interest in the present study. Moreover, evidence in the existing literature suggests a 

link between positive climate in a school and its effectiveness. School climate is significantly related to job satisfaction 

measures (Fang & Qi, 2023). School climate is a predictor of psychological outcomes such as job satisfaction (Nalipay, 

2023; Wang & Degol, 2016). 

3.3 Teacher Job Satisfaction 

“Teacher job satisfaction is a multidimensional construct and varies according to school conditions” (Liu et al. 2021, p. 

2). According to Hoque et al. (2023), teacher job satisfaction reflects an individual teacher’s overall emotional 

experience and cognitive expression of his or her occupation, working conditions, and state. Therefore, a teacher may 
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be satisfied with the teaching profession but not the school environment in which he or she works, and as a result may 

seek another school (Liu et al., 2021). According to the theory of satisfaction, a person feels satisfied in working if his 

or her physiological, safety, self-esteem, and self-actualization needs are met (Luthans, 2008). In this study, teachers’ 

job satisfaction is conceptualized as the teachers’ satisfaction with the work environment and the teaching profession 

(Nalipay, 2023). On the relationship between teacher autonomy and job satisfaction, findings from several studies 

reveal inconsistencies (Hoque et al. 2023). For example, in a study to examine the relations between teacher autonomy 

and levels of job satisfaction among EFL teachers in Turkey, Dincer (2019) found no relationship between teachers' 

perceived autonomy and their level of job satisfaction. In contrast, Koustelios et al. (2004) examined the relationship 

between teacher autonomy and job satisfaction, and their findings suggest a positive significant relationship between 

teacher autonomy and job satisfaction. Thus, the current study will contribute to the discourse on the role of teacher 

autonomy and school climate in teachers’ job satisfaction. 

4. Theoretical Framework 

Self-determination theory is a theory of human motivation where individuals are perceived as proactive (Ryan and Deci, 

2017). The assumption underlying the theory is that human beings by nature have the tendencies to be curious about 

their environment and the interest in learning from their experiences in a volitional manner (Niemiec & Ryan, 2009; 

Guay, 2022). According to the SDT theory, autonomy is one of the basic psychological needs that drives human 

motivation along with competence and relatedness (Ryan & Deci, 2017). These needs are universal and can either be 

fulfilled or thwarted depending on the environment.  

The SDT posits that individuals who have a greater amount of autonomy demonstrate positive feelings towards their 

jobs (Kengatharan, 2020). Autonomy refers to the necessity of experiencing a sense of choice, willingness, and volition 

as one behaves (Guay, 2022; Gagne & Deci, 2000). According to Ertem et al. (2021), teacher autonomy can be viewed 

as a phenomenon related to teachers’ own selections and decisions in teaching and related activities in the interest of 

student learning. Worth and Van den Brande (2020) concluded that teacher autonomy is highly correlated with job 

satisfaction. The findings suggest that in the context of school and workplace, teachers who feel they can make their 

own decisions, have control over their work, and take actions guided by their values and interests, are more likely to 

experience higher levels of job satisfaction. Thus, teachers need to have control over their work environment and to 

have decision-making authority. For example, teachers should be “able to reorganize the educational environment and 

curriculum according to the needs of their students” (Pearson & Moomaw, 2005, p.93).  

Zhang et.al (2023) argue that a positive school climate can foster teaching enjoyment and create a sense of higher 

satisfaction and perceived teaching effectiveness in teachers. School atmosphere is an influential factor of teachers’ job 

satisfaction (Katsantonis, 2019; Zakariya, 2020). Creating a positive and supportive environment, providing 

opportunities for collaboration can increase teachers’ sense of autonomy and job satisfaction (Zhang et al. 2023). 

Similarly, the Social Cognitive Theory suggests that the individuals’ cognition, individuals’ behavior, and individuals’ 

external environment interact to influence human activity (Bandura, 1986). The study adopts the SDT and SCT theories 

to explore the interplay between individual and contextual factors, such as teacher autonomy and school climate, and 

their influence on teaching outcome (job satisfaction). In addition, based on the underlying theories and evidence in the 

extant literature, a hypothesized model (see Figure 1) and hypotheses are proposed below. 

4.1 Research Model and Hypotheses 

The proposed research model for the present study, in Figure 1, hypothesizes the following: 

Hypothesis 1: Teacher autonomy is statistically significantly associated with teacher job satisfaction (environment, 

profession). 

Hypothesis 2: School climate is statistically significantly associated with teacher job satisfaction (environment, 

profession). 

Hypothesis 3: Teacher autonomy is statistically significantly associated with school climate 

Hypothesis 4: School climate mediates the relationship between teacher autonomy and teacher job satisfaction 

(environment, profession). 
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Figure 1. Proposed Research Model 

Note. Proposed research model showing the relationship between teacher autonomy, school climate, satisfaction with 

work environment, and profession to be tested using the structural equation modeling technique. 

5. Methodology 

The present study is based on the analysis of secondary data from the Organization for Economic Cooperation and 

Development (OECD) TALIS 2018 database. The selection of the study sample and variables was based on the related 

literature. In the current study, teachers’ job satisfaction (environment) and teachers’ job satisfaction (Profession) were 

determined as the dependent (predicted) variables, while school climate and teacher autonomy were determined as the 

independent (predictor) variables. 

5.1 Data and Participants 

The study used secondary data from the Organization for Economic Cooperation and Development’s (OECD) third 

cycle of the TALIS 2018 database. More than one hundred thousand teachers from 48 countries participated in the third 

cycle of TALIS 2018. A two-stage stratified probability sampling procedure was used. In the first stage, 200 schools in 

each participating country were randomly selected, and in the second stage, 20 teachers were randomly selected from 

the selected schools. These are teachers who provide instruction at the ISCED 2 level (International Standard of 

Classification of Education). All participating countries/economies are mandated by the TALIS 2018 to administer the 

ISCED 2 core survey to teachers and their principals (OECD, 2019, p.112). A total of 1554 teachers from the United 

Arab Emirates (UAE) took part in the Teaching and Learning Survey (TALIS 2018). The teachers responded to 

questions related to teacher beliefs and practices, teachers’ work, feedback and recognition, school leadership, school 

climate, and job satisfaction. To ensure the quality of data, countries were allowed to run standardized checks on their 

data to detect inconsistencies, duplicate records, or erroneous data entry (OECD, 2019). 

5.2 Measures 

The UAE teachers who participated in the survey responded to 21 items underlying four main factors from TALIS 2018 

data. According to the TALIS 2018 technical report, all the measures selected for the present study achieved metric 

invariance. 

5.2.1 Teacher Autonomy 

Teacher autonomy in the current study is measured by the TALIS 2018 “scale satisfaction with classroom autonomy”. 

Although related to job satisfaction, it is not described as a subscale in TALIS 2018. Teachers were asked to rate the 

extent to how strongly they agree or disagree that you have control over the following areas of planning and teaching (5 

items) (from 1 = strongly disagree to 4 = strongly agree) (see Table 1). A sample item is: TT3G40C: “Assessing 

students’ learning.” The Cronbach alpha for the teacher autonomy scale is .851, and the omega coefficient is .852. 

5.2.2 School Climate 

The study selected one of three scales of the TALIS 2018 school climate scales for the hypothesized model. Teachers 

were asked to rate the extent to which they agree with 8items (from 1 = strongly disagree to 4 = strongly agree) (see 

Table 1). A sample item is: “This school provides students with opportunities to actively participate in school decisions.” 

The Cronbach alpha for the school climate scale is .928, and the omega coefficient is .928. 

5.2.3 Job Satisfaction (Profession) 

Teacher 

Autonomy  

School 

Climate 

Job satisfaction 

(Profession)  

Job satisfaction 

(Environment) 
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Teachers were asked how they generally feel about their job and were asked to rate the extent to how strongly they 

agree or disagree with 4 items (from 1 = strongly disagree to 4 = strongly agree) (see Table 1). A sample item is: 

TT3G53A: “The advantages of being a teacher clearly outweigh the disadvantages.” The Cronbach alpha for the job 

satisfaction (profession) scale is .729, and the omega coefficient is .759. 

5.2.4 Job Satisfaction (Environment) 

Teachers were asked how they generally feel about their job and were asked to rate the extent to how strongly they 

agree or disagree with 4items (from 1 = strongly disagree to 4 = strongly agree) (see Table 1). A sample item is: 

TT3G53C: “I would like to change to another school if that were possible.” The Cronbach alpha for the job satisfaction 

(environment) scale is .767, and the omega coefficient is .770. 

6. Data analysis and Results 

We used both Confirmatory Factor Analysis (CFA) and Structural equation modeling (SEM) approaches in Mplus 

Version 8.3 (Muthen and Muthen, 1998-2019) for data analysis. The SEM technique was selected rather than simple 

regression analysis because (1) it provides the appropriate and most efficient estimation technique for a series of 

separate multiple regression equations estimated simultaneously (Hair et al. 2010, p.20), (2) the SEM technique 

accommodates multiple dependents. For example, the model of the present study consists of three (satisfaction with 

work, satisfaction with environment, and school climate), (3) it allows for the assessment of the contribution of 

multi-scale in the analysis, and corrects for measurement error (Hair et al., 2010). We used SEM to test the hypothesized 

model. A measurement model was established to test the validity of the latent constructs through confirmatory factor 

analysis (CFA). SEM and CFA were estimated using the robust maximum likelihood (MLR) estimator to compute the 

parameter estimates and standard errors through Mplus. The teacher weight (TCHWGT) and teacher ID (IDTEACH) in 

the TALIS dataset were used as weighting and clustering variables to address unequal probability of selection and the 

non-independence of teachers (Liou, 2021). To calculate standard errors and chi-square test statistics, full information 

maximum likelihood estimation (FIML) in Mplus, which is robust to non-normality, was used. Missing data were 

handled using the Mplus multiple imputation procedure (Asparouhov & Muthen, 2010). Kline (2016) recommends 

reporting multiple fit indices for evaluating model fit. The Comparative fit index (CFI) and Tucker-Lewis index (TLI) 

with values greater than .90 indicate good model fit, and a Root Mean Square Error (RMSEA) of less than or equal 

to .05 means a close approximate fit, while values between .05 and .08 suggest reasonable error of approximation, 

whereas values equal to or greater than .10 suggest poor fit. Furthermore, standardized root mean square residual 

(SRMR) values less than or equal to .08 suggest an acceptable fit (Hu & Bentler, 1999). 

6.1 Descriptive Statistics 

Table 1 is a presentation of the mean, standard deviation, skewness, and kurtosis for all the constructs in the present 

study. The mean score ranged from 3.02 to 3.28, and no standard deviation was greater than 1.00, indicating that 

participants’ responses were spread close to the mean. Skewness and kurtosis were examined to determine the 

univariate normality in the data. Skewness ranged from -0.537 to – 0.770, and kurtosis ranged from 0.158 to 1.230, 

respectively. According to Kline (2016), the absolute value of skewness and kurtosis should be less than 3 and less than 

7, respectively, indicating that the data in the present study are normal and acceptable for further analyses. 

Table 1. Nmuber of items, mean, standard deviation, skewness and kurtosis 

Constructs  # of Items Mean  Standard 

Deviation 

Skewness Kurtosis 

Teacher autonomy 5 3.28 0.577 -0.770 1.230 

School climate 8 3.05 0.611 -0.537 0.829 

Jobsatisfaction (Environment) 4 3.02 0.679 -0.543 0.293 

Job satisfaction (Profession) 4 3.05 0.695 -0.619 0.158 

6.2 Evaluation of the Measurement Model 

The measurement model was assessed by conducting CFA using Mplus Version 8.3 (Muthen Muthen, 1998-2019). The 

standardized factor loadings reported .627 to .974 and were statistically significant (p < .05) as indicated by t-values 

more than 1.96. Items with factor loadings below 0.5 were dropped from the final model (TT3G53F, TT3G53J, & 

TT3G48B) (See Table 2). The measurement model had adequate validity because all factor loadings were above .50 

(Hair et al., 2010). To assess the convergent validity of the measurement items, Fornell and Larcker (1981) recommend 

that the factor loading of each item, the composite reliability of each construct, and the average variance extracted must 

be examined. In Table 2, the values of composite reliability (C.R) of the four constructs ranged from .795 to 984 and 

were higher than .70, as Nunnally and Bernstein (1994) suggested. The final criterion for convergent validity was the 

measure of the average variance extracted (AVE) for each construct. The AVE for all the constructs was greater than .50. 
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For example, School climate (.858), Teacher autonomy (.925), Job satisfaction (environment) (.567), and Job 

satisfaction (profession) (.680). Therefore, all three criteria necessary for convergent validity have been satisfied by the 

measurement properties 

Table 2. Confirmatory factor loadings and reliability analysis  

Constructs Standardized Factor 

Loading 

t-value 

School Climate (C. R = .977 ; AVE = .858)   

1. TT3G48A: This school provides staff with opportunities to actively 

participate in school decisions 

.867 19.441 

2. TT3G48C: This school provides students with opportunities to actively 

participate in school decisions. 

.934 39.522 

3. TT3G48D: This school provides students with opportunities to actively 

participate in school decisions 

.943 34.262 

4. TT3G48E: There is a collaborative school culture which is 

characterised by mutual support 

.928 28.834 

5. TT3G48F; The school staff share a common set of beliefs about 

teaching and learning. 

.945 34.633 

6. TT3G48G: The school staff enforces rules for student behaviour 

consistently throughout the school. 

.938 26.211 

7. TT3G48H: This school encourages staff to lead new initiatives. .925 24.194 

Teacher Autonomy (C.R. = .984 ; AVE = .925)   

8. TT3G40A: Determining course content .963 48.245 

9. TT3G40B: Selecting teaching methods .928 24.451 

10. TT3G40C: Assessing students’ learning .970 41.257 

11. TT3G40D: Disciplining students .973 44.450 

12. TT3G40E: Determine the amount of homework to be assigned .974 48.397 

Job Satisfaction (Profession) 

 (C.R. = .864 ; AVE = .680) 

  

13. TT3G53A: The advantages of being a teacher clearly outweigh the 

disadvantages. 

.880 13.609 

14. TTG53B: If I could decide again, I would still choose to work as a 

teacher. 

.794 9.307 

15. TT3G53D*: I regret that I decided to become a teacher. .797 8.164 

Job Satisfaction (Environment) 

 (C.R. = .795 ; AVE = .567) 

  

16. TT3G53C: I would like to change to another school if that were 

possible 

0.627 5.438 

17. TT3G53E: I enjoy working at this school 0.824 10.243 

18. TT3G53G: I would recommend this school as a good place to work 0.793 8.042 

Model Fit Statistics (Chi-square = 184.310, df = 107, TLI = 0.906; CFI = 0.926, RMSEA = 0.009[0.007;0.011] SRMR 

= 0.051 

* Items were reverse-coded. C. R. = Composite Reliability, AVE = Average variance extracted 

6.3 Discriminant Validity  

Discriminant validity assesses how much a construct is empirically different from other elements of the structural model. 

The discriminant validity was assessed using the Fornell-Larcker and HTMT criteria. According to the Fornell and 

Larcker (1981) criteria, each construct's AVE must be contrasted with each other's square inter-construct correlation, 

and all other reflectively assessed constructs in the structural model. Furthermore, any construct's shared variance must 

exceed the AVE. As shown in Table 3, the average variance extracted is less than the square root of the average variance 

extracted. The second criterion to assess discriminant validity is the Heterotrait-Monotrait (HTMT) developed by 

Henseler et al (2015). Henseler et al (2015) recommend a threshold value of 0.90 for structural models with highly 

comparable structures, and a value of 0.85 for structural models with fundamentally distinct constructs. The results in 

Table 4 show that the correlations across the pair of constructs are less than the suggested HTMT value of .85 (Kline, 

2016). The evaluation results for the HTMT and Fornell-Larcker criteria show that the current study has attained 

appropriate discriminant validity (See Tables 3 and 4). 
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Table 3. Inter-construct correlations and the square root of average variances extracted 

 1 2 3 4 

1. Teacher autonomy (.962)    

2. School climate .411** (.926)   

3. Job satisfaction (Environment) .260** .599** (.753)  

4. Job satisfaction (Profession) .135** .200** .342** (.825) 

**p <.01 Bold values in diagonal are the square root of AVE. 

Table 4. Discriminant validity using HTMT criterion 

  School Climate  Teacher Autonomy  Job Satisfaction  

(environment) 

Job Satisfaction 

(profession) 

School Climate      

Teacher Autonomy .60687    

Job Satisfaction (Env) .82383 .32616   

Job Satisfaction (Prof) .59043 .17792 .60152  

5.4 Evaluation of Structural Model 

A structural model test showed a good model fit (CFI = 1.000; TLI = 1.000; RMSEA = .000; SRMR = .000). The results 

indicated that the relationship between teacher autonomy and job satisfaction (environment)  

( 𝛽 = .173, 𝑝 = .066 )  and job satisfaction (profession) ( 𝛽 =  .120, 𝑝 = .129)  were not statistically significant. 

However, school climate had a direct statistically significant effect on Job satisfaction (environment) (𝛽 = .368, 𝑝 <
.001), and Job satisfaction (profession) (𝛽 = .430, 𝑝 < .001). Finally, the relationship between teacher autonomy and 

school climate was statistically significant (𝛽 = .498, 𝑝 < .001)The hypothesized relationships between the constructs 

are represented in Figure 2. 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

Figure 2. Structural model with standardized coefficients 

Note. Structural model showing path coefficients and association between constructs (teacher autonomy, school climate, 

satisfaction with work environment, and profession. 

The results of the structural model (see Table 5) reveal that one out of three hypotheses was supported by the data. Job 

satisfaction (Environment) and Job satisfaction (profession) were the two endogenous variables tested in the model. 

School climate predicted both measures of job satisfaction - Job satisfaction (environment) with R2 of .229 (22.9% of 

variance explained) and Job satisfaction (profession) with R2 of .251 (25.1% of variance explained). 
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Table 5. Structural Model Test Results 

Hypothesized Relationships Standardized 

Estimates 

t-values Hypothesis 

Supported 

Path: School climate → Job satisfaction (environment) .368 4.016*** Supported 

Path: School climate → Job satisfaction (profession) .430 4.689*** Supported 

Path: Teacher autonomy → Job satisfaction measures  .173 1.835 Not supported 

Path:Teacher autonomy → Job satisfaction (profession) .120 1.518 Not supported 

Path: Teacher autonomy → School climate .498 7.183*** Supported 

Square multiple correlations (R2)    

Job satisfaction (environment) .229   

Job satisfaction (profession) .251   

Model fit statistics    

𝜒2 =  .000, CFI = 1.000, TLI = 1.000,  

 RMSEA = .000, 

SRMR= 000   

6.6 Mediating Effects 

Mediating analysis was conducted to examine the direct and indirect effects of the variables in the proposed model with 

Mplus Version 8.3 (Muthen and Muthen, 1998-2019). The following relations were examined in the analysis. Whether 

school climate mediates the relationship between teacher autonomy and job satisfaction (environment, profession). The 

mediating analysis of the model reveals that the indirect effects from teacher autonomy to job satisfaction (profession 

and environment) through school climate were statistically not significant. 

7. Discussion 

The present study was conducted to explore the relations of school climate and teacher autonomy on teacher job 

satisfaction (environment) and teacher job satisfaction (profession) among 1554 teachers from the UAE who 

participated in the TALIS 2018. The study established relationships between teacher autonomy, school climate, and job 

satisfaction. 

7.1 Association of School Climate, Teacher Autonomy, and Job Satisfaction 

First, the results of the present study showed that school climate is associated with job satisfaction (environment), and 

job satisfaction (profession), respectively (Fang & Qi, 2023). The findings of the present study is consistent with 

previous studies. For example, You et al. (2017) and Dou et al. (2017) found in their respective studies that school 

climate is directly and positively associated with teachers’ job satisfaction. Similarly, Lok and Crawford (2003) and 

Waruwu (2015) in their respective studies found that school climate has a significantly positive association with 

teachers’ job satisfaction. The findings of the present study imply that teachers who hold a positive view of the work 

environment tend to be more satisfied and committed to their work (Kraft & Falken, 2020).  

Second, the current study showed that teacher autonomy is not statistically associated with job satisfaction (environment) 

and job satisfaction (profession), respectively (Dou et al 2017; Dincer, 2019), in contrast to findings by Kengatharan 

(2020). This finding is not surprising because it was noted in the 2009 ADEC survey that many public-school teachers in 

the UAE felt excluded from the decision-making process and therefore lacked autonomy. A consequence of managerial and 

pedagogical decisions being directed by the UAE Ministry of Education and ADEC at the school level (Matsumoto, 2019, 

p. 10). The findings in the present study is inconsistent with several other studies (See Liu et al. 2021; Zheng et al. 2018; 

Stearns et al. 2015; Koustelios et al. 2004). A high autonomy environment enables teachers to express their own views and 

personal teaching style and to some extent guarantees teachers' work efficiency and flexibility (Bakker et al. 2008). 

However, school principals in the UAE are powerful figureheads who generally possess authoritative leadership styles and 

who take directives from leadership higher up the hierarchical chain (Al Jamal, 2013). Therefore, in the UAE context, 

school leadership and management are probably less distributive, hence teachers who participated in the TALIS 2018 do 

not feel the environment enables them to express their own views and personal teaching styles. In the UAE, the MOE and 

ADEC dictate all educational-related decisions (Matsumoto, 2019). The author further noted that it is critical for the UAE 

to work to improve its methods of communicating with teachers about policy and to encourage feedback and cooperation. 

Finally, there is a positively significant association between teacher autonomy and school climate, contrary to the 

conclusion by Dou et al. (2017) that teacher autonomy is not influenced by school climate. Moreover, teacher autonomy is 

a phenomenon that is context-dependent (Salokangas, Wermke, & Harvey, 2019), and thus, the influence of teacher 

autonomy will vary depending on the context. However, the present study found that school climate did not mediate the 

relationship between teacher autonomy and dimensions of job satisfaction. This may be due to a lack of decision-making 

power among teachers in the UAE because all decisions are made at the ministerial level (Matsumoto, 2019). In line with 

the Social Cognitive Theory, the findings suggest that school climates in the UAE do not influence the psychological needs 

of the teachers.  
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7.2 Conclusion, Theoretical Implications, and Limitations 

The current study has both theoretical and practical implications. By confirming the relationship between school climate 

and job satisfaction, this study contributes to the extant literature. The study found that school climate has a positive 

association with both teachers’ job satisfaction (environment) and job satisfaction (profession). School climate explains 

22.9% of the variance in satisfaction with job environment and 25.1% in satisfaction with profession. The variance 

explained should be considered important. According to the SCT theory, a positive school climate creates a condition 

that makes teachers form a strong belief that they will be more satisfied in doing their work within such an environment. 

Thus, the result provides important practical implications that policy makers, school leadership, and all stakeholders can 

increase teacher satisfaction through the creation of a positive, supportive, and collaborative school climate. An 

atmosphere in the school reflects the values, beliefs, opinions, and code of conduct that governs the interaction among 

teachers, students, administrators, parents, and all actors in the school. In addition, training for school leaders in 

participative leadership will enable school leaders to involve teachers in decision-making and finding solutions to the 

schools’ problems to improve teachers’ job satisfaction (Carpenter, 2015; Al Ahbahi, 2019).  

Secondly, the no significant association between teacher autonomy and the two aspects of teachers’ job satisfaction 

(environment and profession) suggests that in the context of the UAE, a focus on increasing teachers’ autonomy may 

not significantly affect teachers’ overall job satisfaction. Moreso, this is one of the few studies, if not the only study, to 

explore the relationship between teacher autonomy and job satisfaction among teachers in the UAE. As reported in the 

existing literature that teacher autonomy is the core of teachers’ professional power in school management and activities. 

When teachers feel their power needs are met and their professional contributions recognized, they will show a higher 

level of satisfaction in their job (Liu et al., 2021; Yao, 2014). Through empirical research, autonomy has emerged as a 

psychological need, and according to the SDT, it forms the basis for individuals’ self-motivation and personality 

integration, as well as the environmental conditions that facilitate the positive processes (Deci & Ryan, 2000). Therefore, 

the findings of the current study suggest that this innate psychological need is not met among the UAE teachers who 

participated in the TALIS 18 survey. Accordingly, policymakers and school administrators should consider exploring 

ways to increase decision-making opportunities for teachers in the UAE to boost overall teacher job satisfaction. 

Limitations 

The current study has several limitations. First, the TALIS 2018 data were self-reported, so the relationships examined 

among behavioral and contextual factors reflect teachers’ perceptions rather than objective measures. Second, like all 

secondary data analyses, this study is limited by the variables available in the dataset. Third, the cross-sectional design 

used in this study provides no evidence of causality among variables such as school climate, teacher autonomy, and 

teacher job satisfaction. Therefore, future research should employ causality-oriented designs (Liu et al. 2021; Niu et al. 

2023). Finally, future studies should also explore how teacher-level and school-level factors influence teachers’ job 

satisfaction. 
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