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Abstract

Retaining a talented workforce is crucial for any organization. This study examines the
relationships between emotional intelligence, effective communication, job motivation, job
satisfaction, organizational commitment, and turnover intention among full-time instructors at
Ethiopian public universities. The objectives were to assess the levels of these variables,
explore their interrelationships, examine mediating effects, identify predictors of turnover
intention, and determine the influence of background characteristics on turnover intention. A
total of 619 randomly selected instructors participated by completing a validated survey
questionnaire. Data were analyzed using t-tests, correlations, mediation analysis,
hierarchical multiple regressions, and ANOVA. Findings indicated that emotional intelligence
scores were significantly higher than the mean test value, whereas turnover intention scores
were not. Job motivation and job satisfaction scores were significantly lower, while
organizational commitment scores were not significantly lower compared to expected mean
values. Emotional intelligence, effective communication, job motivation, job satisfaction, and
organizational commitment negatively correlated with turnover intention, while positively
correlating with each other. Mediation analysis revealed a significant negative total effect of
emotional intelligence on turnover intention, with positive direct effects on effective
communication, job motivation, job satisfaction, and organizational commitment. Serial
mediation highlighted negative indirect effects of emotional intelligence on turnover intention
through job satisfaction, organizational commitment, job motivation, and effective
communication. Regression analysis identified emotional intelligence, effective
communication, job motivation, and organizational commitment as significant predictors of
turnover intention, explaining 30.1% of the variance. No significant gender differences were
found in emotional intelligence, job satisfaction, organizational commitment, and turnover
intention, although female instructors showed significantly higher job motivation. Significant
differences in turnover intention were observed across different age groups, marital statuses,
educational levels, and work experience. In conclusion, this study provides valuable insights
into the predictors and mediating factors influencing turnover intention among instructors. To
mitigate turnover intention, organizations should consider implementing programs aimed at
enhancing emotional intelligence, effective communication, job motivation, job satisfaction,
and organizational commitment. However, the limited explanatory power of these predictors
suggests the need for further research in this area.

Keywords: Emotional intelligence, turnover intention, effective communication, job
motivation, job satisfaction, organizational commitment, instructors, public universities in
Ethiopia
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CHAPTER 1: INTRODUCTION

This study examines how emotional intelligence influences turnover intention among instructors
in Ethiopian public universities. This topic is significant for the country’s educational quality and
development, and for academia and science, as it investigates how instructors’ psychological,
attitudinal, and social factors affect their retention and performance in higher education
institutions. The study also expands the existing knowledge and offers a new insight into the
mediating role of effective communication, job motivation, job satisfaction, and organizational

commitment in this association.

1.1. Background of the Study

Education is widely recognized as a crucial factor in a nation's advancement, promoting
human development, economic growth, and social cohesion (Dillon, 2018; King, 2011; World
Economic Forum, 2016). It is considered a fundamental tool for development, with its
importance acknowledged at both individual and global levels. Research shows that individuals
who receive a quality education are less likely to experience poverty and have greater autonomy
and decision-making abilities (Hannum & Buchmann, 2005; Wermke & Salokangas, 2015).
Furthermore, education plays a vital role in fostering innovation, human and technological
development, and higher economic growth on a global scale (Danquah & Amankwah-Amoah,
2017). Therefore, education is widely regarded as the foundation of a nation's progress, and its
quality directly affects the pace of development in all areas. Additionally, education provides a
wide range of individuals with opportunities for improved prospects (Johan & Harlan, 2014) and
is particularly important in addressing various social challenges faced by countries. Without
education, practical solutions become unattainable, leading many individuals to look for better
educational opportunities. As a result, a high-quality educational system is often considered
essential, especially in developing nations like Ethiopia.

Educational institutions, especially universities, are the main venues where policymakers
and practitioners implement and evaluate educational policies and practices. They also provide
data on the characteristics, resources, and outcomes of education systems in different countries
and regions (OECD, 2022; Turkkahraman, 2015). Furthermore, universities contribute to the

establishment of national identity and civil society by cultivating shared values and dedication to



common goals (Brint, 2016). Moreover, universities have been instrumental in developing
human capital through innovative thinking and intellectual capabilities (Laura Mamuli, 2020;
O’Neill & Bagchi-Sen, 2023). Their contributions extend to a country's social, economic,
political, and cultural progress by producing highly skilled professionals (Sintayehu, 2018). To
keep their relevance, these institutions must swiftly adapt to the dynamic educational landscape,
proactively addressing any emerging challenges within the system (Id & Yan, 2021).

Higher education, as a driving force, plays a pivotal role in propelling economic and
social advancement. Many nations have experienced tangible benefits across various domains,
including economic prosperity, societal well-being, and the cultivation of a skilled workforce. To
achieve these educational milestones, universities must have qualified instructors. Consequently,
nations worldwide have shifted their focus towards enhancing the development of universities
and instructors, recognizing their instrumental role in nurturing intellectual human capital (Laura
Mamuli, 2020; O’Neill & Bagchi-Sen, 2023). The purposeful implementation of policies and
initiatives aimed at improving the standards and competitiveness of universities has made this
transformative journey possible (Geng et al., 2020). These achievements underscore the value of
higher education and foster a lasting commitment to its ongoing enhancement.

Modern higher education in Ethiopia has a relatively brief history, appearing less than 80
years ago. It has its roots in ancient religious and monastic traditions (Molla, 2018). Since 1990,
the government's University Capacity Building Program (UCBP) and the growing demand for
higher education have led to a rapid expansion of universities in the country (Boateng, 2020).
This expansion is part of a broader strategy to achieve developed nation status (Marimuthu et al.,
2009). As a result, many universities have been established, each with its own vision and
mission. Ethiopia has constructed over 45 public universities in the last two decades alone,
aiming to provide higher education to many citizens and create research-focused institutions that

can compete with other African universities.

Instructors play a vital role in the success of higher education institutions. They are the
primary agents responsible for educating the next generation and hold significant importance in
the education sector (Marginson & Marginson, 2017). Instructors have a unique opportunity to
contribute actively to the growth and transformation of individuals, with the ultimate goal of

equipping students with the necessary skills for long-term societal progress. Recognizing the
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crucial role played by instructors is essential, as it complements the government's efforts to
enhance higher education access in the country. Qualified instructors are the most valuable
resource within educational institutions, and their presence under favorable conditions

contributes to the overall effectiveness of these institutions.

However, one of the current challenges faced by universities in today's dynamic
academic environment is the retention of qualified and experienced instructors. The turnover
intention and actual turnover rate of academic staff in Ethiopian universities have been
increasing over time, making it a significant issue in higher education institutions (Motuma,
2015). Additionally, there are concerns about motivation levels, working conditions, and high
turnover rates among academic staff members (Kassaw & Golga, 2019). Without an efficient and
committed academic staff, Ethiopian universities cannot achieve their vision and missions.
Therefore, turnover intentions among instructors in higher education in Ethiopia have gained
attention from the public, educators, researchers, and other stakeholders in the education system.
According to a meta-analysis conducted by Griffeth et al. (2000), employees' intentions to leave

higher education institutions are the most significant predictor of their actual turnover behaviors.

Recent studies have shown that high turnover intentions among university instructors
stem from dissatisfaction with several factors, such as environmental conditions, social
dynamics, economic aspects, salary levels, job insecurity, leadership issues, organizational
injustice, and family matters (Nadaf, 2017; Rathakrishnan et al., 2016). Furthermore, instructors
in higher educational institutions have expressed dissatisfaction with student behavioral issues,
excessive workload, non-teaching tasks, administrative responsibilities, limited career
development opportunities, lack of recognition, limited involvement in decision-making
processes, inadequate compensation, unfavorable organizational climate, suboptimal work
environment, and limited prospects for promotion (Howard, 2015). This dissatisfaction among
staff members is associated with decreased commitment and increased turnover intentions, which
ultimately affects the overall performance and effectiveness of educational institutions (Guixia &
Abdullah, 2019).

Moreover, several factors within the work environment can influence instructors'
dissatisfaction and turnover intention. Ibrahim et al. (2017) found that low salary was a primary

factor contributing to high turnover intentions among higher education instructors in Ethiopia.
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The study also revealed that dissatisfaction with the governance systems of universities played a
role in staff members deciding to leave. Similrly, Alemayehu and Woldemariam (2020)
conducted a study and found limited promotion opportunities, lack of participatory decision-
making processes, and poor relationships among leaders as major determinants of instructors'
turnover intentions. In another study by Gessesse and Premanandam (2024), focused on gender
and age differences and found that female academic employees showed higher turnover
intentions compared to male counterparts. The study also uncovered a negative association

between turnover intentions and both age and marital status.

When instructors' turnover intention increases, their work performance decreases (Kamau
et al., 2021). This decline in performance can have a detrimental impact on the overall quality of
education (Rahman & Nas, 2013). Awang et al. (2015) noted that an increase in instructors'
intention to leave is associated with a reduction in teaching quality and students' academic
achievement. Consequently, the heightened intention of instructors to leave may undermine
efforts to achieve institutional goals. This highlights the significance of turnover intention as one
of the most costly and formidable workforce challenges confronting higher education institutions
today. Employee intentions to leave can be extremely detrimental to any organization,
institution, or company (Surji, 2013). Scholars like Delfanti et al. (2018) have also emphasized
the challenging issue that employee turnover poses for the human resource management of

higher educational institutions and the facilitation of the teaching-learning process.

Earlier research in Ethiopia has found several factors influencing instructors’ intentions
to leave higher educational institutions. These include job security, satisfaction, salary,
leadership issues, and the institutional environment (Haileyesus, 2019; Motuma, 2015; Mulie &
Sime, 2018). Other studies also show that low salary, limited promotion opportunities, and
demographic variables like gender and age are primary contributors to high turnover intentions
among instructors. Supporting these findings, many studies highlight the importance of these
factors in affecting turnover intentions within the higher education sector. However, it is crucial
to acknowledge that these are not the only determinants. A range of psychological, attitudinal,
and social factors also play a critical role. These encompass the consequences of turnover
intention, emotional intelligence, effective communication, job motivation, job satisfaction, and

organizational commitment. The interplay of these factors significantly affects an instructor’s



decision to stay or leave. Therefore, this study aims to comprehensively understand turnover
intention by examining both commonly acknowledged factors and previously overlooked
aspects, such as emotional intelligence, effective communication, job motivation, job
satisfaction, and organizational commitment. It will also assess the impact of sociodemographic
characteristics such as age, gender, marital status, educational status, and work experience on

instructors’ decisions to leave higher education institutions.

Instructors’ turnover intention is defined as their complete willingness to leave their
current organization or institution (Michaels & Spector, 1982). Such intentions reflect the
likelihood of changing jobs within a certain period, predisposing the individual to actual turnover
(Qin, 2021; Zhang et al., 2022). A high turnover intention among instructors can lead to
cessation of work (Ertiirk, 2022). Consequently, turnover intention can indirectly affect the
morale of remaining staff, increase job overload, and diminish social capital within and across
organizations. Turnover intention serves as a critical indicator of an instructor’s desire to leave
from an organization and is influenced by several factors including emotional intelligence,
effective communication, job motivation, job satisfaction, and organizational commitment. The
existing literature has found significant relationships between these factors and turnover
intention. This research aims to deepen our understanding by examining the direct and mediating
effects of these variables on turnover intention, contributing to a more comprehensive
understanding of the dynamics behind instructor turnover in Ethiopian higher education

institutions.

Emotional intelligence involves perceiving, understanding, regulating, and expressing
one's own emotions and the emotions of others (Mayer et al., 2016). Emotional intelligence
encompasses various skills and competencies related to the identification, comprehension,
communication, and management of emotions (Salovey & Mayer, 1990; Mayer et al., 2016). It is
increasingly recognized as an essential trait for instructors in fostering positive relationships,
easing effective communication, and creating supportive learning environments (Brackett et al.,
2019). Emotional intelligence and effective communication are important for organizational
commitment, which is loyalty and dedication to our work and organization (Goleman &
Boyatzis, 2017). Thus, the idea of emotional intelligence has become an important element in

educational settings, affecting how teachers teach, how students learn, and how the classroom



environment feels. Moreover, emotional intelligence has a positive effect on job satisfaction,
organizational commitment, and job motivation, while having a negative impact on turnover
intention (Anari, 2012; Caglar Dogru, 2022). Higher levels of emotional intelligence are
associated with lower turnover intention. People with higher emotional intelligence are better
equipped to manage their own emotions, handle workplace stress, and navigate relationships
with others. As a result, they experience greater job satisfaction and prove commitment to the
organization (Alismail et al., 2022; Anari, 2012; Sacramento, 2023).

Effective communication is the ability to share information, ideas, feelings, and feedback
in a clear, correct, and respectful way (Hargie, 2022). It refers to the clear, concise, and
meaningful exchange of information between individuals or groups. It also has a positive effect
on job satisfaction, organizational commitment, and job motivation, while negatively affecting
turnover intention (Buenviaje et al., 2016; Musheke & Phiri, 2021). Effective communication
plays a crucial role in reducing turnover intention. When communication is open and transparent,
it fosters trust, minimizes misunderstandings, and enhances job satisfaction and organizational
commitment (Manafzadeh et al., 2018). Consequently, the likelihood of turnover is decreased
(Stanikzai, 2017).

Job satisfaction refers to the attitudes and emotions experienced by employees in relation
to their jobs. Robbins and Judge (2013) described job satisfaction as an attitude marked by
positive feelings toward one’s job. Job satisfaction among academic staff is a key factor for
educational institutions to analyze and evaluate the work environment and conditions of
instructors within organizations. It has a positive relationship with organizational commitment
and a negative relationship with turnover intention (Skaalvik & Skaalvik, 2011; Zhang & Zhu,
2008). The prevailing belief is that satisfied employees are less likely to leave their organizations
(Hameed et al., 2018). Earlier studies consistently show a negative relationship between job
satisfaction and turnover intention. Satisfied employees are more likely to stay in the

organization and have lower intentions to leave (Wan Ahmad & Abdurahman, 2015).

Job motivation occurs when employees are excited about their work and willing to put in
their efforts (Latham & Pinder, 2005). Job motivation represents the psychological drive that
propels performance and the desire to engage in work-related activities and achieve goals. It has

a positive relationship with job satisfaction and organizational commitment, while negatively
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related with turnover intention (Hanaysha & Majid, 2018; Skaalvik & Skaalvik, 2011). Higher
levels of job motivation are associated with lower turnover intention. When individuals are
motivated and actively involved in their work, they are more likely to experience job satisfaction
and demonstrate organizational commitment, thus reducing their intention to leave (Meyer et al.,
2002).

Research in the field has extensively examined that Herzberg's two-factor theory and
social exchange theory supported the relationships between job motivation, job satisfaction, and
organizational commitment among instructors in higher education. These theories can be applied
to various contexts, such as the workplace, education, and family, to explain how individuals
evaluate their current and alternative situations, and how their satisfaction and commitment
levels influence their decisions and behaviors. There’s a visible scarcity of empirical data on how
job motivation and job satisfaction impact organizational commitment, and that can affect the
performance and retention of instructors in Ethiopian public universities, a sector that has

undergone remarkable growth and transformation over the past two decades.

Organizational commitment is the degree to which employees attach, identify, and
involve themselves with their organization, which influences their performance, satisfaction,
retention, and loyalty (Abebe & Markos, 2016). For academic staff, organizational commitment
can improve the quality of teaching, learning, and research and create a positive institutional
culture and climate (Kassaw & Golga, 2019). Previous studies have shown that organizational
commitment can boost employees’ productivity, loyalty, retention, and citizenship behaviors, as
well as reduce absenteeism, turnover, and burnout (Loan, 2020). How much employees enjoy
their work and how eager they are to achieve their goals affect how committed they are to their
organization. Higher levels of organizational commitment are associated with lower levels of
turnover intention. Committed employees are more likely to remain in the organization and have
lower intentions to leave (Meyer et al., 2002; Skaalvik & Skaalvik, 2016).

Previous studies have found a positive correlation between job motivation, job
satisfaction, and organizational commitment among various occupational groups in different
contexts (Hu et al., 2022). These variables are interrelated and significantly affect the retention
of instructors in higher education. The Ethiopian higher education sector faces various

challenges that affect the quality of education, staff retention, research output, and funding
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(vallew, 2020). These challenges also impact the organizational commitment and retention of
academic staff, which is crucial for enhancing performance, satisfaction, loyalty, and academic
staff culture (Kassaw & Golga, 2019). However, few studies have examined how emotional
intelligence and effective communication influence organizational commitment among academic
staff in public universities in Ethiopia. Thus, the organizational commitment of academic staff to
higher education in Ethiopia has become a matter of concern for the public, educators,
researchers, and other stakeholders who want to improve the effectiveness and efficiency of

universities.

The current literature lacks sufficient research on the connection between emotional
intelligence and turnover intention among instructors in public universities in Ethiopia. There is a
dearth of empirical and theoretical evidence on how emotional intelligence directly or indirectly
affects turnover intention through variables such as effective communication, job motivation, job
satisfaction, and organizational commitment. To address this gap in research, this study proposes
a comprehensive and integrated model. Additionally, this study has practical implications for
both higher education institutions and policy makers in Ethiopia. It can aid in their understanding
of the factors that influence the retention and performance of academic staff, as well as guide the
design and implementation of effective interventions to enhance emotional intelligence, effective

communication, job motivation, job satisfaction, and organizational commitment.

1.2. Statement of the Problem

Higher education instructors are integral components of the global education system,
holding significant responsibilities within the higher education framework. However, the issue of
instructor turnover poses a challenge for education systems in both developed and developing
countries. Extensive research has shown that the best predictor of actual turnover is the
instructors' intention to leave their current institutions (Bothma & Roodt, 2013; Victor &
Babatunde, 2014). This empirical evidence is supported by the theory of reasoned action or
planned behavior. This theory assumes that human behavior is rational and planned, and that it is
determined by the intention to perform the behavior (Fishbein & Ajzen, 1975). In the United
States, for example, approximately one out of every two teachers leave their institutions within
five years of teaching (Cha, 2008). Similarly, Mathews (2018) note that universities and colleges

in the United States have witnessed high levels of academic staff turnover intentions, with these



higher education institutions accepting turnover as a cultural norm (Figueroa, 2015). However,
researchers such as Carrigan et al. (2017) and Mathews (2018) have highlighted the specific
challenge of retaining female staff members, particularly in STEM fields. Thus, it is crucial not
to underestimate the significance of staff retention, as academic staff plays a vital role in the

overall functioning of universities.

According to Alemayehu and Woldemariam (2020), higher education institutions are
expected to serve as repositories of specialized and skilled intellectuals and stores of knowledge
for nurturing a nation's workforce needs. The success of these institutions is heavily dependent
on the availability and retention of qualified academic staff. Existing literature suggests that the
failure to retain staff incurs significant costs. Daly et al. (2017) argue that leaving academics
often have high qualifications and are individuals that institutions would prefer to retain.
Consequently, an institution's short- and long-term competitiveness and quality are put under
pressure. Furthermore, when academic staff intend to leave, it leads to an increase in actual
turnover, resulting in higher recruitment expenses, disruptions in course offerings, loss of thesis
supervisors or advisors, and, in some cases, the closure of departments (Zhou & Volkwein,
2004).

Public universities in Ethiopia serve as a clear example of the issue at hand. Many of
these universities struggle with a high turnover rate among their academic staff for several
reasons, making it exceedingly difficult to retain talented individuals. For instance, a study
conducted at Jimma University found that factors like a lack of involvement in decision-making,
inadequate financial rewards, ineffective leadership, and a lack of recognition or appreciation
contribute to staff frustration and their desire to leave the institution (Bayissa & Zewdie, 2011).
As a result, the negative impact on academic institutions as a whole is evident. Academic
positions have lost their appeal and prestige, with high turnover rates becoming the norm
(Woldegiyorgis, 2013). To provide specific examples, Arba Minch University had 347 academic
staff members resign within a five-year period (2009-2013) (Arba Minch University, 2014),
while Jimma University saw 227 academics leave during the same time limit (Jimma University,
2014). Unfortunately, these universities are not alone in facing this situation, as other institutions

throughout the country are dealing with similar circumstances.



Moreover, instructor turnover is widespread across many African countries. To illustrate,
in Ghana alone, the Ghana National Association of Teachers and Teacher Educational Workers
Union (2009) cited in Kosi et al. (2015) reports that over 10,000 instructors leave the Ghana
Education Service annually due to several reasons. Consequently, African nations face high rates
of turnover intentions among instructors, which aggravates the already insufficient number of
educators within the education workforce. Staff turnover is an undeniable reality for many higher
education institutions in Africa, as employees are not considered owned assets like other
resources. Therefore, turnover intention has received extensive research attention in

organizational behavior, given its potential risk that affects all organizations.

Higher education institutions are at risk of instructors and academicians intending to
leave, which negatively affects both faculty and universities. The departure of academic staff
leads to the loss of specialized skills crucial for academic activities within the university setting
(Woltmann et al., 2008). Consequently, the increased turnover intention among academic staff
not only disrupts the regular functioning of universities but also raises the costs of human
resources development activities for these institutions (Mills et al., 2015). The implications of
such a turnover extend beyond immediate personnel changes and adversely affect the overall

effectiveness and efficiency of higher education institutions.

The turnover intentions of instructors pose a significant challenge to higher educational
institutions in achieving their goals. When staff members consider leaving, they become less
efficient in pursuing organizational objectives. This is also a problem in Ethiopian higher
education institutions, so it is important to address employee turnover intention. The objective of
this study is to investigate the correlation between emotional intelligence and turnover intentions
among higher education instructors. The study also aims to explore the relationships between
emotional intelligence, effective communication, job motivation, job satisfaction, organizational

commitment, and turnover intentions.

Previous studies have examined potential factors contributing to the intention to leave
among academic staff in Ethiopian higher education institutions. For example, Girma and
Habtamu (2015) found significant associations with this intention including family situation,

procedural justice, organizational commitment, transportation limitations, salary level, job
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satisfaction, and training opportunities. Moreover, Hundera (2014) found that overall job
satisfaction significantly affected employee commitment, and the relationship between role
stress, job satisfaction, and intention to leave was notably stronger for females compared to
males. Furthermore, Shimelis (2016) found that personal factors were not the main drivers for
leaving, but rather external factors such as higher salaries elsewhere, financial benefits in other
organizations, and promotional opportunities outside of higher education were the most

significant causes for leaving an organization.

Mulie and Sime (2018) conducted similar research on the economic, socio-demographic,
and work-related factors that influence the turnover intentions of instructors at several Ethiopian
public universities. They found that about 36% of the staff members planned to leave their
universities soon, while 64% of the remaining staff members wanted to stay at their institution
because of their career choice. The results showed that a significant number of academic staff
were dissatisfied with their career choice. Most of the academic staff in the sample universities
had a Master’s degree. Regarding gender, 75% of the academic staff were male and 25% were
female. The female instructors in the sample universities were only one-fourth of their male
colleagues. Furthermore, their findings showed that female academic staff were 1.492 times
more likely to have a turnover tendency than male academic staff. Married academic staff were
2.088 times less likely to leave their university than unmarried academic staff. The result also
revealed that academic staff who perceived their salary as low were 1.231 times more likely to
intend to leave their universities. Although there are several studies that focus on identifying the
significant factors that affect employee turnover, as described above, turnover can vary across
different organizations.

A study conducted at Madda Walabu University examined the prevalence and causes of
academic staff turnover intention. The findings revealed that a high percentage (75.6%) of
academic staff intended to leave the university, with only a small percentage (24.4%) intending
to stay (Ibrahim et al., 2017). The main reasons cited for leaving were the poor working
environment and lack of necessary facilities, as reported by the majority (71.3%) of respondents.
Additionally, issues such as poor management and leadership, inadequate salary, and job
dissatisfaction were also mentioned by a significant number (63.4%) of respondents. The study

highlighted that academic staff with five or more years of experience at the university were 4.5
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times more likely to leave compared to those with less experience. Consequently, the study
concluded that Madda Walabu University faced a significant challenge in retaining its academic
staff. Another study conducted in Drie Dawa city administration by Selam and Belay (2018)
focused on the impact of salary, work environment, and supervision on employee turnover
intention. The findings of this study revealed a negative association between employee turnover

intention and these three factors.

Belete (2018) investigated the influence of leadership, organizational commitment,
justice, climate, culture, job stress, and demographic variables on turnover intention among
academic staff at Wolyta Sodo University. The study primarily explored the determinants and
conceptualizations of turnover intention and recommended further research on the direct and
indirect effects of these contributing factors on turnover intention in various organizations.
Similarly, Haileyesus (2019) conducted a study at Drie Dawa University to examine the effects
of job satisfaction, security, salary, workload, and demographic variables on staff turnover
intentions. The results demonstrated that various factors, such as job satisfaction, security, salary,
allowance/incentives, career growth, training, employee relations, and department head relations
significantly influenced staff turnover intention. In contrast, demographic variables such as sex,
age, marital status, education, and work experience showed no significant association with

turnover intention.

Motuma (2015) investigated the factors contributing to the high turnover rate of academic
staff at Ambo University. These factors included inadequate salary and promotion opportunities,
lack of social service and technological resources, inefficient administration, teaching-related
issues, students' characteristics, environmental factors, and initial commitment. The findings
revealed a steady increase in staff turnover over time. For instance, 216 instructors left the
university in four consecutive years (2010/11-2013/14), averaging 54 instructors per year.
Consequently, Ambo University had to hire 504 instructors in four years, or an average of 126
per year. The findings also indicated that the average turnover rate among employed instructors
was 54 (42.9%) in the same four academic years. This rate increased from 38 (26.8%) in 2010/11
to 77 (57.5%) in 2013/14. The main factors influencing instructors' turnover at the university, in
descending order of significance, were economic factors, social service, technological resources,

managerial issues, students' characteristics, teaching-related factors, and environmental factors.
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Among different groups, male, experienced, and elderly instructors were more dissatisfied and

more likely to leave the university compared to their counterparts.

According to Semela (2004), several factors contribute to instructors' stress and their
intention to leave the academic profession. These factors include unfavorable working
conditions, job security concerns, lack of professional recognition, inadequate salary, and
administrative challenges. Semela also identified additional factors that influence instructors'
career decisions, such as instructors' commitment to their profession, perceived social status,
supervision and professional support, lack of financial incentives, initial preferences for teaching,
and gender. However, John and Birbirsa (2014) emphasized the significance of specific factors
in reducing instructors' intentions to leave higher education institutions, based on their research
in public universities. These factors include involvement in decision-making processes, positive
relationships with colleagues, improved working conditions, an attractive pay structure, better
promotion opportunities, and creating a supportive environment for instructors within
universities. In summary, this research highlights the significant impact of various factors on
instructors' stress, turnover intentions, and career decisions in academic institutions.
Understanding and addressing these factors can contribute to the retention and satisfaction of

academic staff in higher education institutions.

Nuno Da Camara et al. (2015) conducted research to explore the correlation between
perceptions of organizational emotional intelligence and turnover intention among employees of
a UK charity organization. The study involved 173 participants and aimed to conceptualize
emotional intelligence at both the team and group level. The researchers viewed emotional
intelligence as a phenomenon related to the organizational climate and focused on its construct at
the organizational level. They considered emotional intelligence to be associated with shared
norms and practices within the organization. Building upon earlier findings, which showed that
the relationship between organizational emotional intelligence and intention to leave was
influenced by organizational emotional appeal and trust in senior management, the researchers
sought to examine the mediating role of other employee attitudes such as job satisfaction and
affective commitment. They proposed that an employee's perception of how an organization and
its management behaviors influence their attitudes can ultimately impact their intention to leave.

This concept is referred to as "organizational emotional intelligence".
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Despite extensive scholarly investigations into turnover intentions of academic staff in
various higher educational institutions in Ethiopia, none of these studies have examined the
potential relationships between emotional intelligence and the intention to leave, mediated by
effective communication, job motivation, job satisfaction, and organizational commitment.
While some studies have explored the connection between turnover intention and organizational
commitment Guzeller and Celiker (2020), the majority of research in Ethiopia has focused on
identifying leadership problems and other environmental factors as the causes of turnover
intention. Although some studies have explored the association between organizational
commitment, job satisfaction, and turnover intention in Ethiopia, research conducted in America,
Europe, and Asian countries has primarily examined the relationships between job satisfaction,
organizational commitment, and job motivation, with only a few attempts to link these
relationships to turnover and turnover intention. However, none of these studies have
comprehensively addressed all the variables proposed in the current study, particularly the
examination of the relationships between emotional intelligence and turnover intention.
Furthermore, to the best of the researcher's knowledge, no research articles on this topic have
been published in Ethiopia’s educational institutions. To ensure this, the researcher conducted an
extensive search using multiple databases and search engines, such as Google, Google Scholar,
APA Psyc INFO, Scopus, Mendeley, and manual library search engines. Therefore, based on the
abovementioned gaps in the existing literature, the following research gaps have been identified
for this study:

1. No research has been conducted on the relationship between emotional intelligence,
effective communication, job motivation, job satisfaction, organizational commitment,
and turnover intention in higher education institutions in Ethiopia. This study aims to
examine these six key variables in conjunction. In contrast to the existing studies that
have explored the connection between emotional intelligence and effective
communication, job motivation, and job satisfaction, this study aims to investigate the
relationship between emotional intelligence, organizational commitment, and turnover
intention.

2. Moreover, no research has been conducted on the role of effective communication, job
motivation, and job satisfaction as mediators in the relationship between emotional

intelligence and turnover intention.
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3. Nor has any research been conducted on organizational commitment as a serial mediator
variable in the relationship between emotional intelligence and turnover intention.

4. Additionally, no research has been conducted on the relationships between socio-
demographic factors and emotional intelligence, effective communication, job
motivation, job satisfaction, organizational commitment, and turnover intention.

5. Local studies have not provided validation for the data collection instruments, and most
data analyses have relied on descriptive statistics rather than exploring mediation

relationships or using advanced statistical methods.

Consequently, there are significant gaps in the literature concerning emotional
intelligence, effective communication, job motivation, job satisfaction, organizational
commitment, and turnover intention in higher education institutions in Ethiopia. The purpose of
this study is to fill these research gaps, making it highly relevant and timely. Higher education
institutions in Ethiopia face various challenges, such as subpar education quality, high employee
turnover, and inadequate academic performance. The performance and retention of academic
staff is influenced by crucial factors like emotional intelligence, effective communication, job
motivation, job satisfaction, organizational commitment, and turnover intention. Given the
identified gaps in research within higher education institutions, conducting this study will prove
immensely beneficial in addressing these issues. This study aims to contribute to the existing
literature by providing new insights and evidence on the relationships and mechanisms among
these six key variables. Additionally, it hopes to offer practical implications and
recommendations for enhancing the performance and retention of academic staff in higher

education institutions in Ethiopia.

1.3. Research Questions
The purpose of this study is to examine the following research questions, using existing literature
as a foundation and identifying gaps in research:
1. What are the levels of emotional intelligence, effective communication, job motivation, job
satisfaction, organizational commitment, and turnover intentions among instructors in

Ethiopian public universities?
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2. What is the relationship between emotional intelligence, effective communication, job
motivation, job satisfaction, organizational commitment, and turnover intentions among
instructors in Ethiopian public universities?

3. Do emotional intelligence, effective communication, job motivation, and job satisfaction
have direct and significant effects on organizational commitment and turnover intentions?

4. Do effective communication, job motivation, job satisfaction, and organizational
commitment mediate the relationship between emotional intelligence and turnover
intentions?

5. To what extent can emotional intelligence, effective communication, job motivation, job
satisfaction, and organizational commitment predict instructors' intention to turnover in
Ethiopian public universities?

6. Do gender, age, marital status, academic status, or work experience have statistically
significant impacts on the emotional intelligence, effective communication, job motivation,
job satisfaction, organizational commitment, and turnover intentions of instructors?

This study aims to provide a comprehensive understanding of the factors influencing instructors'

intentions to turnover within higher education institutions in Ethiopia by addressing the above

questions.

1.4. Objectives of the Study
1.4.1. General Objective

The main purpose of this study is to examine the mediating effects of effective
communication, job motivation, job satisfaction, and organizational commitment on the
relationship between instructors' emotional intelligence and their intention to turnover in higher

education institutions in Ethiopia.

1.4.2. Specific Objectives
This study aims to achieve the following specific objectives:

i.  To assess the levels of emotional intelligence, effective communication, job motivation,
job satisfaction, organizational commitment, and turnover intention among instructors in
Ethiopian higher education institutions;

ii.  To examine the association between instructors’ emotional intelligence and their turnover

intention;
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iii. To examine the association between instructors’ emotional intelligence and their
organizational commitment;

iv. To explore the predictive power of instructors’ emotional intelligence, effective
communication, job motivation, job satisfaction, and organizational commitment on their
intention to leave the organization;

v. To investigate the mediating effects of effective communication, job motivation, job
satisfaction, and organizational commitment on the relationship between emotional
intelligence and turnover intention.

vi.  To compare instructors’ emotional intelligence, effective communication, job motivation,
job satisfaction, organizational commitment, and turnover intention across socio-
demographic variables (such as age, gender, marital status, educational status, and work

experience);

1.5. Significance of the Study

This study aims to have a significant impact on the effectiveness of Ethiopian educational
institutions by providing crucial information about instructors' emotional intelligence, effective
communication, job motivation, job satisfaction, organizational commitment, and turnover
intention in Ethiopian universities. The Ethiopian government allocates a significant budget for
all public universities to promote the country's overall development and achieve a high rate of
investment return (Yallew, 2020). Therefore, it is crucial to understand and address the factors
that influence instructor turnover and the quality of education in these institutions. However,

previous studies on this topic have been limited and inconclusive.

This study aims to fill this research gap by exploring the impact of various factors, such
as emotional intelligence, effective communication, job motivation, job satisfaction, and
organizational commitment, on instructors' intentions to leave their workplaces and jobs.
Additionally, it will examine how these factors vary across different demographic variables,
including gender, age, marital status, educational status, and work experience. Furthermore, this
study aims to test and develop a conceptual framework or model that explains the relationship
between these factors and instructor turnover intention, based on existing theories and empirical

evidence from the fields of psychology and organizational behavior.
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The findings and recommendations of this study will benefit various stakeholders in the
education sector and beyond. The Ministry of Education and government officials can utilize this
information to allocate budgets more efficiently and effectively for public universities, as well as
develop policies and strategies that support and retain high-quality instructors. Higher education
leaders can use the findings and recommendations to improve their emotional intelligence and
effective communication as leaders, fostering a positive work environment that enhances
instructor motivation, satisfaction, and commitment. Instructors themselves can apply the study's
findings and implications to enhance their own emotional intelligence and effective
communication, thereby improving their well-being, performance, relationships, commitment,

motivation, and job satisfaction.

Additionally, education policymakers and administrators will gain a better understanding
of the issues related to instructor turnover and the quality of education in Ethiopian public
universities. They can also utilize the study's findings and recommendations to design and
implement effective interventions that address these issues. Students will benefit from a better
quality education delivered by motivated, satisfied, and committed instructors who possess high
emotional intelligence and communication skills. Ultimately, society will have more educated
and skilled citizens who can contribute to the social and economic development of the country.
Moreover, the findings of this research will enrich the existing literature on turnover intention,
emotional intelligence, effective communication, job motivation, job satisfaction, and
organizational commitment. Furthermore, the study's findings may serve as a springboard for
other researchers to identify gaps and conduct further research in this timely, critical, and
interesting field of study.

1.6. Delimitation of the Study

The purpose of this study was to investigate the relationships between emotional
intelligence, effective communication, job motivation, job satisfaction, organizational
commitment, and turnover intention among instructors in Ethiopian public universities. The
study specifically focused on four public universities in Ethiopia: Hawasa University,
Debrebirhan University, Welekete University, and Injibara University. Both male and female
instructors were included in the target population. The study followed a quantitative approach,

utilizing self-administered questionnaires to collect numerical data on the variables. Data
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analysis was conducted using descriptive and inferential statistics within a specific timeframe,
based on resource availability and feasibility. The study acknowledged some limitations, such as
the restricted scope of four public universities, which may limit the generalizability of the
findings to other contexts. Additionally, time and financial constraints may have impacted the
sample size and data collection methods. These limitations were considered when interpreting
the results. Despite these limitations, the study offers valuable insights and implications for
similar educational settings, although its generalizability may be limited to Ethiopian public

universities.

1.7. Conceptual and Operational Definition of Key Terms

This study examined the connections between emotional intelligence and turnover
intentions among instructors in higher education institutions. To achieve this objective, the study
provided clear definitions for the key terms or variables related to emotional intelligence,
turnover intention, and other factors. The study also addressed the need for appropriate
legislation regarding turnover intentions and the lack of clarity in the existing literature. By
providing operational definitions for the relevant concepts, the study reduced uncertainty and

ambiguity in the constructs, thereby enhancing the research's validity.

Emotional intelligence: Emotional intelligence is defind as the ability to monitor one’s own and
others’ emotions, to discriminate among them, and to use the information to guide one’s thinking
and actions (Salovey & Mayer, 1990). In this study, emotional intelligence is operationally
defined as "the instructor’s ability to be aware of one’s own emotions and the feelings of others
in any situation, and then his or her ability to control his or her own emotions so as to create
suitable relationships with people in an organizational setting™. It encompasses the capacity to
recognize, express, comprehend, and manage emotions in a manner that is adaptive and
beneficial. It involves an individual's awareness of their own emotional state, as well as the
emotions of others, and how these emotions influence behavior. In instruction, emotional
intelligence refers to an instructor's ability to perceive and understand emotions in any given
situation, including their own and others'. Furthermore, it entails the instructor's ability to
regulate their emotions to establish positive and effective relationships within an organizational
setting. The measurement of emotional intelligence can be conducted through self-report

assessments, such as the Emotional Intelligence Questionnaire (EIQue). This questionnaire
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evaluates emotional intelligence through a series of Likert-scale items, which cover two
fundamental aspects of the construct. The assessment employs a 7-point Likert scale, ranging
from complete disagreement to complete agreement, to measure an individual's emotional
intelligence (Petrides, 2009).

Effective communication: Effective communication is the ability to share information, ideas,
feelings, and feedback in a clear, accurate, and respectful way (Hargie, 2022). In this study,
effective communication is the process of exchanging information, ideas, thoughts, feelings, and
emotions with another person or group in a clear, accurate, concise, and respectful manner. It
involves using verbal and nonverbal signals that are consistent and appropriate for the context
and purpose of the communication. This study examined effective communication as an open
and honest exchange of views among academic staff at public universities. The construct was
assessed using a 5-point Likert scale, ranging from strongly disagreeing to strongly agreeing
(O’Reilly and Roberts, 1976).

Job motivation: Job motivation is defined as the compelling combination of internal and
external factors that propel individuals to actively participate in their professional duties, invest
their energy and dedication, and strive to attain their objectives within their chosen occupation or
career path (Rietveld et al., 2022; Stankovska et al., 2017). In this study, job motivation refers to
the driving force that compels instructors within academic institutions to engage in their roles
with enthusiasm, dedication, and a sense of purpose. In other words, it is the mechanism that
inspires, directs, preserves, and holds the capital on the right path. Several factors can influence
job motivation, such as salary, promotion opportunities, career development, work nature, work
environment, rewards and recognition, feedback and support, and personal values and needs.
Surveys or self-report measures were used to measure job motivation in this study, with a 4-point

Likert scale ranging from strongly disagreeing to strongly agreeing (Munyengabe et al., 2017).

Job satisfaction: Robbins and Judge (2013) defined job satisfaction as an attitude characterized
by positive feelings toward one's work. Spector (1985) also identified job satisfaction as
encompassing various factors, including promotion opportunities, compensation, supervision,
incentives, fringe benefits, colleagues, work procedures, job nature, and communication. In this

study, job satisfaction refers to the extent to which an employee feels satisfied, engaged, and
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productive in their work and work environment. In this study, job satisfaction was measured

using a 4-point Likert scale, from strongly disagree to strongly agree (Munyengabe et al., 2017).

Organizational Commitment: Organizational commitment is the degree of attachment and
loyalty that individuals have towards their organizations, and their willingness to contribute to its
goals and values (Meyer et al., 2002). In this study, organizational commitment is the extent to
which an employee is committed, engaged, and aligned with their organization and its goals.
Several factors can affect organizational commitment; such as personal values, motivation,
satisfaction, communication, organizational culture, work environment, rewards and recognition,
feedback and support, and career opportunities. The construct was assessed using a 5-point

Likert scale, from strongly disagree to strongly agree (Allen & Meyer, 1990).

Turnover Intentions: Turnover intentions are the psychological state of individuals who are
considering leaving their organizations voluntarily (Meyer & Tett, 1993). In this study, turnover
intention, on the other hand, is the degree to which an employee intends to leave their current
organization voluntarily within a specific timeframe. Various factors can impact turnover
intention, such as emotional intelligence, job motivation, job satisfaction, organizational
commitment, work environment, career opportunities, personal reasons, and external
opportunities. To measure turnover intention, a survey or self-report method can be used,

employing a 5-point Likert scale that ranges from never to always (Jacobs & Roodt, 2008).
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CHAPTER 2: REVIEW OF RELATED LITERATURE

This section reviews theoretical and empirical literature related to the research variables
of the study. The literature review covers seven topics that inform the proposed study: emotional
intelligence, turnover intention, effective communication, job motivation, job satisfaction,
organizational commitment, and the relationships between these variables. The section also
presents the definitions and overviews of the constructs used in the study, the prevalence of
turnover intention in the world and Africa, and the specific context of Ethiopia. The findings and
ideas of various prior studies and scholars are critically analyzed, summarized, organized, and

discussed in this section.

Moreover, this section also integrates the existing literature on instructors' turnover
intention and its associated factors, such as emotional intelligence, effective communication, job
motivation, job satisfaction, organizational commitment, and instructors' background
characteristics. The objectives of this research are to examine the relationships between
instructors' emotional intelligence and turnover intention and to explore the mediating effects of
effective communication, job motivation, job satisfaction, and organizational commitment, as
well as the impacts of instructors' socio-demographic factors on their turnover intentions in

higher institutions.

The literature review involved searching databases, gray literature, personal
communications, and relevant journals in the related field. Multiple databases and search engines
were used, including Google, Google Scholar, APA PsycINFO, Scopus, and Mendeley. The gray
literature, which include theses and dissertations searched from library catalogs, Google Scholar,
or by hand, were also used. To search the relevant literature, the researcher employed source
names, search terms, and synonyms of keywords. Only the most significant contributions to the
research area were filtered and cited in the literature review. Additionally, all the searched
articles, theses, and dissertations were exported to Mendeley software to simplify citation
information and aid with reference management. Finally, based on the discussions of the
reviewed literature, a conceptual model illustrating the relationships between the variables

examined in the study is proposed.
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2.1. Historical Development of Ethiopian Universities

Modern higher education in Ethiopia began less than 80 years ago, based on ancient
religious and monastic traditions (Molla, 2018). Since 1990, the government’s University
Capacity Building Program (UCBP) and the growing demand for higher education services have
led to the rapid growth of universities in Ethiopia (Boateng, 2020). Ethiopia has over 45 public
universities that belong to four generations, based on their age and other criteria. The first
generation of universities were opened before 2005, the second generation from 2007 to 2010,
the third generation from 2011 to 2016, and the fourth generation from 2016 until now (2024).
The development of Ethiopian higher education can be divided into four broad stages: the
genesis of modern higher education (1950-1961); the consolidation of the national university
(1961-1974); incremental progress under a state of hardship (1974-end of the 1990s); and
extensive expansion and restructuring (late 1990s-2010) (Molla, 2018). The current number of
universities indicates that Ethiopia has embarked on a bold plan to increase access to higher
education, which is expected to help achieve the national vision of becoming a middle-income
country by 2025. The Ministry of Education also believes that these universities contribute
significantly to realizing the fifth education sector development program (ESDP) and the second
growth and transformational plan (Chala Wata and Shashi Kant, 2022).

2.2. Turnover Intention

2.2.1. Concepts and Overview of Turnover Intention

Turnover intention has been defined in various ways by scholars and researchers over the
years. However, conceptually, it denotes the tendency of the employee’s likelihood of leaving
their organization or institution within a short period of time. Similarly, it refers to an
individual’s estimated probability that he or she will depart the organization at some point in the
near future, and it is also assessed as the employee’s intention to leave the organization (Lazzari
et al., 2022). According to Akala (2012), Lazzari et al. (2022), and Mulie and Sime (2018)
turnover intention, popularly known as quitting, refers to the conscious and deliberate
willingness of the employees to depart their organizations. Similarly, Lazzari et al. (2022) and
Meyer and Tett (1993) defined it as a conscious and deliberate willingness to leave the
institution. Researchers such as Glissmeyer et al. (2007) and Li and Sawhney (2019) also

indicated that it can be characterized as the mediating factor between attitudes that influence the
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intent to leave. Thus, it reflects the instructors’ deliberate propensity to look for alternative job
opportunities in other organizations, which can result from various determining factors that

facilitate their tendency to depart their institutions.

Besides, Megfira Adem (2019) described turnover intention as the cognitive and
behavioral choices of instructors who choose either to remain or leave their institutions.
Moreover, many scholars clearly describe it as the willingness or tendency to leave a role within
institutions or across organizations (Megfira Adem, 2019). Furthermore, an employee’s turnover
intention has been classified into three specific cognitive components: thinking of leaving the
job, searching for another job, and leaving the institution or the organization (Thirapatsakun et
al., 2014). Similarly, Jacobs and Roodt (2007) and Lazzari et al. (2022) explain that it is a mental
decision prevailing between an individual’s approach with reference to a job, continuing or
leaving the job, or planning to quit the organization that he/she is working for. Thus, employees’

turnover intentions have direct connections to their turnover behavior (Lyons & Bandura, 2021).

Furthermore, instructors’ intention to turnover is defined as the intention to leave their
organization or institution with their complete willingness and it exactly means quitting from
their job or institution (Michaels & Spector, 1982). Therefore, the instructors’ intentions to leave
their organizations also reflect the likelihood that the individual has changed his/her job or
institution within a certain period, and he/she is immediately predisposed to actual turnover (Qin,
2021; Zhang et al., 2022). The high intent of the instructor to leave the organization will cause
him/her to stop their work (Ertiirk, 2022). Thus, the objective of the intended turnover of the
instructors can have indirect costs or effects, including reducing the morale of the remaining
academic staff, causing job overload, and losing social capital among staff members and across

organizations.

Historically, researchers in both academic and management fields have shown
significant interest in the theory of employee turnover since the beginning of the 20th century,
and more than a thousand empirical findings have been published in both quantitative and
qualitative studies (Gupta et al., 2022). The study of instructors’ quitting has also continued to
draw considerable interest from academics in the 21st-century academic and management arenas
( Li & Sawhney, 2019). The reasons why scholars are interested in conducting scientific

research in this area is that employee turnover has negative effects on organizational
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performance, such as increased financial cost Allen et al. (2010), disrupted operations and
functions (Zeynep Ton, 2008), increased accident rates (Shaw et al., 2005), and decreased
customer service and quality (Hancock et al., 2013). Similarly, the negative costs of instructors’
quitting will include costs for recruiting other substitutes, constrained integration within
academic departments, difficulties with course allocations or course offerings, and lower morale
among the remaining instructors in higher education institutions (Michaels & Spector, 1982).
Several scholars and researchers have claimed that organizations focus minimal attention on this
serious behavior, so they have to deal with the actual quitting that is a logical consequence of the
intention to leave. Thus, the instructor’s cognitive and behavioral decision to leave has several
undesirable consequences, both for the organization and for the instructor, who functions along

many dimensions.

2.2.2. Types and Components of Turnover and Turnover Intention

Employee turnover refers to the termination of an official and psychological contract
between an individual and his or her organization or institution (Mumtaz et al., 2022). Employee
turnover can be either voluntary or involuntary, depending on who initiates the decision to leave.
Voluntary turnover is when the employee decides to quit for various reasons, such as
dissatisfaction, stress, or career change. Involuntary turnover is when the organization or
employer dismisses the employee due to poor performance, misconduct, or downsizing (Preenen
et al.,, 2011). Voluntary turnover can have different impacts on organizational performance,
depending on the quality and availability of the employees who leave. Sun and Wang (2016)
classified voluntary turnover into functional and dysfunctional turnover. Functional turnover is
when substandard performers resign, which can benefit the organization by reducing costs and
improving productivity. Dysfunctional turnover is when effective performers exit, which can
harm the organization by increasing costs and reducing quality. Dysfunctional turnover can be
further divided into avoidable and unavoidable turnovers. Avoidable turnover is caused by
factors that the organization can control or influence, such as compensation, working conditions,
or leadership. Unavoidable turnover is caused by factors that the organization has little or no

control over, such as family moves, serious illness, or death.

Employee turnover is often associated with various variables, such as job satisfaction,

commitment, motivation, emotion, and relationships among the organizations and the employees
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(Lazzari et al., 2022). Therefore, it is important to distinguish between voluntary and involuntary
turnover; otherwise, the estimation of such a relationship in terms of all employees’ intention to
leave will be inaccurate (Scott et al., 2020). Employee turnover intention is defined as an
employee’s willingness or attempts to leave the current workplace voluntarily (Takase, 2010).
Turnover intention is a multi-stage process that involves three components: psychological,
cognitive, and behavioral. The psychological component refers to the emotional attachment or
detachment of the employee to the organization. The cognitive component refers to the
evaluation of the costs and benefits of staying or leaving. The behavioral component refers to the
actual search for alternative employment opportunities or resignation (Takase, 2010). For the
purpose of this study, the researcher focused on the voluntary turnover intentions of instructors

in higher education institutions in Ethiopia.

2.2.3. How Psychological and Social Factors Affect Turnover Intentions

A meta-analysis conducted by Lazzari et al. (2022) and Rubenstein et al. (2018)
indicated that the employees’ intentions to leave are the primary predictor of their actual turnover
behaviors. Over the past 100 years, scholars have published more than 2000 articles and research
materials on the voluntary turnover behaviors of employees (Lee, Hom, Eberly, Li, & Mitchell,
2016). Lee et al. (2016) elucidated that James March and Herbert Simon were the first scholars
who placed voluntary turnover intent on the map in their 1958 publications. Other researchers
have also investigated voluntary turnover, which occurs when employees want to leave the

institution where they have been employed (Mathews, 2018).

Similarly, the voluntary intention of employees to turnover confirmed the person’s plans
to quit or leave their present role or organization (Lazzari et al., 2022). According to Mobley
(1977), the intention of employees to turnover is described as the final phase of the cognitive
process of withdrawal from an organization by an employee before the employee actively
chooses to leave and begins to pursue other employment. Organizational participation affects
organizational practices, including the purpose of voluntary turnover. Organizations have been
exploring ways to slow voluntary attrition and attract workers for decades (Faloye, 2014). As a
result, the intention of instructors to turnover has received greater attention from organizations
around the world since many countries have faced this severe and difficult social phenomenon at

some point in their development (Kosi et al., 2015; Zahra et al., 2013). The desire of workers to
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leave their organizations has been recognized as the strongest indicator of their actual behavior in
terms of turnover. According to several research findings, employees’ turnover intentions and
actual turnover behavior are consistently correlated with their job satisfaction, age, tenure, and
organisational engagement (Ahmad Saufi et al., 2023; Lazzari et al., 2022).

Based on the previously reviewed literature, academic staff turnover intentions are
usually influenced by several reasons, such as job satisfaction, organizational commitment,
leadership, job performance, work-family conflict, pay, promotion, workload, and absenteeism
(Kebede & Fikire, 2022; Serin et al., 2022). However, it is impossible to identify and study
every factor of turnover intentions; therefore, the researcher has selected some of the
psychological and social factors through the standards of popularity, independence,
measurability, significance, and practicability. Accordingly, emotional intelligence, effective
communication, job motivation, job satisfaction, and organizational commitments are selected as
predictive factors for university instructors’ turnover intentions. Moreover, different factors have
shown a correlation with the subjects of turnover intention studies. For example, the most
common antecedents of actual turnover activity have been divided into three categories in a
meta-analysis conducted on the predictors of turnover for human service employees:
demographic variables, professional expectations, and organizational circumstances (Megfira
Adem, 2019; Ramli et al., 2014). These categories will be used to list some of the most common

turnover factors.

Many workers quit their jobs and organizations for various internal and external reasons.
For instance, Delfanti et al. (2018) report that workers tend to leave their jobs and institutions
due to their managers’ lack of confidence, ineffective communication skills, low intimacy, unfair
treatment, low pay, and stressful work environment. This leads to organizations losing their
clients and consumers receiving poor service or low quality products from them. However,
Griffeth et al. (2000) found no clear-cut reason for people’s decision to quit an organization in
their meta-analysis of over 800 studies. The researcher of this literature review aims to examine
the predictive role of emotional intelligence, communication effectiveness, job motivation, job

satisfaction, and organizational commitment on the turnover intentions of instructors.
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2.2.4. The Relationship between Demographic Variables and Turnover

Intention
Turnover intention, or the intention to leave one’s job or organization, is influenced by
various demographic factors, such as age, work experience, education, gender, marital status, and
children. This section will review the existing literature on how these factors affect turnover

intention, especially among teachers.

Previous research has consistently shown that younger workers are more likely to leave
than their older counterparts. For example, Billingsley (2004) and Conley & You (2017) found
that the age of teachers was associated with their predicted turnover and actual turnover. Conley
and You (2017) also reported that teachers under the age of 35 showed higher attrition rates than
teachers between the ages of 35 and 60. Similarly, Singer (1992) suggested that teachers under
the age of 30 were twice as likely to abandon their jobs and their institutions as their older ones.
These findings indicate that age is a significant predictor of turnover intention among teachers.

Another demographic factor that affects turnover intention is work experience. Generally,
workers with more work experience are less likely to leave their organizations, as they have
often invested more in the organization and developed stronger ties with their colleagues. This is
also true for teachers, as Miller et al. (1999) demonstrated that teachers with more years of
teaching experience had lower levels of turnover intention than those with less experience.
Moreover, work experience can also affect the level of satisfaction and commitment that teachers

have to their jobs and organizations, which in turn can influence their turnover intention.

Education is another factor that can impact turnover intentions among teachers.
Specifically, the certification status of teachers can affect their intention to leave or stay in their
jobs. Miller et al. (1999) found that uncertified special education teachers had a higher level of
turnover intention than their certified counterparts. This may be because uncertified teachers face
more challenges and difficulties in their work environment, such as a lack of support, training,
and resources. Furthermore, certified teachers may have more opportunities and incentives to

stay in their jobs, such as higher salaries, recognition, and career advancement.

Gender is a demographic factor that has been widely studied in relation to turnover

intention and behavior. However, the results of previous studies have been inconsistent and
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contradictory. Some studies have found that female workers are more likely to leave than male
workers Gilman et al. (1995), while others have found no significant difference between genders
(Billingsley, 2004). The effect of gender on turnover intention may depend on various contextual
factors, such as the type of job, the organizational culture, and the personal characteristics of the

workers.

The last demographic factors that will be discussed in this section are marital status and
children. These factors can affect turnover intention by influencing the work-life balance and the
family responsibilities of the workers. According to Mobley et al. (1978), married workers tend
to be more satisfied than unmarried workers, as they receive more support and feel less stress
from their spouses. However, having children at home can increase the turnover intention and
behavior of workers, especially for women, as they have to balance their work and family roles.
This may lead to role conflict, overload, and strain, which can reduce the satisfaction and

commitment of workers to their jobs and organizations.

2.2.5. Turnover Intentions in Higher Education
One of the key issues facing the global educational system in recent years is the turnover
intention and behavior of higher education academic staff. Turnover intention refers to the
intention to leave one’s job or organization, while turnover behavior refers to the actual act of
leaving. This issue has been a critical concern for scholars, institutions, and managers for several
decades (Allen et al., 2010). In this section, | will review the literature on the causes and

consequences of turnover intention and behavior among higher education academic staff.

2.2.6. Factors Influencing Academic Staff Turnover Intention

The turnover intention and behavior of the academic staff are influenced by various
factors, which can be classified into three categories: individual, organizational, and
environmental. Individual factors are related to the personal and professional reasons why
instructors may choose to stay or leave their higher education institutions. These
include motivation, satisfaction, commitment, emotional intelligence, and effective
communication. Previous research has shown that these factors are critical determinants of
instructors’ intention to leave (Zhang et al., 2022). However, there is a lack of research on the

simultaneous effects of these factors on instructor retention.
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Organizational factors are related to the characteristics and conditions of the organization
where the academic staff work. These include salary, recognition, career advancement, support,
training, resources, culture, climate, leadership, and management. Previous research has shown
that these factors have significant effects on turnover intention and behavior among academic
staff (Lin & Huang, 2020; Yimer et al., 2017). For example, factors such as low salaries, lack of
recognition, limited career opportunities, insufficient support, training, and resources, negative
culture and climate, and poor leadership and management are all associated with higher turnover
intention and behavior among academic staff (Delfanti et al., 2018; Skaalvik & Skaalvik, 2011).

Environmental factors are related to the external factors that affect the organization where
the academic staff work. These include economic conditions, political situations, social trends,
technological changes, legal regulations, and competitive pressures. Previous research has shown
that these factors can also affect turnover intention and behavior among academic staff (Hong,
2010). For example, factors such as economic downturns, political instability, social unrest,
technological innovations, legal reforms, and competitive challenges can all create uncertainty,
stress, and dissatisfaction among academic staff, which can lead them to seek alternative
employment opportunities elsewhere (Al-Suraihi et al., 2021). In addition to understanding the
factors influencing turnover intention and behavior among academic staff, it is also important to
analyze the relationships between these factors and the dependent variable. According to
Podolsky et al. (2019), many governments are striving to adopt policies to retain their educators.
This study aims to investigate the impact of individual, organizational, and environmental factors

on the intention to leave higher education institutions in Ethiopia.

2.2.7. Consequences of Turnover Intention and Behavior
Turnover intention and behavior among academic staff have serious negative impacts on
both individuals and organizations. Individuals may suffer from reduced well-being, hindered
professional development, and limited career prospects. Organizations may experience impaired
performance, quality, reputation, and sustainability. Previous research has shown that turnover
intention and behavior among academic staff can lead to various negative outcomes, such as:
loss of human capital, knowledge, skills, and expertise; decrease in productivity, efficiency, and

innovation; increase in costs, waste, and errors; reduction in quality, standards, and outcomes;
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decline in reputation, prestige, and attractiveness; deterioration in morale, commitment, and

loyalty; and disruption in continuity, stability, and harmony (Allen et al., 2010).

In addition to the direct and indirect effects of instructors’ voluntary turnover on higher
education institutions, turnover intention and behavior also have consequences for both
individuals and organizations. Haileyesus (2019) explained that the direct effect of instructors’
voluntary turnover is mainly the separation and replacement costs, which include the costs of
employees’ leaving, compensation, unemployment insurance, outplacement, advertising,
training, interviewing, re-employment assessment, and reallocation. However, he also noted that
the indirect effect is hard to quantify as it involves intangible variables such as the loss of
organizational knowledge and skills, reduced growth, lower productivity, and a negative

influence on the remaining employees.

Similarly, Lalitha and Singh (2014) revealed that employee turnover intention is one of
the highest and most direct costs to organizations or institutions. For example, in the United
States, employees’ intention to turnover contributed 68 million dollars to direct workplace costs
in 2008 (Figueroa, 2015). It also resulted in indirect costs, such as issues related to scheduling,
morale, and recruitment. Li and Sawhney (2019) identified two negative effects of turnover on
institutions. The first and largest detrimental consequence of workforce turnover is the high cost
of replacing a departing staff member. Recruiting, training, and associated costs are very high on
a continuous basis. Therefore, organizations aim to increase the involvement of qualified
instructors and enhance their retention. The other significant negative consequence of instructor
turnover is organizational task instability. This can result in decreased efficiency and unfulfilled
daily functions (Li & Sawhney, 2019). Hence, this study focuses mainly on the relationships
between the emotional intelligence of instructors, effective communication, job motivation, job
satisfaction, organizational commitment, and turnover intention. It also addresses the identified

academic staff turnover problems of higher education institutions.

2.3. Emotional Intelligence

2.3.1. Concepts and Applications of Emotional Intelligence

Emotional intelligence (EI) is the ability to perceive, express, understand, and regulate

one’s own and others’ emotions (Fiori & Vesely-maillefer, 2017; Mayer et al., 2016). El has
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become a focus area of educational research, as it is considered essential for the effectiveness
and well-being of instructors in higher education. In this section, we will explore the
characteristics, the role of emotional intelligence, instructor’s emotional intelligence and their
professional identity, and the relationship between EI socio-demographic variables, as well as its

practical implications for instructors and institutions.

2.3.2. Characteristics of Emotional Intelligence

Salovey and Mayer (1990) described various EI skills, such as using feedback in social
contexts, self-awareness, and self-regulation. An emotionally intelligent person is proficient in
these skills. El involves the interaction between social identity and feedback. We are identified
with the groups we work with, which set certain criteria and expectations for our actions (Fisher
& Chon, 2013). Society evaluates us based on our observable behavior and these norms and
expectations. Individuals who are skilled in self-monitoring can use feedback to monitor and
correct negative reactions to their behavior. For example, Graziano et al. (2007) discussed how
embarrassment serves as emotional feedback that helps the person to track others’ reactions,
identify the embarrassing act, resolve it, and change future behaviors accordingly. These steps
are taken to avoid risking further actions that could jeopardize the individual’s social identity.
This example suggests that emotionally intelligent individuals are aware of how their actions are
received in social settings and are more capable of establishing, maintaining, or redefining their

social identity.

El also involves self-awareness, which is the understanding of one’s own behavior and its
impact on others. According to Averill (1983), self-awareness guides individuals to function
within the standards appropriate for their specific roles in the community. Self-awareness allows
employees to prioritize issues such that minor problems are set aside and more serious problems
are solved promptly (Kreibich et al., 2022). This is relevant to the communication process of a
group of individuals. Moreover, self-aware people might have the ability to adapt to other group
or staff members’ reactions to their actions. Thus, emotionally intelligent people can effectively
manage relationships to achieve the desired goals (Burch et al., 2016). To tap into this ability,

individuals must learn how to self-regulate their emotional reactions in a balanced way.

Emotional self-regulation is another aspect of EIl that has practical implications for

various institutions. For instance, Wang (2022) conducted empirical studies on EI and its effects

32



on individuals’ performance, staff relationships, and institutional changes. According to
Humphrey et al. (2007) and Wang (2022), general intelligence is not enough to succeed in life.
Moreover, research findings show that EI is not measured by concrete expectations of how
effective an instructor will be in work and life; rather, it suggests that it is a better predictor of an

instructor’s effectiveness.

2.3.3. Dimensions of Emotional Intelligence

Different models have been proposed to measure and conceptualize EI. One of the most
influential models is the four-branch model by Mayer and Salovey (1997) which divides El into
four dimensions: perceiving emotions, using emotions, understanding emotions, and managing
emotions. Perceiving emotions refers to the ability to recognize one’s own and others’ emotions
through facial expressions, body language, tone of voice, etc. This dimension is essential for
effective communication and empathy. Using emotions refers to the ability to harness one’s own
and others’ emotions to facilitate cognitive processes such as thinking, problem-solving,
creativity, etc. This dimension is important for enhancing motivation and performance.
Understanding emotions refers to the ability to comprehend the causes and consequences of
one’s own and others’ emotions, as well as the complex relationships among different emotions.
This dimension is crucial for reasoning and decision-making. Managing emotions refers to the
ability to regulate one’s own and others’ emotions in order to achieve personal and social goals.

This dimension is vital for coping with stress and conflict.

Another popular model is the mixed model by Daniel Goleman (1995) which combines
EI with personality traits and competencies. Goleman’s model consists of five domains: self-
awareness, self-regulation, motivation, empathy, and social skills. Self-awareness refers to the
ability to recognize one’s own emotions, strengths, weaknesses, values, etc. This domain is
essential for self-development and self-confidence. Self-regulation refers to the ability to control
one’s own impulses, emotions, moods, etc., as well as adapt to changing situations. This domain
is important for integrity and flexibility. Motivation refers to the ability to pursue goals with
enthusiasm, persistence, optimism, etc., despite obstacles and setbacks. This domain is important
for achievement and initiative. Empathy refers to the ability to understand and share the feelings,
needs, and perspectives of others, as well as respond appropriately. This domain is important for

compassion and service. Social skills refer to the ability to interact effectively and harmoniously
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with others, as well as influence, inspire, and lead them. This domain is important for

communication and collaboration.

2.3.4. The Role of Emotional Intelligence in Education Quality and

Development

Education quality and its development have long been pressing concerns. Experts in this
field have long been interested in the development of educational programs and instructor
competencies, especially their capacity to effectively organize the educational process. In the
meantime, people frequently overlook emotional intelligence as a personal trait. It is not
shocking, given how recently El has been studied in psychology. Despite the novelty of this
concept, professionals rapidly understood its importance Usue de la Barrera et al. (2019) Several
different skills and aptitudes fall under the umbrella of emotional intelligence. They range from
the ability to recognize, analyze, and categorize emotions to the ability to express, control, and
manage them (Bonesso et al., 2020). Emotional intelligence traits can be seen in the perception
of connecting groups of people to provide a specific service within their workplaces. They have
been shown to enhance emotional well-being in individuals and boost their capacity to act in a

way that benefits students, families, coworkers, and others (Schoeps et al., 2020).

Studying emotional intelligence as part of teachers’ preparation is crucial since it directly
affects school communities’ overall relationships and success (Kotsou et al., 2019). Strong
emotional intelligence is a requirement for those working in the social and educational sectors.
According to Tuyakova et al. (2022), it is impossible to develop successful interpersonal
communication without first understanding, sharing, and managing the emotions of others. It
seems sensible to foster emotional intelligence inside educational institutions to build a peaceful,
mindful society, but only an emotionally intelligent instructor can carry out this task (Brackett et
al., 2019). According to several studies, having high emotional intelligence helps students
maintain greater classroom discipline. Students will learn more effectively if an emotionally
capable instructor is in charge of the classroom; they will be more motivated to learn, which will

further the group’s strong academic success (Petrides et al., 2018).
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2.3.5. The Relationship between Emotional Intelligence and the

Professional Identity of Instructors

Many researchers have studied the importance of emotional intelligence, and numerous
people seem to think that instructors’ emotional intelligence is related to their ability to
successfully manage the educational process (Petrides, 2016). Teachers’ capacity to see the job
as a combination of personal, social, cultural, ethnic, and environmental factors allows for
productive interactions with their students. Instructors who have high emotional intelligence are
more likely to enjoy and be satisfied with their work and at the same time it helps them to
support their students to improve their self-awareness, emotion regulation, social relationships,

and effective communication skills (Roorda et al., 2011).

In addition, the question of what factors influence a teacher’s effectiveness in their
profession has been a long-standing interest of education researchers, as it is vital for making the
education system more responsive and humane (Muijs, 2015). However, instructors’ emotions
are not as important as instruction, and many academics agree that emotional intelligence in
teachers is essential for learning and survival (Andy Hargreaves, 2005; Isenbarger & Zembylas,
2006). It is crucial to teachers’ development teacher education, and the evolution and change of
teachers’ identities or self-perceptions (Andy Hargreaves, 2005; Yin et al., 2013). Nevertheless,
recent research from several scholars has emphasized the professional evaluation of instructors,
and training development programs have tended to be mainly cognitive, ignoring the crucial role

that social and emotional skills play in the effectiveness of instructors” work (Cefai et al., 2009).

2.3.6. The Relationship between Emotional Intelligence and Socio-

Demographic Variables
One of the socio-demographic variables that affects emotional intelligence is age.
Emotional intelligence (EI) is the ability to monitor and manage one’s own and others’ emotions,
and to use this information to guide one’s thinking and actions (Mayer et al., 2016). El can
influence one’s personal and professional success, as well as one’s work-life balance and social
skills (Caglar Dogru, 2022). However, the effects of age on El are not consistent across different
studies. For instance, some studies have found that EI increases with age, as older people tend to

have more life experiences and emotional maturity (Fernandez-Berrocal et al., 2012;
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Ramchandran et al., 2020). In contrast, other studies have found no significant difference

between age groups in EI (Harrod & Scheer, 2005).

Another variable that may influence EI is gender. Some studies have reported that women
have higher levels of El than men, as they tend to be more empathetic and expressive
(Fernandez-Berrocal et al., 2012; Hopkins et al., 2008; Harrod & Scheer, 2005). On the other
hand, other studies have found no gender difference in El (Fernandez-Berrocal et al., 2012). The
impact of educational status on EIl is also unclear. Some studies have suggested that higher
education can enhance one’s EI, as it exposes one to diverse perspectives and challenges
(Hopkins et al., 2008; Karakus et al., 2021; Sanchez-alvarez et al., 2020).

Work experience, on the other hand, seems to have a positive effect on El, as it provides
opportunities for learning and developing emotional skills in different situations (Fernandez-
Berrocal et al., 2012; Hopkins et al., 2008). Nevertheless, the type and quality of work
experience may also matter, as some jobs may require more or less El than others (Venmani et
al., 2022). In conclusion, the relationship between EI and socio-demographic variables is
complex and multifaceted. Different studies have yielded different results depending on the
sample, the measurement, and the context. Therefore, more research is needed to understand how

these variables interact with each other and with El.

2.3.7. Applications of Emotional Intelligence in Higher Education

El has been linked to various aspects of school life in the field of education, such as
learning, academic achievement, effective teaching, and pro-social behavior among instructors
and students (Jones et al., 2013). El also contributes to personal and professional development
and organizational success in workplace settings. Instructors who wish to improve their
effectiveness can benefit from professional opportunities to enhance their EIl, based on the
emerging connections between El and quality teaching (Rivers et al., 2012). Therefore, it is
essential for instructors to develop their own and others’ EI in order to maintain the performance
of their higher educational institutions. EI can help instructors improve their teaching skills in
various ways. For example, El can help instructors: To plan and deliver engaging and
meaningful lessons that cater to the diverse needs and interests of students, to create a positive

and supportive learning environment that fosters trust, respect, and collaboration among students,
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to provide constructive feedback and guidance that motivate and empower students to achieve
their learning goals, to assess students’ progress and achievements objectively and fairly, to
reflect on their own teaching practices and seek feedback from peers and mentors to enhance
their professional growth, manage their own emotions and stress levels effectively and cope with
the challenges and demands of teaching, to communicate effectively and empathetically with
students, colleagues, parents, and other stakeholders, to build strong relationships and networks
with other instructors and professionals in their field, to lead and participate in curriculum
development, innovation, and improvement initiatives, and to contribute to the vision, mission,

and culture of their institutions.

2.4. Effective Communication

2.4.1. Effective Communication: Definition and Factors

Effective communication is a vital skill for any social interaction, especially in higher
education institutions where instructors need to communicate effectively with various
stakeholders, such as employers, collegues, students, clients, suppliers, and customers. Effective
communication can be defined as the transfer of information or messages from a sender to a
receiver, followed by feedback that indicates an understanding of the message (Altinoz, 2009).
However, effective communication is not just about exchanging words, letters, or symbols; it is
also about accessing the mind or thoughts of another person (Ince & Gil, 2011). Effective
communication encompasses the actions individuals take to influence others' perspectives,
fostering connections between people and organizations. Moreover, Nasiru and Hammawa
(2020) define it as a process involving communication, attentive listening, and mutual
comprehension among institutional staff. In line with this, Winarso (2018) emphasizes
communication's social dimensions, highlighting its role in promoting strong interpersonal and
institutional relationships. Therefore, effective communication is a multifaceted phenomenon
that means different things to different people and depends on various factors, such as the

context, the purpose, the audience, and the medium of communication.

Effective communication can have various benefits for higher education institutions. It
can enhance organizational outcomes, such as productivity, efficiency, quality, innovation, and
customer satisfaction (Stanikzai, 2017). It can also improve instructors’ comprehension, moods,

communities, institutions, leadership, and even the humanities (Stanikzai, 2017). Furthermore, it
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can foster interpersonal and professional relationships among instructors and other stakeholders
through the use of profound, considerate, focused, dynamic, and appropriate gestures (Ramirez,
2012). Additionally, it can facilitate the creation and dissemination of institutional goals and
values through effective communication and, it can enable instructors to demonstrate job habits

that are acceptable and necessary for their profession.

However, effective communication also faces many challenges in higher education
institutions. Some of these challenges are: cultural differences and language barriers (Dwyer,
2019), noise interference and lack of feedback (Altinoz, 2009), and miscommunication (Ince &
Gul, 2011). To overcome these challenges and achieve effective communication goals,
instructors need to adopt some strategies. Some of these strategies are: planning and preparing
the message before delivering it; choosing the appropriate medium and channel for the message;
adapting the message to the audience’s needs and expectations; using clear and concise language
that avoids ambiguity and jargon; providing relevant evidence and examples to support the
message; asking for feedback and clarifying any doubts or misunderstandings; listening actively
and empathetically to the receiver’s response; and showing respect and appreciation for the
receiver’s perspective. By following these strategies, instructors can enhance their
communication skills and reduce the communication barriers that hinder effective

communication in higher education institutions (Mahmud et al., 2020).

2.4.2. Effective Communication in Higher Education

Effective communication is vital for achieving institutional goals and maintaining
positive relationships among academic staff in higher education (Hoy & Miskel, 2017). It helps
to enhance functionality, accomplish goals, and establish organizational relationships. Effective
communication in higher education can be classified into four categories: professional,
interpersonal, institutional, and administrative (Hoy & Miskel, 2017). As higher education
institutions support a large number of individuals from diverse backgrounds and positions, they
need to communicate in a way that not only conveys information but also considers its impact
and effectiveness on the instructors. Moreover, higher education institutions must continually
evaluate their communication practices to adapt to the changes in their structure and operation,
especially in virtual and physical modes as well as demographic shifts (Sharma, 2015).
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One of the key factors that influences the success of any organization or entity is
effective communication (Worley & Doolen, 2006). Effective communication is essential for
expressing feelings, emotions, expectations, and goals with staff members. It also facilitates the
sharing of information, ideas, opinions, and suggestions among employees, which leads to
increased participation and a sense of unity and belonging to the institution (Manafzadeh et al.,
2018). On the contrary, the lack of communication or feedback can negatively affect employees’
trust, morale, and motivation (Vakola & Bouradas, 2005). Effective communication thus
connects the actions and activities that people and organizations do to attain their intended goals.
Therefore, effective communication is crucial for instructors or employees in higher education
because it enhances their emotions, motivation, satisfaction, and commitment while reducing

their turnover intentions by promoting retention.

2.4.3. The Importance of Effective Organizational Communication in

Higher Education

Effective organizational communication refers to the exchange of information and
feedback that is clear, relevant, and constructive among the employees and the leaders of an
organization. One of the main effects of effective communication is on the instructors’ job
satisfaction, which is the degree to which they enjoy and value their work. Several studies have
found that effective communication increases job satisfaction by enhancing the instructors’
emotions, motivation, happiness, commitment, and sense of purpose. For example, Pongton and
Suntrayuth (2019) reported that effective communication, feedback reception, and constructive
criticism had a direct positive impact on instructors’ job satisfaction in Thailand. Similarly, John
and Vaught (1997) found that effective communication was a major factor influencing job
satisfaction among instructors in the US. However, some studies have not found a significant
relationship between effective communication and organizational commitment, which is the
degree to which the instructors identify with and support the goals of their organization. For
instance, Trombetta and Rogers (1988) indicated that effective communication reduced work

satisfaction but did not affect the organizational commitment of employees in a US university.

Another effect of effective communication is on the instructors’ communication
13

satisfaction, which is the emotional response to communication in the workplace or “a

generalized feeling which an instructor has toward his total communication environment” (Down
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& Hazen, 1990). Communication satisfaction depends not only on the clarity and relevance of
the information provided, but also on the quality of the interactions with coworkers and
superiors. Anderson and Martin (1995) argued that employees seek communication that satisfies
their interpersonal needs for inclusion, such as being respected, valued, and supported by others.
The level of communication satisfaction is also related to the instructor’s role and position within
the institution, as different roles may have different expectations and preferences for

communication.

Communication satisfaction can have various consequences for the instructors’ work
performance and well-being. On the positive side, communication satisfaction can enhance
organizational effectiveness, employee-employer relations, job performance and productivity,
customer satisfaction, instructor performance, attitude, and morale. It can also foster morale,
commitment, and motivation among employees to achieve organizational goals. Organizations
and leaders that promote open and bi-directional communication have higher levels of employee
satisfaction and well-being. On the negative side, ineffective communication can lead to stress,
turnover intentions, absenteeism, low feedback, and burnout. In the context of Ethiopian higher
education institutions, there is little evidence that links instructor satisfaction to work quality.
However, based on the literature review, it can be inferred that effective communication has a
positive association with work morale, job satisfaction, organizational commitment, and staff
retention. Effective communication can also have a beneficial impact on the psycho-social

factors mentioned above.

2.4.4. The Relationship between Effective Communication and Socio-

Demographic Variables

The relationship between effective communication and socio-demographic variables
among instructors or teachers in higher education can vary based on individual and cultural
factors. Age can influence communication styles and preferences (Hargie & Tourish, 2009).
Older instructors may have more experience and potentially better communication skills, but
they may also be less adaptable to new communication technologies and methods. Younger
instructors might be more comfortable with technology but may lack experience (Hargie &
Tourish, 2009). Effective communication may require a balance between traditional and modern

communication methods. Gender can influence effective communication, as research indicates
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that there are differences in communication styles between men and women. Women are often
viewed as more empathetic and collaborative, whereas men may be seen as more direct and
authoritative. To achieve effective communication, it is important to acknowledge and adapt to
these gender-related differences while avoiding stereotypes. Marital status may influence the
availability and work-life balance of instructors. Married instructors may have responsibilities
outside of work, which can affect their availability and stress levels. Effective communication
should consider the personal circumstances of instructors and offer flexibility when needed.
Instructors with higher levels of education may have advanced communication skills and be
better equipped to convey complex ideas. However, they should be mindful of not using jargon
that their students cannot understand. Effective communication in education often involves
simplifying complex concepts and adapting the level of language to the audience. Work
experience is a valuable asset for instructors. Experienced instructors may have developed
effective communication skills through years of teaching, but they should also be open to
incorporating new teaching techniques and adapting to changing student demographics. Effective

communication should be a combination of experience and adaptability.

It's important to note that these socio-demographic variables are not the sole determinants
of effective communication. Effective communication in higher education often depends on the
ability to understand and respond to the needs and expectations of students, which can vary
widely. Additionally, the cultural context of the institution and the specific subject matter being
taught can influence the communication dynamics. Instructors in higher education should
continually assess and refine their communication strategies to ensure that they are effectively
reaching their students and promoting a positive learning environment. This may involve a
combination of face-to-face and digital communication, active listening, feedback mechanisms,

and the ability to adjust to the changing dynamics of the student body.

2.5. Job Motivation

2.5.1. Concepts and Overview of Job Motivation

Job motivation is defined as the compelling combination of internal and external factors
that propel individuals to actively participate in their professional duties, invest their energy and
dedication, and strive to attain their objectives within their chosen occupation or career path

(Rietveld et al., 2022; Stankovska et al., 2017). This intricate blend of incentives shapes a
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person’s passion, tenacity, and commitment in the execution of their work-related
responsibilities. The word “motivation” can be described by the intrinsic and extrinsic drives or
forces that determine the emphasis and the individual’s direct action towards their particular goal
or objective (Gulnaz et al., 2016). In other words, motivation is the mechanism that inspires,
directs, preserves, and holds the capital on the right path. Intrinsic motivation refers to
performing an activity only for innate satisfaction. It is driven by a genuine love for the task, a
sense of curiosity, or a desire for mastery. Extrinsic motivation involves external factors that
encourage and incentivize individuals to perform well in their roles. This can include financial

rewards, promotions, recognition, or institutional support.

Many academics have made significant contributions to the idea that motivation is goal-
focused behaviour that incorporates both internal and external personal powers, which helps to
explain why people follow certain paths and maintain certain levels of strength while working
(Chidi & Victor, 2017). In the context of higher education, job motivation refers to the driving
force that compels educators, administrators, and staff within academic institutions to engage in
their roles with enthusiasm, dedication, and a sense of purpose (Rietveld et al., 2022; Stankovska
et al., 2017). This motivation is rooted in a combination of intrinsic and extrinsic factors that
influence individuals working in educational settings (Deci & Ryan, 2008; Kim, 2020). Intrinsic
motivators include the sense of accomplishment from positively impacting students’ lives, the
joy of intellectual growth, and the fulfillment of contributing to academic excellence (Deci &
Ryan, 2008; Kim, 2020). Extrinsic motivators are often tied to performance evaluations and the
attainment of specific career goals or outcomes (Rietveld et al., 2022; Stankovska et al., 2017).
Job motivation in higher education encompasses the internal and external forces that drive
individuals to excel in their roles, foster a positive learning environment, and contribute to the
goals and mission of their educational institutions (Rietveld et al., 2022; Stankovska et al., 2017).
It plays a pivotal role in the success of academic endeavors and the overall advancement of
higher education (Deci & Ryan, 2008; Kim, 2020).

2.5.2. The Significance of Motivation in Higher Education

Education embodies the holistic development of individuals and transcends the confines of
the lecture hall (Victor & Babatunde, 2014). In higher education, instructors assume the roles of

facilitators and mentors, with their primary impetus closely tied to students' academic success
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(Victor & Babatunde, 2014). Consequently, scholars and researchers have pinpointed various
motivational challenges faced by instructors in higher education, which exert a substantial
influence on enhancing job satisfaction, organizational commitment, and overall institutional
progress (Malik et al., 2010). Research conducted in Nigeria revealed that academic staff in
higher education institutions allocate 48% of their time to administrative tasks, while a mere
29% is dedicated to teaching activities (Ekundayo & Konwea, 2010). The amalgamation of their
remuneration and purchasing power often encourages academic staff to limit their commitment
to institutional duties, be it administration or teaching, as they prefer supplementary income-
generating activities (Victor & Babatunde, 2014). However, it is worth noting that salary,
although conspicuous, is not the sole driver of academic staff motivation; intangibles such as
empowerment, recognition, and feedback stand as pivotal motivators for effective performance
(Fuhrmann, 2006). Furthermore, scholars like Filak and Sheldon (2003) contend that work
motivation plays a vital role in an institution's progressive success and the efficacy of

educational endeavors.

Competent and experienced academic staff, coupled with professional development,
familiarity, and financial resources, are considered fundamental pillars in the productivity of
higher educational institutions. Nevertheless, the contributions of academic staff's work
motivation and job satisfaction to institutional growth and advancement often remain
underappreciated (Ololube, 2006). Job motivation, as elucidated by Li et al. (2014), pertains to
the enthusiasm with which academic staff engage in their academic and research endeavors to
attain institutional objectives. Ololube (2006) further clarifies that job satisfaction encompasses
the capacity of one's job to fulfill individual needs and enhance job performance. Researchers
like Nwakasi and Cummins (2019) and Ololube (2006) have explored the positive correlation
between job motivation and job satisfaction, with highly motivated instructors exhibiting greater
work efficacy (Bozpolat, 2016). It is also anticipated that motivated instructors are more inclined
to go the extra mile to enhance student performance and validate academic progress. Conversely,
the absence of instructor motivation can contribute to subpar learning outcomes, jeopardizing

institutional success and progress.

Motivational factors such as employee well-being, competitive compensation, career

advancement, positive intercollegiate relationships, and interactions with superiors can elevate
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teacher effectiveness and productivity in the workplace. Positive peer relationships foster unity
and a sense of belonging, thereby enhancing instructors' success and productivity levels. Certain
interpersonal dynamics, both within and outside the workplace, appear to be more conducive to
success. To foster cohesion among instructors, institutions should consider organizing social
events. Additionally, Teresa (2012) underscores the paramount role of instructor motivation in
promoting excellence in teaching and learning, asserting that motivated instructors are more
likely to inspire students and enforce educational reforms. The quality of an educational system,
therefore, hinges on the caliber of its educators. While instructor motivation is pivotal to the
teaching and learning process, many educators in developed nations still grapple with low levels

of motivation.

2.5.3. The Relationship between Job Motivation and Socio-Demographic

Variables in Higher Education Instructors
Extensive research has examined the interaction between socio-demographic variables
and job motivation in the context of higher education. This literature review provides an
overview of the existing knowledge regarding this relationship, focusing on how various socio-

demographic factors influence instructors' motivation.

Age plays a pivotal role in instructors' motivation. Studies have shown that younger
instructors exhibit higher levels of intrinsic motivation due to their enthusiasm and adaptability
to evolving teaching methods and technologies (Deci et al., 1991). In contrast, older instructors
may shift their motivation towards extrinsic factors such as job security and retirement benefits
Ryan and Deci (2000), highlighting the complexity of motivation across different age groups.
Gender-based differences in job motivation among higher education instructors have been
extensively studied (Stolk et al., 2021). However, research findings regarding this topic are
inconsistent. Some studies suggest that men are more motivated by financial incentives and
promotions, while women prioritize intrinsic factors such as student success and the joy of
teaching (Stolk et al., 2021). Marital status significantly impacts instructors' job motivation.
Married instructors may have greater financial responsibilities, making monetary rewards a more
significant motivator. Conversely, unmarried instructors might prioritize personal and

professional growth (Meng & Yang, 2023; Stankovska et al., 2017). Understanding the influence
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of marital status on motivation is crucial for designing effective motivational strategies (Denson

& Szelényi, 2022). Educational attainment also shapes instructors' motivation.

Research indicates that instructors with advanced degrees often exhibit higher levels of
intrinsic motivation driven by their passion for research and academic excellence (Gagné &
Deci, 2005). Conversely, those with lower educational qualifications may place more emphasis
on extrinsic rewards, such as salary, as motivating factors (Gagné & Deci, 2005). Work
experience is another significant socio-demographic variable influencing job motivation in
higher education. Novice instructors may experience higher motivation due to the novelty of the
teaching experience and their desire to prove themselves (Stankovska et al., 2017). Experienced
instructors, on the other hand, may find motivation in mentorship and facilitating the
development of younger educators. Recognizing the varying needs of instructors at different
career stages is vital. In conclusion, the relationship between job motivation and socio-
demographic variables among higher education instructors is a multifaceted and evolving field of
study. This literature review highlights the distinct roles played by age, gender, marital status,
educational background, and work experience in shaping instructors' motivation. Understanding
these dynamics is pivotal for creating effective motivational strategies tailored to the specific

needs and aspirations of instructors in higher education.

2.6. Job Satisfaction

2.6.1. Conceptual Foundations and Significance of Job Satisfaction

In 1935, Hoppock introduced the term "job satisfaction,” defining it as encompassing
both the psychological and functional dimensions of employees' contentment with their job-
related environmental aspects and their subjective reactions to their workplace. This foundational
concept has since been further elucidated by scholars in the fields of psychology, sociology, and
organizational behavior, as exemplified by Vroom (1964) cited in Lee et al. (2017).
Additionally, researchers like Youssef and Luthans (2007) have characterized job satisfaction as
a positive emotional state resulting from the evaluation of one's work or work experiences. They
emphasized that job satisfaction hinges on how well an employee perceives their job meeting
their significant needs. Furthermore, Robbins and Judge (2013) defined job satisfaction as an
attitude characterized by positive sentiments toward one's work. Spector (1985) also identified

job satisfaction as encompassing various factors, including promotion opportunities,
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compensation, supervision, incentives, fringe benefits, colleagues, work procedures, job nature,
and communication. Consequently, an individual's feelings about their employment within an

organization contribute to their overall sense of job satisfaction.

During the 1970s, industrial psychologists concentrated on exploring the connection
between job satisfaction and turnover intention. Researchers sought to investigate the links
between turnover intentions and predictive factors. The importance of job satisfaction within the
teaching profession cannot be understated, as an instructor's effectiveness significantly impacts
students' performance (Parveen et al., 2020). Academics, akin to employees in the corporate
sector, tend to resign if they experience job dissatisfaction, as job dissatisfaction and the
intention to leave are closely linked (Abou Harash & Penderghast, 2010). Thus, job satisfaction
has emerged as a prominent factor attracting the attention of experts in organizational behavior
(Bahjat Abdallah et al., 2017).

Moreover, job satisfaction holds significance not only in organizational behavior but also
in diverse fields such as organizational and industrial psychology and education. Within
educational institutions, analyzing and assessing the working conditions and environment for
academic staff is crucial. Job satisfaction plays a pivotal role in retaining active employees and
ensuring organizational success (Bahjat Abdallah et al., 2017). Job satisfaction refers to the
attitudes and emotions experienced by employees in relation to their jobs. This concept has long
piqued the interest of social and educational scientists concerned with workplace issues in the
educational system (Armstrong, 2009). Many scholars and researchers have been drawn to the
topic of job satisfaction due to the belief that work should satisfy one's needs and uphold human
dignity. Work lacking these attributes is viewed negatively (Abebe & Markos, 2016). To
empirically explore the concept of job satisfaction, it is essential to explicitly define it. Job
satisfaction represents individuals' overall orientation towards their job positions, distinct from
the fulfillment of specific job aspects. While this conceptualization posits job satisfaction as a
singular concept, it acknowledges that the factors influencing this attitude are multifaceted. Job
satisfaction is based on emotional responses to the work situation but remains an abstract concept
that can only be inferred.

Job satisfaction is closely tied to both actual rewards and expected rewards. A small or

negligible disparity between the two engenders a positive attitude, while a substantial gap leads
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to a negative attitude and decreased satisfaction. Furthermore, job satisfaction relates to job
dimensions, encompassing job material, compensation, coworker relations, and advancement
opportunities. Effective supervision is the final piece of the puzzle (Abebe & Markos, 2016).
Satisfied instructors excel in their roles and exhibit commitment to both their work and the
organization. Therefore, identifying factors influencing staff job satisfaction is crucial for
employers, as it significantly impacts organizational performance and productivity (Awang,
2015).

2.6.2. Factors Influencing Job Satisfaction

Numerous researchers have extensively investigated the factors influencing instructors'
job satisfaction. However, a divergence of opinions exists regarding whether job satisfaction is
unidimensional or multidimensional. Some scholars, like Lawler and Porter (1967), contend that
job satisfaction is unidimensional, suggesting that individuals are either satisfied or dissatisfied
with their jobs. In contrast, Ironson et al. (1989) argue that job satisfaction is multidimensional,
with individuals varying in satisfaction across specific job dimensions such as compensation,
workplace conditions, and supervision (Robbins and Judge, 2013). Robbins and Judge (2013)
additionally identified salary, job nature, promotion opportunities, supervision, and colleague
relationships as key job satisfaction elements, also adding "working conditions." In addition to
the aforementioned factors, various other dimensions have been identified as influencing job
satisfaction, including age, gender, qualifications, compensation and benefits, management
policies, growth opportunities, respect, achievement, training, job autonomy, and organizational
justice (Ellickson & Logsdon, 2002). Within the literature, the most consistently studied
predictors of job satisfaction include pay, the nature of the work, promotion prospects, co-worker
relationships, supervision, and working conditions, as demonstrated by (Abdullah & Hui, 2014;
Che Nawi et al., 2016; Rehman et al., 2013).

2.6.3. Empirical Findings on Job Satisfaction in Educational Settings
Scholars and philosophers have long been fascinated by the complex relationship
between people and their work. This topic is especially relevant for educators, who spend a large
part of their lives in the classroom. Two studies examined the school climate and job satisfaction
among secondary school teachers in India and Iran Hussain et al. (2022) and Mahmood et al.

(2011). The studies used job satisfaction as the dependent variable and variables such as
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teachers’ value orientation, school climate, and other demographic and professional
characteristics as independent ones. The results indicated that teachers in private schools had
higher job satisfaction than those in government schools in both countries (Hussain et al., 2022;
Reilly et al., 2013). The study also revealed the salient values for teachers, with Iranian teachers
emphasizing knowledge, health, and family, while their Indian counterparts valued democracy,
religion, and knowledge. Another investigation focused on job satisfaction and motivation
among primary-level teachers in India. It found a strong correlation between the two factors.
High motivation levels boosted organizational loyalty and increased tenure. The study also
discovered that teachers with high emotional intelligence had greater job commitment, while
those with low emotional intelligence experienced lower job satisfaction and less organizational
commitment (Honingh & Oort, 2009). A replication of this study in India showed no significant
correlation between emotional intelligence and job satisfaction or commitment among primary-
level teachers (Wessel et al., 2008).

The prevailing belief is that satisfied employees are less likely to abandon their
organizations (Hameed et al., 2018). A study involving Malaysian scholars indicated positive
effects on career performance stemming from organizational support and person-to-job fit (Abu
Said et al., 2015). A comprehensive literature review of 54 studies identified organizational
factors such as environment, culture, and performance evaluation as significant influencers of
teacher satisfaction and motivation (Viseu et al., 2016). Conversely, a study involving Chinese
university teachers found that enhancing perceived organizational support contributed to
increased job satisfaction among university educators (Pan et al., 2015). Transformative
leadership styles have been identified as a factor impacting the job satisfaction of academic
personnel in public tertiary institutions (Alonderiene & Majauskaite, 2016; Bibi et al., 2018).
Enhancing job satisfaction through improved working conditions has the potential to elevate
organizational engagement among instructors (Malik et al., 2010). Empirical evidence drawn
from private universities in Bangladesh asserts that working conditions significantly influence
job satisfaction in academia (Masum et al.,, 2015). Pertaining to teacher job stressors,
considerations should include the absence of office facilities, excessive bureaucratic paperwork
(Sinniah et al., 2022), and limited opportunities for professional career development (Shah G.

Syed et al., 2012). The value of human relationships in bolstering staff empowerment and
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commitment cannot be overstated Bendermacher et al. (2019), thereby fostering teaching and

learning communities within higher education institutions.

Within the personal context of teachers, a study involving 424 academic and
administrative employees across 25 public and private universities in the Bikaner district of
Rajasthan, India, has concluded that the balance between personal and professional life
significantly impacts job satisfaction (Hameed et al., 2018). These findings align with those of
Mudrak et al. (2018) in the case of Czech Republic teachers, emphasizing the need for policies
promoting academic leadership quality and work-family equilibrium for their positive effects. An
exploratory factor analysis by Hameed et al. (2018) underscores the necessity of enhancing
faculty motivation in both public and private universities, favoring factors such as growth
opportunities, interpersonal relationships, participative management, job security, monetary
benefits, and research-based activities. Notably, Oshagbemi (1997) investigates the correlation
between university instructor satisfaction and salary in the United Kingdom, revealing that over
50% of respondents were dissatisfied with their compensation. In contrast, Tentama et al. (2021)
have reported that instructors at the Public Assam University in India are gratified with their

"pay and allowance."

2.6.4. The Relationship between Job Satisfaction and Socio-Demographic

Variables

The relationship between job satisfaction and socio-demographic variables has been
explored by numerous studies. These variables can be categorized into three main groups:
Several studies have examined the association between job satisfaction and gender. For example,
Abbas and Parvin (2008) conducted a cross-cultural examination of school teachers’ satisfaction
in Iran and India concerning their value orientation and school organizational climate. Their
research revealed that there was no visible disparity between male and female teachers.
Similarly, Spector (1985) probed the link between gender and overall satisfaction of full-time
business faculty within the Wisconsin Technical College System using the Job Satisfaction
Survey. They also failed to establish a connection between gender and overall satisfaction, as
corroborated by (Dey et al., 2016).
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Moreover, many studies have examined the influence of age on job satisfaction. For
example, Yu etal. (2002) conducted an extensive investigation into the factors affecting teacher
satisfaction. They observed that the age level of teachers did not impact their satisfaction level.
In contrast, some studies have posited that age is indeed a pivotal factor in shaping satisfaction.
For instance, Warr's (1992) review of multiple studies on the relationship between age and job
satisfaction suggested that older workers tend to be more satisfied than younger ones. However,
more recent research has shown that this relationship is not so simple and is influenced by
various factors, such as personality traits, occupational level, national culture, and type of job
satisfaction. For example, Topino et al. (2021) found that conscientiousness moderated the effect
of age on job satisfaction, such that it was positive for younger and average-age workers and less
significant for older workersl1. Dorien et al. (2011) conducted a meta-analysis of 244 studies and
found that age was positively related to job satisfaction, but this relationship was moderated by
several factors, such as type of job satisfaction, occupational level, and national culture. Clark et
al. (1996) examined the relationship between age and job satisfaction in a sample of British
workers and found a U-shaped pattern, such that job satisfaction was lowest for workers in their
30s and 40s and highest for workers in their 20s and 50s. These findings indicate that age is not a
simple predictor of job satisfaction and that other variables need to be considered when studying
this topic.

Additionally, some studies have examined the effect of teaching experience or subject of
teaching on job satisfaction. For example, (Hoque et al., 2023; Kadtong et al., 2017) reported
that the experience of teachers and their subjects of specialization did not influence their
satisfaction level. On the other hand, Abbas and Parvin (2008) found that none of the socio-
demographic variables held a substantial influence over the satisfaction of educators in both
countries. In conclusion, the relationship between job satisfaction and socio-demographic
variables is complex and nuanced, and requires further research to obtain a comprehensive

understanding of these dynamics.

2.7. Organizational Commitment

2.7.1. Concepts and Overview of Organizational Commitment

Organizational commitment is a widely studied psychological construct in organizational

studies for the last three or four decades. However, it does not have a universal definition and has
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been conceptualized and measured in various ways. A common theme among these approaches
is that organizational commitment refers to the bond or linkage between an individual and the
organization (Mathieu & Zajac, 1990). Organizational commitment reflects the attitude of an
individual towards the organization and its goals, values, and mission (Hussain et al., 2014;
Qureshi et al., 2019; Romeo et al., 2020). It also implies the psychological liking and devotion of
an individual to the organization Hussain et al. (2014) and the feeling of responsibility towards
its success (Qureshi et al., 2019). Organizational commitment can be divided into three main
components: identification, involvement, and loyalty (Meyer & Allen., 1997). Identification
refers to the strong belief and acceptance of the organization's goals and values. Involvement
refers to the willingness to exert considerable effort for the benefit of the organization. Loyalty
refers to the strong desire to remain with the organization. An instructor's sense of duty to stay in
the organization is an example of organizational commitment. Organizational commitment is
beneficial for both employees and organizations, as it enhances their performance, satisfaction,
and retention (Kumari, 2011; Mathieu & Zajac, 1990). Organizational commitment is also a
socio-psychological phenomenon that reflects the attraction and attachment of an individual to

the work and the organization, as well as to their group or profession.

In their review of the literature on organizational commitment, many scholars identified
three general themes in the definition of commitment (Bakhshi, 2011). These themes are:
affective commitment, which is the emotional attachment to the organization; continuance
commitment, which is the perceived cost of leaving the organization; and normative
commitment, which is the obligation to remain in the organization. They defined commitment as
a psychological state or mindset that increases the likelihood of an employee's membership in an
organization. Moreover, they argued that the common thread among the three themes is that
commitment is a psychological state that (1) characterizes the instructor's relationship with the
organization and (2) influences the decision to stay or leave the organization. According to these

themes, instructors can have different levels of each form of commitment.

Affective commitment is the emotional involvement and attachment of an employee to a
specific organization. It reflects the long-term feelings of workers about their work and their
alignment with the goals of the organization (Qureshi et al., 2019). Employees with high

affective commitment stay with their organization because they want to stay in their
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organizations (Khan et al., 2021). Continuance commitment is the perceived cost of leaving the
organization. It means that employees who face higher costs of quitting are less loyal and more
likely to leave their organization (Khan et al., 2021). One of the perceived costs is the loss of
desirable benefits, such as high compensation or career opportunities. Employees who have a
strong position in their organization do not want to risk losing these benefits, so they do not
easily quit their organization. On the other hand, employees who have few alternative job options
with better packages remain with their current organization because they have to. Normative
commitment is the obligation to stay in a specific organization (Khan et al., 2021). Employees
show this type of commitment to their organization because they feel they should, for moral or
religious reasons, not because they want or need to (Khan et al., 2021). Moreover, Khan et al.
(2021) and Meyer et al. (2002) found that committed employees are more likely to stay with the
organization and work towards its purpose, objectives, and goals. In general, it can be said that
employees with strong affective commitment stay with the organization because they want to;
those with high continuance commitment stay because they need to; and those with high
normative commitment stay because they ought to. Khan et al. (2021) argue that by considering
all three forms of commitment together, one can gain a deeper understanding of the employee-

organization relationship.

The literature provides ample evidence that organizational commitment has been the focus
of various job practices, such as employee turnover, individual performance, and working
conditions (Aguinis & Glavas, 2012). Employees are more likely to stay in their organizations if
they show loyalty to them and are expected to give their best and work hard for their success and
prosperity. It is known that employees with high organizational commitment perform much
better than those with low organizational commitment (Chughtai & Zafar, 2006). However, few
researchers have studied organizational commitment among university teaching faculty. The
relationship between organizational job satisfaction and organizational commitment of university
teaching staff has been rarely explored by research scholars. Therefore, it is desirable to conduct
a study that examines the perceived impact of organizational job satisfaction on the faculty of a
university. Thus, it is predicted that organizational job satisfaction may play a significant role in

influencing university employees' organizational commitment.

Research on employee engagement Brad Shuck et al. (2011) generalizes and concludes
that high employee commitment is generated by the harmony of the organizational atmosphere
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and personal factors. Most studies show that commitment is directly related to job satisfaction.
However, it is noteworthy that only 9 percent of workers satisfied with their jobs are committed
to the organization's objectives, while all people with high commitment are also highly satisfied
with their jobs (Brad Shuck et al., 2011). Uncommitted workers discourage any self-expression.
In sum, it would be a mistake to explain the presence or absence of organizational commitment
only through the employees' characteristics and internal motivation. The highest influences on
employees' commitment are meaningfulness of work, psychological security, work execution
opportunities, and work environment, i.e., areas that are beyond the control of the employees

themselves.
2.7.2. Organizational Commitment in Higher Education

The academic staff members of higher education perform a variety of essential tasks and
are the main components of the higher education system. Their commitment and satisfaction
with their organization or institution influence the success of universities (Tadesse, 2019).
Organizational commitment is a key social factor that affects organizational effectiveness. Azlan
et al. (2017) argued that highly committed academic staff members are necessary for achieving
the success of universities. Administrators should consider the commitment of academic workers
to their universities when pursuing fair compensation. Universities often attempt to increase the
commitment of their academic staff members by encouraging them to be diligent, resourceful,
and aligned with institutional objectives. Several factors indicate that institutions should maintain
quality and reduce the turnover intentions of instructors (Timalsina et al., 2018). Moreover, staff
members’ commitment to their organizations, their teaching and research programs, and their
supportive interactions with their colleagues positively influence the success of the academic
institution (Timalsina et al., 2018). Therefore, universities aspire to retain committed staff
members in their organizations internationally. Highly committed teachers have a beneficial
impact on an organization; they tend to stay associated with the institute and have less desire for
turnover. On the contrary, a lower level of engagement of instructors may increase withdrawal
behaviors, less commitment, less involvement in group work, and other negative outcomes, thus
increasing the costs of hiring new instructors (Armstrong, 2009). Similarly, a low level of
organizational commitment by teachers reduces the quality and competitiveness of higher
education institutions globally. Correspondingly, multiple research studies have shown that the

organizational trust of workers decreases as organizational commitment decreases (Aydin et al.,
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2011). Universities should therefore adopt proactive policies and strategies for staff recruitment
and retention, which are likely to enhance the well-being and effective performance of the

institution, to succeed in this increasingly unpredictable environment.

2.7.3. The Relationship between Organizational Commitment and Socio-

demographic Variables

Demographic characteristics are widely studied determinants of organizational
commitment. Research has consistently demonstrated significant associations between socio-
demographic factors, such as age, gender, marital status, educational status, and work
experience, and organizational commitment (Nazir Haider Shah, 2020). For instance, studies
have found a significant connection between length of employment and organizational
commitment (De los Santos & Norland, 1994). However, Agu (2016) reported that educational
status and age do not serve as meaningful predictors of job satisfaction and organizational
commitment. Furthermore, marital status and family obligations, also known as kinship
responsibilities, are also linked to organizational commitment (lverson & Buttigieg, 1999). In the
context of marriage and increased family responsibilities, researchers suggest that instructors
with greater family commitments, such as having more children, may show higher levels of
affective and continuance commitment (Iverson & Buttigieg, 1999). However, according to the
work-family conflict literature by Esther et al. (2019), academics with heightened family
obligations may choose family over work when facing conflicts, thereby establishing a negative
relationship between family Kinship responsibilities and commitment. Gender is another
prominent socio-demographic variable in commitment research, but it has yielded conflicting
outcomes in studies on organizational commitment. Some researchers argue that men show
higher levels of organizational commitment than women, while others find no gender disparity in

their organizational commitment investigations (Powell et al., 2004).

Additionally, other studies revealed that women show greater commitment to consistency
compared to men, while Ngo and Tsang (1998) found no substantial relationship between gender
and commitment. Furthermore, meta-analytic studies conducted by Mathieu and Zajac (1990)
showed that women display higher commitment to the organization than men. Conversely,
educational status has an inverse relationship with organizational commitment (Mathieu & Zajac,

1990; Tansky & Cohen, 2001). Highly educated individuals expect more from the organization
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than it can offer, reducing their affective involvement (Tansky & Cohen, 2001). Additionally,
organizations may face challenges in providing adequate incentives for highly educated
employees. Previous research showed a direct association between education and continuance
commitment. However, individuals with lower educational levels have fewer transferable skills
for alternative organizational contexts, which negatively affects their continuance commitment
(Mathieu & Zajac, 1990). Kacmar et al. (1999) investigated socio-demographic factors such as
age, gender, and marital status as antecedents to instructors' organizational commitment, job
satisfaction, turnover intentions, and life satisfaction. These investigations have consistently
revealed that organizational commitment positively correlates with age, job satisfaction, and life

satisfaction, while negatively correlating with turnover intentions.

2.7.4. The Relationship between Emotional Intelligence and Turnover

Intention

Emotional intelligence (EI) is the ability to understand and manage one’s own emotions
and the emotions of others. Turnover intention (TI) is the degree to which an employee plans to
leave his or her current job or organization. The theory of EI posits that instructors’ EI is crucial
for their adaptation to the environment and their psychological wellbeing and personal growth,
regardless of their cognitive abilities and/or academic performance (Mayer et al., 2016).
However, the relationship between El and T1 in the context of higher education instructors is not
very clear or consistent. Although EI has been widely researched, few studies have examined its
relationship with the TI of instructors in academic institutions (Carmeli, 2003). Moreover, the
existing studies have reported inconsistent results. Some studies have found that EI has a
negative effect on T1, meaning that instructors with higher EI are more likely to stay in their jobs
and institutions Gara Bach Ouerdian et al. (2021), while other studies have found that El has a
positive effect on TI, meaning that instructors with higher El are more likely to leave their jobs
(Waheed Akhtar et al., 2017). There are also some studies that have found no significant
relationship between El and Tl (Kaur & Sharma, 2019). One possible explanation for these
mixed findings is that there are other factors that mediate or moderate the relationship between
El and TI, such as job satisfaction, proactive personality, interpersonal conflict, leader-member
exchange, organizational culture, organizational commitment, and organizational justice

(Mohammad et al., 2014). These factors can influence how EI affects TI depending on their level
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and quality. This study aims to fill the gap in the literature by empirically investigating how the
El of academic staff affects their TI in higher educational institutions. Using the model of El,
Brewster (2020) explores how EI influences university staff TI and how this link, in turn,
impacts the actual turnover of instructors in higher education institutions. The study hypothesizes
that instructors with high EI are more likely to have a positive outlook on their work
environment, which may help to lower the high turnover rates. That is, they will be more capable
of managing and controlling their emotions, and they will be less inclined to quit their jobs and

organizations. According to Carmeli (2003), El is negatively associated with TI.

2.8. The Relationship between Emotional Intelligence and Mediating Factors

2.8.1. The Relationship between Emotional Intelligence and Effective

Communication

El is the ability to perceive, understand, use and manage emotions in oneself and others
(Mayer & Salovey, 2008). Effective communication is the process of exchanging information,
ideas, feelings and feedback in a clear, respectful and constructive way. Effective
communication plays a pivotal role in the success of higher education institutions, shaping
interactions among faculty members, administrators, and students (Naib Singh, 2022). Emotional
intelligence, a construct rooted in the ability to recognize, understand, manage, and utilize
emotions effectively, has garnered attention as a key factor in enhancing communication within
the higher education context (Brackett et al., 2011). This literature review delves into the existing
body of research and theories surrounding the relationship between emotional intelligence and

effective communication in higher education settings.

Mayer and Salovey's model of emotional intelligence outlines the core components of
emotional intelligence, including the ability to perceive, understand, manage, and use emotions
effectively (Salovey & Mayer, 2008). This model is foundational to understanding the link
between emotional intelligence and effective communication. Effective communication often
necessitates the recognition and management of one's own emotions as well as the
comprehension and response to the emotions of others (Mayer et al., 2000). In higher education
settings, where diverse emotions and expectations coalesce, the significance of this model

becomes pronounced. Jorfi et al. (2011) conducted a study that illuminates the connection
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between emotional intelligence and effective communication. Their research suggests a positive
correlation between the emotional intelligence of staff and the quality and transparency of
communication within a professional context. This finding underscores the potential benefits of
fostering emotional intelligence skills among faculty and staff in higher education. Similarly,
Moon and Hur (2011) have highlighted the value of emotional intelligence in the workplace,
drawing attention to the reduced emotional fatigue experienced by individuals with high
emotional intelligence. In the context of higher education, where educators often engage in
emotionally charged interactions with students, colleagues, and administrators, the ability to
manage emotions effectively can contribute significantly to maintaining a positive and

productive communication environment.

In the higher education setting, faculty and staff often engage in emotional labor as they
manage their emotions to communicate effectively (Teixeira et al., 2022). This aspect of
emotional intelligence is critical when dealing with the diverse needs and expectations of
students and colleagues. Faculty members must navigate situations requiring empathy, conflict
resolution, and motivation while balancing their own emotional responses (Zhang & Zhu, 2008).
Emotional intelligence aids educators in maintaining a harmonious learning environment and can
contribute to a more effective and responsive communication approach (Zhang & Zhu, 2008).
Interpersonal communication skills are at the heart of effective communication in higher
education (S& et al., 2021). Emotional intelligence, with its emphasis on understanding and
managing emotions, enhances these skills (Bechter et al., 2023). Educators and administrators
need to convey information clearly, provide support to students, and maintain positive
relationships with colleagues (Moradi et al., 2018). The ability to recognize and respond to the
emotional states of others, such as students in distress or colleagues facing challenges, can
greatly influence the quality of communication and the overall learning experience in higher
education (Gilar-Corbi et al., 2018).

2.8.2. The Relationship between Emotional Intelligence and Job Motivation
The relationship between emotional intelligence and job motivation in higher education
instructors and in higher education settings in general is a topic that has been explored by various
researchers. Emotional intelligence (El) is the ability to perceive, understand, regulate, and

express emotions in oneself and others. Job motivation is the degree to which an individual is
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committed, engaged, and satisfied with their work. Many researchers have explored the positive
relationship between instructors’ EI and their work motivations, following the works of (Latif et
al., 2017). They have also highlighted the role of EI in both the positive and negative aspects of
working life, as motivation is a key factor in managing emotions. Some studies have found that
El has a positive impact on job motivation, as it helps instructors to cope with stress, manage
conflicts, communicate effectively, and foster positive relationships with students, colleagues,
and administrators (Halimi et al., 2020; Khassawneh et al., 2022). However, other studies have
suggested that the relationship between EIl and job motivation is not straightforward, and may
depend on various factors, such as the type of EI measure used, the level of education, the
cultural context, and the individual differences among instructors (Halimi et al., 2020;
Khassawneh et al., 2022). For example, some researchers have argued that EI may not be equally
relevant for all academic disciplines, and that some aspects of EI may be more important than
others for different teaching domains (Khassawneh et al., 2022). Additionally, some studies have
indicated that ElI may have a moderating or mediating role in the relationship between other
variables (such as personality traits, organizational climate, or leadership style) and job
motivation (Halimi et al., 2020; Khassawneh et al., 2022). Therefore, the literature review
suggested that emotionally intelligent employees are more capable of identifying, controlling,
and using emotions to enhance their own and others’ performance than those with lower EI
levels. Consequently, employees with higher EI were able to view their tasks positively and
increase their motivation. However, the relationship between EIl and job motivation in higher
education instructors and in higher education settings in general is a complex and dynamic one,
which requires further investigation and exploration. It is likely that ElI can enhance job
motivation in many ways, but it may also interact with other factors that influence instructors’

attitudes and behaviors at work.

2.8.3. The Relationship between Emotional Intelligence and Job Satisfaction
The relationship between workers’ emotional intelligence and job satisfaction has been
explored by previous research findings. Several studies have reported a weak to moderate
correlation between these two variables (Carmeli, 2003; Kafetsios & Zampetakis, 2008). Wong
and Law (2002) found a positive association between emotional intelligence and the job
satisfaction of both employees and their supervisors. Similarly, Stocks and April (2012) showed
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that higher levels of emotional intelligence were linked to greater subjective well-being among
leaders. Platsidou (2010) investigated the same relationship among special education teachers
and found a positive result. Anari (2012) also revealed a positive and significant association
between emotional intelligence and job satisfaction among English language teachers.
Akhyerkye Tabigat (2022) examined the role of emotional intelligence and job satisfaction
among 107 teachers and found a significant positive relationship. Kafetsios and Zampetakis
(2008) identified emotional intelligence as an important personality-level predictor in teachers.
Nadaf (2017) reported a positive and significant relationship between emotional intelligence and
job satisfaction. Cekmecelioglu et al. (2012) also found a significant positive correlation between
emotional intelligence and all dimensions of job satisfaction among physical education teachers
in Iran. Gileryuz et al. (2008) found that emotional intelligence was positively and significantly
related to both job satisfaction and organisational commitment. Honingh and Oort (2009)
suggested that staff with higher emotional intelligence were more committed to their jobs and
organisations, while those with lower emotional intelligence were less satisfied with their jobs
and had lower organisational commitment. Jordan and Troth (2011) found that individuals’
ability to regulate their own and others’ emotions was directly associated with their job
satisfaction and turnover intentions, which was mediated by the quality of their relationships
with others. Based on these empirical findings and theoretical suggestions, Herzberg’s two-factor
theory and the social exchange theory may be useful for understanding the job satisfaction level

of instructors in higher educational institutions.

In this chapter, we will review the existing studies on the relationship between El and JS
in the context of higher education, and identify the main findings, gaps and implications for
future research. A number of empirical studies have examined the relationship between EI and
JS in higher education settings. Many studies have found a positive and significant correlation
between EI and JS among higher education instructors or staff. For example, Abebe and Singh
(2023) found that employees’ EI was positively and significantly related to their JS and
performance in public universities in Ethiopia. Kafetsios and Zampetakis (2008) found that EI
was an important personality-level predictor of JS in teachers. Anari (2012); Cekmecelioglu et
al. (2012) and Shukla et al. (2018) also reported similar results in different contexts and samples.
However, some studies have reported mixed or null results regarding the relationship between El

and JS in higher education settings. For example, Cobb-clark et al. (2019) found that EI had no
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effect on the level of JS among Australian academics. Choi Sang et al. (2016) found that EI had a
significant positive relationship with JS among primary school teachers, but not among
secondary school teachers. These inconsistent findings may be attributed to several factors, such
as the different conceptualizations and measurements of El and JS, the different samples and
contexts of the studies, the different control variables and moderators of the relationship, and the
different statistical methods and analyses used. Therefore, more research is needed to clarify and
compare the effects of these factors on the relationship between EI and JS in higher education

settings.

2.8.4. The Relationship between Emotional Intelligence and Organizational

Commitment

Previous research has examined the relationship between emotional intelligence (EI) and
organizational commitment (OC) among academic staff in various sectors and regions, and
found a significant and positive association between these variables (Alsughayir, 2021; Hameli
& Ordun, 2022; Khalili, 2011; Ngirande, 2021). These studies suggest that individuals with
high emotional intelligence tend to demonstrate greater levels of commitment, collaboration, and
inspiration, which are crucial for organizational effectiveness (Wang, 2022). One reason for this
positive relationship is that EIl helps academic staff cope with the challenges and demands of
their work environment, such as teaching, research, administration, and service. Building upon
these empirical findings and theoretical frameworks, the social exchange theory can provide
valuable insights into the organizational commitment of instructors in higher education
institutions. Therefore, this study hypothesizes that instructors' OC is directly influenced by their
El

However, the relationship between EI and turnover intention (T1) is not only direct but
also mediated by other variables, such as OC, which refers to the degree of identification and
attachment that employees have with their organizations (Gara Bach Ouerdian et al., 2021).
Previous studies have shown that El is negatively related to TI, as emotionally intelligent
employees tend to experience more positive work outcomes, such as job satisfaction (JS),
performance, and well-being (Joseph & Newman, 2010). Moreover, EI is positively related to
OC, particularly affective commitment (AC), as emotionally intelligent employees tend to hold

more positive attitudes and feelings toward their organizations (Carmeli, 2003; Wong & Law,
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2002). Conversely, OC is negatively related to T, as committed employees are less likely to quit
their jobs (Meyer et al., 2002). Therefore, OC may act as a mediator that explains how El
influences TI. Several studies have tested these serial mediation models using different samples
and methods in the context of higher education instructors and higher education settings in
general. For example, Riaz et al.( 2017) found that El had a negative effect on TI, and OC
partially mediated this effect among 300 faculty members from 10 public universities in Saudi
Arabia. Another study by Halimi et al. (2020) found that EI had a negative impact on TI, and
OC and JS sequentially mediated this impact among 250 academic staff from five public
universities in Kuwait. A third study by Zeidan (2020) found that EI had a negative influence on
TI, and OC and OCB serially mediated this influence among 287 faculty members from four
public universities in Oman. These studies provide empirical evidence for the serial mediation of
OC in the relationship between EI and TI in the context of higher education instructors and

higher education settings in general.

2.9. The Relationship between Mediating Variables

2.9.1. The Relationship between Effective Communication and

Organizational Commitment

Effective communication can enhance instructors’ confidence, competence, and
commitment. For example, Buenviaje et al. (2016) found that effective communication skill
positively and significantly affected organizational commitment among faculty members in
Egyptian public universities. Effective communication can also affect instructors’ turnover
intention, which is their intention to leave their current job or organization for another one.
Turnover intention can harm both individuals and organizations, by reducing productivity,
lowering morale, increasing costs, losing human capital, disrupting services, and more.
Therefore, it is important to understand and reduce the factors that influence turnover intention.
One of these factors is effective communication. Several studies have found that effective
communication reduced turnover intention, meaning that the more effective the instructors

communicated, the less likely they left their jobs or organizations.

However, they also found that this relationship was mediated by organizational

commitment, meaning that communication had a stronger negative effect on turnover intention
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when commitment was higher. In other words, effective communication can reduce turnover
intention by increasing organizational commitment. For example, Awang et al. (2015) found that
organizational commitment negatively and significantly affected turnover intention among
academic staff in universities, and that this effect was stronger for those who had higher levels of
effective communication. Previous research has shown that committed instructors tend to
communicate more openly and persuasively, expressing their concerns and arguments with
confidence and skill (Gorden & Infante, 1991). Moreover, Tucker (2009) argued that this
communication and commitment were influenced by their knowledge and understanding of the
strategic issues facing their institutions. Effective communication also fosters a sense of
participation and belonging among instructors and other staff, as they align their actions and
values with the organizational goals and rules. This leads to increased satisfaction and

performance, which contribute to the organizational success.

2.9.2. The Relationship between Job Motivation and Organizational

Commitment

Previous studies have shown that there is a positive relationship between job motivation
and organizational commitment in higher education instructors and settings. For instance,
Tentama & Pranungsari (2016) found that motivated staffs enjoy their work intrinsically, and this
enjoyment can be seen in their behavior. They also found that motivated individuals strive to
accomplish their tasks and meet the expectations of the organization, which enhances their
organizational commitment. Similarly, Hanaysha and Majid (2018) found that employee
motivation has a significant positive effect on employee productivity and organizational
commitment, and that organizational commitment also has a significant positive effect on
employee productivity. These results suggest that employee motivation can improve the
performance and competitiveness of higher education institutions by increasing the employees’
commitment to their organization. However, some studies also found that there are some
challenges and barriers that may affect the relationship between job motivation and
organizational commitment in higher education instructors and settings. For example, Ngirande
(2021) found that occupational stress and uncertainty have a negative, significant relationship
with organizational commitment, and that job satisfaction moderates the relationship between

uncertainty and organizational commitment, but not between occupational stress and
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organizational commitment. These results imply that occupational stress and uncertainty can
reduce the employees’ motivation and commitment to their organization, and that job satisfaction
can buffer the negative effects of uncertainty on organizational commitment. Therefore, it can be
concluded that there is a complex and dynamic relationship between job motivation and
organizational commitment in higher education instructors and settings, which can be influenced

by various factors and have different outcomes for the employees and the organization.

2.9.3. The Relationship between Job Satisfaction and Organizational

Commitment

The relationship between job satisfaction and organizational commitment among higher
education faculty members has been extensively studied, with varying outcomes in prior
research. A number of studies have found a significant positive correlation between these two
variables and identified various factors that influence them. For instance, Miao et al. (2018)
highlighted the role of salary, work-life balance, and support from colleagues and administrators
in enhancing job satisfaction. Ramalho Luz et al. (2018) observed no significant association
between job satisfaction and organizational commitment. Moreover, some studies have
suggested that job satisfaction and organizational commitment are not equivalent constructs, but
rather reflect different aspects of employees’ attitudes toward their work. Job satisfaction
primarily captures immediate emotional responses to one’s job, while commitment to the
organization develops gradually as individuals acquire a deeper understanding of the
organization’s values, prospects, and their own future within it (Mannheim & Baruch, 1997).
Therefore, job satisfaction is regarded as a contributing factor to organizational commitment,
rather than a direct outcome of it. Furthermore, external factors, such as economic challenges
and workload, can impact the relationship between job satisfaction and organizational
commitment over time. Additionally, some studies have revealed a direct impact of job
satisfaction and organizational commitment on employees’ turnover intentions. For example,
Lambert and Hogan (2009) conducted a study on prison officials and found that lower levels of
job satisfaction and organizational commitment were associated with higher turnover intentions
(Garland et al., 2009). These studies collectively indicate that job satisfaction and organizational
commitment are complex and dynamic phenomena that are influenced by various internal and

external factors in different settings.
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2.9.4. The Relationship between Effective Communication and Turnover

Intention

Effective communication is vital for conveying feelings, aspirations, and objectives to
academic staff members. It also facilitates the sharing of information, ideas, opinions, and
suggestions among employees, enhancing participation and creating a sense of unity within the
organization (Manafzadeh et al., 2018). However, poor communication can reduce employee
commitment, trust, morale, and motivation (Vakola & Bouradas, 2005). Moreover, effective
communication enhances organizational performance by facilitating positive employee-employer
interactions and improving job performance and productivity (Clampitt & Downs, 1993). On the
other hand, ineffective communication can cause employee stress, increase turnover intentions,
absenteeism, and burnout, and limit feedback (Stanikzai, 2017). Therefore, effective
communication is essential for the successful functioning of organizations because it influences
employee well-being and loyalty. Previous research has shown that effective communication can
reduce turnover intention by increasing job satisfaction and organizational commitment in the
academic sector (Daly et al., 2017). For example, Li et al. (2022) found that job satisfaction
partially mediated the relationship between burnout and turnover intention among university
faculty members in China. Additionally, they discovered that a proactive personality, which is
the tendency to take initiative and act on opportunities, moderated the relationship between job
satisfaction and turnover intention, such that the inverse relationship between job satisfaction and
turnover intention was stronger for individuals with high proactive personality than for those
with low proactive personality. Further evidence has suggested that effective communication
may affect turnover intention via various mediators and moderators, such as organizational
citizenship  behavior, organizational identification, organizational commitment, and
psychological empowerment (Daly et al., 2017). Hence, the present study proposes that effective
communication is negatively associated with turnover intention. Effective communication may
foster employee engagement, satisfaction, productivity, citizenship, identification, and
commitment (Daly et al., 2017). In contrast, ineffective communication may elevate employee

turnover intention due to burnout (Li et al., 2022).
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2.9.5. The Relationship between Job Satisfaction and Turnover Intention

Job satisfaction plays a pivotal role in shaping employee turnover intentions. As
emphasized by Lee et al. (2017), the multifaceted causes influencing job satisfaction are
intricately interconnected. The most frequently cited factors revolve around the work
environment and interpersonal relationships. Shapira-Lishchinsky (2012) defines job satisfaction,
particularly among lecturers and other employees, as the emotional attitudes and affective
attachment resulting from an assessment of whether one's job aligns with the expected value.
This alignment can encompass various aspects, such as the interpersonal environment, leadership

style, or compensation.

Job satisfaction stands as a significant predictor of an individual's inclination to remain in
or depart from their current employment, a notion supported by Rajkonwar and Rastogi (2018),
who assert that it comprises diverse determinants influencing an employee's decision to stay or
leave. These determinants encompass autonomy, denoting the degree of self-governance at work,
and the level of freedom employees need to fulfill their assigned roles and responsibilities.
Generally, autonomy positively influences job satisfaction, while its absence is linked to elevated

turnover intentions, job nature, and supervision quality.

In essence, employee satisfaction holds paramount importance within every organization,
with scholars like Sider (2014) emphasizing that higher job satisfaction corresponds to enhanced
organizational commitment and reduced turnover rates, a sentiment supported by (De Simone et
al., 2018; Wan Ahmad & Abdurahman, 2015). Multiple scholars concur on the positive
association between job satisfaction and employee productivity, as indicated by De Simone et al.
(2018), and the negative link between job satisfaction and employee turnover, evident in studies
by (Burguefio et al., 2022; Zefeiti & Mohamad, 2017). Hence, fostering job satisfaction within
an organization is bound to bolster employee retention, as suggested by (Marimuthu et al., 2009).
Conversely, low levels of job satisfaction result in absenteeism, high turnover rates, and
employee burnout, a consensus reached by (Mehrad & Fallahi, 2014). Empirical evidence
substantiates the claim that heightened employee satisfaction leads to superior customer ratings,

reduced turnover, and increased profitability.
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2.9.6. The Relationship between Job Motivation and Turnover Intention

Research investigating the turnover and intent to leave among lecturers has uncovered
various contributing factors. According to Kelly et al. (2019), intrinsic and extrinsic rewards
represent the most extensively studied elements influencing turnover intention. Intrinsic
motivation, in this context, entails engaging in activities for their inherent personal value, while
extrinsic motivation pertains to actions driven by external rewards or the avoidance of
punishment. One of the primary catalysts for lecturers’ intent to leave or their actual departure is
motivation, a construct more closely aligned with intrinsic rewards (Awang et al., 2015).
Additionally, the lecturer’s working environment exerts a direct impact on turnover and intent to
leave. This environment can be influenced by class size, teaching workloads, and the availability
of teaching resources (Guzeller & Celiker, 2020; Xia et al., 2022). Furthermore, the age of the
lecturer is a pivotal factor in intent to leave, with younger faculty members, experiencing lower
job satisfaction, displaying a greater likelihood of leaving or harboring such intentions
(Obiechina, 2019; Wasti, 2003).

2.9.7. The Relationship between Organizational Commitment and Turnover

Intention

Organizational commitment and turnover intention are two important variables that affect
the performance, satisfaction, and retention of higher education instructors. Organizational
commitment reflects the strength of relationships between instructors and their respective
organizations, while turnover intention indicates the likelihood of leaving their jobs voluntarily
(Guzeller & Celiker, 2020; Obiechina, 2019). Previous research has shown that these two
variables are negatively related, meaning that higher commitment leads to lower turnover
intention (Meyer et al., 2002; Ugboro, 2006). However, this relationship may be influenced by
other factors, such as the psychological contract gap, which is the discrepancy between the
expected and the actual outcomes of the employment relationship Xia et al. (2022), or the
constituent attachment, which is the degree of emotional connection that instructors have with
their colleagues or supervisors (Obiechina, 2019). Moreover, most of the studies on this topic
have been conducted in North America, and there is a need for more research in other cultural
contexts, such as the United Arab Emirates (Wasti, 2003; Xia et al., 2022). Therefore, this study
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aims to explore and understand the complex and dynamic relationship between organizational

commitment and turnover intention among higher education instructors in different settings.

2.9.8. Summary and Implications of the Reviewed Literature

This section of the research reviewed the definitions, conceptualizations, and empirical
studies of the concepts and variables related to turnover intention in higher education institutions
across the world and in Ethiopia. Turnover intention among instructors in various organizations
was a problem that attracted many researchers, including the current investigator of this research.
The causes of turnover intention were numerous and varied, but this research focused on the
influences of emotional intelligence, effective communication, job motivation, job satisfaction,
and organizational commitment on instructors’ intention to leave their organizations. To examine
the prediction and relationship of these variables with turnover intention, the researcher built a
path model based on the previous theoretical and empirical literature. The conceptual model
proposed that emotional intelligence, effective communication, job motivation, job satisfaction,
and organizational commitment have direct or indirect relationships with turnover intention.
Moreover, emotional intelligence is also associated with effective communication, job
motivation, job satisfaction, and organizational commitment, according to the theory of
emotional-social intelligence (Mayer et al., 2012). Likewise, organizational commitment have a
direct link with turnover intention. The gaps in the previous studies are that they do not include
or treat these variables in the same way as this research. Most of them either focused on the level
of turnover or the intention to leave, or they used correlational methods to examine the
relationships between each dimension of these variables. Even when path models were used,
only some of them are considered. However, this research aimed to investigate the relative
effects of emotional intelligence, effective communication, job motivation, job satisfaction, and

organizational commitment on instructors’ turnover intention in higher education institutions.

2.10. Theoretical Frameworks

We reviewed existing literature on business management, organizational research, and
psychology-employee turnover to identify theoretical frameworks that explain instructors'
turnover rates (Healy et al., 2009). Iverson and Roy (1994) propose three perspectives that
underlie various turnover models: economic, psychological, and sociological. In this study, we

define "theory" as a conceptual system that organizes the concepts, mechanisms, and processes
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involved in a phenomenon, such as the factors influencing instructors' turnover intentions and
actions. Instructors in educational institutions may face stressors originating from psychological,
social, and environmental sources, which can amplify their desire to leave their organizations.
Consequently, this section explores four theories: one pertaining to individuals' actions based on
their beliefs and intentions, one focusing on the utilization of emotions and social skills, one
centered on the exchange of resources and benefits, and one concerning motivation and
satisfaction influenced by various factors. These theories encompass the theory of reasoned
action/planned behavior, the emotional-social intelligence theory, the social exchange theory,
and Herzberg's two-factor theory.

2.10.1. A Theory of Reasoned Action or Planned Behavior

Instructors’ turnover intentions, or their decisions to stay or leave their jobs in higher
education institutions, affect the quality and continuity of education. Thus, it is essential to
understand the factors that influence these intentions and how they can be changed or enhanced.
The theory of reasoned action and planned behavior, proposed by Mrtian Fishbein & Ajzen
(1975) and Ajzen (1991), is one of the theoretical frameworks that can help to explain and
predict instructors’ turnover intentions and behaviors. This theory assumes that human behavior
is rational and planned, and that it is determined by the intention to perform the behavior. The
intention, in turn, is influenced by three main components: the attitude towards the behavior, the
subjective norm, and the perceived behavioral control. The attitude towards the behavior is the
individual’s evaluation of the pros and cons of performing the behavior, based on their beliefs
about the outcomes of the behavior. For instance, an instructor may have a positive attitude
towards staying in their job if they believe that it will provide them with satisfaction, recognition,
and security. The subjective norm is the individual’s perception of the social pressure from
significant others, such as peers, the media, or family, regarding whether or not they should
perform the behavior, based on their normative beliefs about the expectations of these others. For
instance, an instructor may feel a strong subjective norm to leave their job if they think that their
colleagues, friends, or family want them to do so or would approve of their decision. The
perceived behavioral control is the individual’s perception of their ability to perform the
behavior, based on their control beliefs about the availability, accessibility, or affordability of the

resources or opportunities to perform the behavior. For instance, an instructor may have a high
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perceived behavioral control to stay in their job if they believe that they have the skills,
knowledge, and support to do their work effectively and efficiently. The theory of reasoned
action and planned behavior can be applied to understand how instructors’ turnover intentions
and behaviors are related to their obligations, compensation fairness, job satisfaction, and other
factors. Several empirical studies have used this theory to examine the effects of these factors on
the beliefs, attitudes, norms, and control factors that affect instructors’ decisions to stay or leave
their jobs. For example, Munir and Rahman (2016) found that instructors’ turnover intentions
were negatively influenced by their job satisfaction and positively influenced by their subjective
norm and perceived behavioral control. They also found that job satisfaction was positively
influenced by the obligations of instructors and the fairness of compensation. The theory of
reasoned action and planned behavior has some limitations and criticisms, such as the
assumption of rationality and planning, the reliance on self-reported measures, the lack of
specification of the interactions and influences of the model components, and the difficulty of
measuring and operationalizing the behavior of interest. Therefore, it is important to

acknowledge these issues and to use the theory with caution and rigor.

2.10.2. Theories of Emotional-Social Intelligence

This section discusses the most significant theories of emotional intelligence that have
been developed over the past 100 years. One of these theories is the theory of intelligence
proposed by the American psychologist Robert Sternberg in the 1980s. Sternberg expanded the
concept of human intelligence beyond the traditional mental tests, which he considered to be
unreliable and insufficient to measure the real performance or achievement of people. He
observed that some people do well on tests but not in real-life situations, and vice versa.
According to Sternberg, intelligence consists of three main parts: analytical intelligence, creative
intelligence, and practical intelligence. Analytical intelligence refers to problem-solving skills;
creative intelligence involves the ability to handle new situations using past experience and
current skills; and practical intelligence means the ability to adapt to new situations and

environments (Robert Sternberg, 1985).

Another influential theory is the theory of multiple intelligences, which was first
introduced by the American psychologist Gardner in 1983. Gardner challenged the idea of

intelligence as a single factor that can be measured by mental tests. He argued that there are
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different kinds of intelligence, each of which is a component of an independent system in the
brain. He suggested that people can excel and outperform in different ways, depending on their
type of intelligence. The concept of emotional intelligence emerged from the idea of “social
intelligence” by Thorndike (1920) and was later developed by Gardner (1983), who included it
in his theory of multiple intelligences. Salovey and Mayer (1990) defined emotional intelligence
as “the ability to monitor one’s own and others’ emotions, to discriminate among them, and to
use the information to guide one’s thinking and actions.” People who have developed their
emotional intelligence can use their emotions to direct their thoughts and behaviors and to
understand their own and others’ feelings accurately. Goleman popularized the concept of
emotional intelligence in his book “Emotional Intelligence” (2001), where he presented it as a
general social competence that is essential for the success of one’s life. Goleman (2001) also
defined emotional intelligence as the ability to recognize our own feelings and those of others, to
motivate ourselves, and to handle our emotions well for ourselves and for our relationships. He
identified twenty-five elements of emotional intelligence, which he grouped into five clusters:

self-awareness, self-regulation, motivation, empathy, and social skills (Goleman, 2001).

Bar-On was the first to develop the theory of emotional-social intelligence in the context
of personal well-being. He coined and founded the term “Emotional Quotient” (EQ). According
to Bar-On, emotional-social intelligence consists of emotional and social abilities, skills, and
facilitators that are interrelated and work together. They are essential for how well we perceive
ourselves and others, how effectively we express ourselves, and how well we cope with the
demands of daily life (Bar-On, 2006). Bar-On (2000) also describes emotional intelligence as a
collection of social and emotional competencies that influence our ability to deal with
environmental challenges. His theory of emotional-social intelligence was influenced by the
work of researchers such as Darwin, Thorndike, Wechsler, Sifneo, and Applebaum, who
provided the basis for the definition and concepts of emotional-social intelligence (Bar-On,
2010). Bar-On divided the competencies of emotional intelligence into five domains, which he
considers as the ability to be aware of, to understand, and to express oneself; the ability to be
aware of, to understand, and to relate to others; the ability to deal with strong emotions and
control one’s impulses; the ability to adapt to change and solve personal and social problems;

and the ability to generate positive affect and be optimistic (Bar-On, 2006).
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The theory of emotional-social intelligence suggests that there is a strong and positive
relationship between emotional intelligence and effective communication among employees. It
implies that employees who have high emotional intelligence are more likely to be effective
communicators; they tend to experience more emotional exhaustion because they analyze the use
of emotion in themselves and others more often than employees with low emotional intelligence.
This theory is supported by the social exchange theory, which indicates that instructors in higher
education institutions have social relationships with their colleagues, department heads, program
chairs, students, and academic communities. Staff members contribute to teaching, research, and
community service, for which they expect some kind of benefits and promotional opportunities
(Blau, 1964). Moreover, studies indicate that emotional intelligence has a strong association with
social relationships among people and leads to a more favorable judgment of people by others
(Lopes et al., 2003). This is also true for relationships with coworkers, close friends, and family,
as well as academic success in the workplace (Abdolrezapour, 2018). Furthermore, Elfenbein et
al. (2007) found that emotional intelligence enhances interpersonal interactions during
negotiations and increases psychological well-being (Gohm et al., 2005). Therefore, emotional-
social intelligence is a combination of emotional and social competencies, skills, and facilitators
that determine how well we understand and express ourselves, recognize others, and

communicate with them while managing our interactions (Bar-On., 2006).

Mayer et al. (2016) proposed that emotional intelligence is the ability to perceive, use,
understand, and manage emotions for the facilitation of thought. They divided this concept into
four domains: First, perceiving emotions, which refers to developing the ability to identify one’s
own and others’ feelings accurately; second, using emotions, which refers to the ability to
generate, assimilate, and harness one’s emotions according to those of others; third,
understanding emotions, which means the ability to identify the reasons and sources of the
emotions; and fourth, managing emotions, which means the ability to devise and implement
effective strategies that help one to regulate emotions and achieve a goal. Moreover, the Mayer
and Salovey Model of emotional intelligence introduced new dimensions in its assessment. It
explains an array of skills and competencies that provide human resource (HR) personnel,
executives, and managers with a comprehensive tool that clearly defines, measures, and develops
emotional skills (George, 2000). It was also suggested that several tasks that are related to

outcomes such as job performance, job satisfaction, organizational commitment, behavioral
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intentions, and performance components are strongly associated with emotional intelligence
(Mayer et al., 2012). Furthermore, within the workplace, one’s ability to regulate his/her own
and others’ emotions is directly related to their job satisfaction and turnover intentions, mediated

by the quality of their relationship with the other person (Jordan & Troth, 2011).

2.10.3. Social Exchange Theory

Social exchange theory (SET) is a framework for understanding how individuals
participate in social relationships based on reciprocity and resource exchange, aiming to
maximize rewards and minimize costs in their interactions, thus forming and sustaining mutually
beneficial relationships (Blau, 1964; Thibaut & Kelley, 2017). This theory can be applied to
various contexts, such as the workplace, education, and family, to explain how individuals
evaluate their current and alternative situations, and how their satisfaction and commitment
levels influence their decisions and behaviors. In this research, we focus on how SET can help us
comprehend the interplay of emotional intelligence, effective communication, and organizational
commitment among instructors in higher education, and how these factors affect their turnover
intentions. Emotional intelligence (EI) is the ability to be aware of and understand one’s own
emotions and the emotions of others, and to use this information to guide one’s actions and
interactions (Halimi et al., 2020). Effective communication is the skill of conveying and
receiving messages clearly and accurately, and of establishing rapport and trust with others
(Zhoc et al., 2020). Organizational commitment is the degree of attachment and loyalty that
individuals have towards their organizations, and their willingness to contribute to its goals and
values (Meyer et al., 2002). Turnover intentions are the psychological state of individuals who
are considering leaving their organizations voluntarily (Meyer & Tett, 1993). Previous studies
have shown that El, effective communication, and organizational commitment are positively
related to each other, and negatively related to turnover intentions, among employees in various
settings (Halimi et al., 2020). Therefore, we can expect that these factors also play a role in
enhancing the quality and value of the social exchanges among instructors in higher education,
and in reducing their turnover intentions. By applying SET to our research, we can explore how
El and effective communication predict organizational commitment and turnover intentions
among instructors in higher education, through reciprocal exchanges, mutual benefit, and the

evaluation of rewards and costs within their social relationships. We can also examine how other
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variables, such as work environment, job satisfaction, and career opportunities, may moderate or
mediate these relationships. This can provide useful implications for retaining and motivating

instructors in higher education, as well as improving their performance and well-being.

2.10.4. Herzberg's Two Factor Theory

Herzberg’s two-factor theory distinguishes between two types of factors that influence
job satisfaction: hygiene and motivator factors. Hygiene factors are extrinsic and include
working conditions, compensation, satisfaction, and relationships with supervisors. Motivator
factors are intrinsic and include career enhancement, recognition, and the opportunity for training
and development. Herzberg’s theory argues that internal values are more important than external
values for job satisfaction (Ng’ethe et al., 2012). Hygiene factors do not guarantee job
satisfaction as they do not provide a sense of growth and development among individuals
(Kolarova, 2010). Low job satisfaction will increase the risk of high turnover intention among
employees. Herzberg (1966) stated that employees have a higher turnover intention when either

one of the two factors is insufficient.

Green (2000) reviewed three theoretical frameworks of job satisfaction: content or needs
theories, process theories, and situational models of job satisfaction. Content or needs theories
focus on identifying the specific needs or values that are most favourable to job satisfaction, such
as food, shelter, air, rest, respect, recognition, and achievement (Herzberg, 1966). These theories
emphasize the individual factors that initiate, guide, sustain, or stop the behaviour (Amos et al.,
2008). Process theories explain the processes by which behaviour is initiated, directed, sustained,
and stopped (Adams, 1965; Vroom, 1964). These theories stress the importance of thought
processes in determining worker motivation and satisfaction (Ololube, 2006). They are
concerned with the individuals’ perceptions of their work environment and also with the way
individuals interpret and understand events (Armstrong, 2009). Process theories attempt to
identify the relationships among variables such as values, needs, and expectancies, which make
up motivation and job satisfaction. Situational models of job satisfaction are the third theoretical
framework. They believe that the interaction of factors such as job characteristics, organisational
characteristics, and individual characteristics influences job satisfaction (Sweetland & Hoy,
2000). These theories may be more useful in understanding the job satisfaction level of

instructors in Ethiopian public universities.

73



2.10.5. Convergence of Theories on Instructors Turnover Intentions

The convergence or integration of theories in the context of turnover intentions implies
that multiple theoretical perspectives are brought together to provide a more comprehensive
understanding of the phenomenon. This approach acknowledges that turnover intentions can be
influenced by a multitude of factors and that no single theory can fully explain it. The integration
of theories such as the theory of reasoned action or planned behavior, emotional social
intelligence theory, social exchange theory, and Herzberg’s two-factor theory allows for a more
nuanced understanding of turnover intentions. Each of these theories provides unique insights

into the different aspects of turnover intentions:

These theories examine the relationships between various determinants and the intention
to leave an organization. For instance, the theory of reasoned action or planned behavior suggests
that the intention to perform a behavior, such as quitting a job, is influenced by the person’s
attitude towards the behavior, the subjective norms from significant others, and the perceived
behavioral control. This theory also states that the main determinant of behavior is based on the
person’s intention to perform that behavior, and this intention is determined for different reasons.
The reasons can be individuals’ attitudes toward the behavior or attitudinal and psychological
variables. This may be the result of comparing the benefits and drawbacks of engaging in the
behavior or the risks and benefits of choosing to intend to engage in the behavior. Similarly,
social norms like social pressure from significant others may be from colleagues or peers, family
ties, social media, or the mainstream media. Moreover, this theory suggests a link between
psychological or attitudinal variables, the intention to behave, and actual behavior (Martian
Fishbein & Ajzen, 1975). Furthermore, according to this theory, reason-based motives mediate
the relationship between attitude and intention to behave (Sheppard et al., 1998). In this study, it
is hypothesized that psychological, attitudinal, and social variables, such as emotional
intelligence, effective communication, job motivation, job satisfaction, and organizational

commitment, are negatively related to the intention to leave.

Another theory that is relevant to the turnover intentions of employees is emotional social
intelligence. This theory is based on the concept of multiple intelligences, which was developed
by various scholars to measure human intelligence in different domains. For example, Robert

Sternberg (1985) proposed a three-part theory of intelligence that consists of analytical, creative,
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and practical intelligence. Similarly, Salovey and Mayer (1990) defined emotional intelligence as
the ability to monitor, distinguish, and use one’s own and others’ emotions to guide one’s
thinking and actions. They argued that people with high emotional intelligence can use their
emotions to enhance their cognitive abilities and interpersonal skills. Goleman (2001), who
popularized the term emotional intelligence, described it as the ability to recognize, manage, and
motivate oneself and others by using emotional information. He claimed that emotional
intelligence is a key factor for personal and professional success. One of the dimensions of
emotional intelligence is the ability to be aware of, to assess, and to articulate oneself. This
dimension is also known as intrapersonal competence, which refers to the self-awareness and
self-regulation of one’s emotions (Bar-On, 2004). Intrapersonal competence is important for
employees because it affects their job performance, job satisfaction, organizational commitment,
and turnover intentions. According to Mayer et al. (2012), emotional intelligence is positively
related to various outcomes, such as task performance, leadership effectiveness, and team
cohesion. Moreover, Jordan and Troth (2011) found that emotional intelligence is negatively
related to turnover intentions, mediated by the quality of the relationship with the supervisor.
These findings suggest that employees who have high emotional intelligence are more likely to

be satisfied and committed to their organizations, and less likely to leave them.

The theory of emotional social intelligence is not only relevant to the turnover intentions
of employees, but also to other theories that explain the factors that influence them. For example,
effective communication, motivation, satisfaction, and commitment are all psychological,
attitudinal, and social variables that are influenced by emotional intelligence. Employees who
have high emotional intelligence are more likely to communicate effectively, be motivated,
satisfied, and committed to their organizations, and experience less emotional exhaustion.
Therefore, they are less likely to have the intention to leave their organizations. On the other
hand, employees who have low emotional intelligence are more likely to have poor
communication, low motivation, dissatisfaction, and low commitment, and experience more
emotional exhaustion. Therefore, they are more likely to have the intention to leave their
organizations and these relationships are also consistent with the social exchange theory. Social
exchange theory helps us understand the dynamics of social relationships among instructors in
public universities. It explains how emotional intelligence, effective communication, job

satisfaction, and organizational commitment contribute to reciprocal exchanges and mutual
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benefits within the workplace. According to SET, individuals strive to maximize rewards and
minimize costs in their interactions, which can influence their turnover intentions. Positive
exchanges, such as supportive work environments and recognition for achievements, can

enhance organizational commitment and reduce turnover intentions among instructors.

Another theory that is relevant to the turnover intentions of employees is Herzberg’s two-
factor theory. Herzberg's theory distinguishes between hygiene factors (extrinsic) and motivator
factors (intrinsic) that influence job motivation and job satisfaction. Hygiene factors, such as
working conditions and compensation, may impact turnover intentions if they are perceived as
inadequate. Motivator factors, such as recognition and opportunities for growth, contribute to job
satisfaction and organizational commitment, thereby reducing turnover intentions. This theory
underscores the importance of intrinsic motivators in retaining employees and mitigating
turnover. According to Herzberg (1966), employees have a higher turnover intention when either
one of the two factors is insufficient. Therefore, employees need both hygiene factors and
motivators to be satisfied and committed to their organizations. This theory also shows the links
between employees’ turnover intention and their job motivation and satisfaction, which are
influenced by emotional social intelligence. By integrating these theories, we can better
understand how emotional intelligence influences turnover intention among instructors in public
universities in Ethiopia, with effective communication, job motivation, job satisfaction, and
organizational commitment serving as mediating mechanisms in this relationship. This integrated
theoretical approach can provide a more comprehensive framework for studying and addressing
turnover intentions. It also highlights the importance of considering multiple factors and their
interrelationships when developing strategies to reduce turnover intentions and improve

employee retention.

2.11. Conceptual Framework

This section presents the conceptual framework and the proposed model of this study,
which are based on Matier’s model for turnover and Daly and Dee’s models for intent to stay or
leave. Matier (1990) proposed a model of turnover intention that considered both internal and
external environmental factors that influence an employee’s decision to leave. He examined how
tangible, intangible, and non-work-related benefits affected the turnover decisions of 239 staff

members at two universities. He suggested that research on staff turnover should include four
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aspects: (1) the multiplicity of factors that affect the stay or leave decisions, (2) the focus on
variables that directly impact the internal micro-work environment, (3) the role of both internal
and external factors in the perceived desirability of moving, and (4) the consideration of both
ease of movement and perceived attractiveness of movement. The ease of movement refers to the
visibility of the staff and the availability of alternative job options. While the perceived
attractiveness of movement includes academic freedom, satisfaction, and salary (Matier (1990).
This study mainly focuses on the internal factors that determine the turnover intentions of
academic staff. According to Matier’s framework, academic staff who perceive low internal and

external incentives may decide to leave the institution (Ambrose et al., 2005).

Matier’s framework has been used by other turnover studies (Alemu & Pykhtina, 2020;
Ambrose et al., 2005) For example, Ambrose et al. (2005) identified the internal and external
variables that can increase staff retention rates, while Alemu and Pykhtina (2020) found that
academic staff who were satisfied did not intend to leave their current institution, but those who
were dissatisfied sought other opportunities. Similarly, Daly and Dee (2006) used structural,
psychological, and environmental variables to examine the intentions to stay or leave of faculty
members at public universities. Their model incorporated several variables from Price’s
conceptual framework and extended the turnover models of higher education research by
investigating several institutional variables such as effective communication and intervening
variables such as organizational commitment (James Price, 1977). They measured workplace
conditions such as autonomy, communication, distributive justice, role conflict, and workload as

structural variables.

Employee commitment and job satisfaction are psychological attitudinal variables, while
environmental characteristics such as perceived career potential and kinship-related
responsibilities are environmental factors (Daly & Dee, 2006). Previous studies on turnover
intention have used two basic techniques. The first technique examines the relationships between
psychological and institutional variables without considering environmental factors (Campbell &
Im, 2016; Moynihan & Landuyt, 2008). For example, Moynihan and Landuyt (2008) focused on
individual traits and attitudes as workplace attributes, ignoring organizational factors. The
second technique acknowledges that turnover is determined by multiple factors, including

human, organizational, and environmental variables (Daly & Dee, 2006). They studied how the
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employee’s perceived organizational structure affects their psychological attitudes towards the
workplace. Daly and Dee (2006) also suggest that labor market dynamics or family
responsibilities may influence intentions to leave, regardless of structure and psychological
disposition. In other words, instructors may stay at their current institution even if they are
dissatisfied with their work and organization if there are few alternative job opportunities or
family responsibilities limit mobility. On the other hand, academic staff may leave, even though
they are satisfied and highly committed, if they have good job prospects. This implies that both

“internal” and “external” factors play a role in the decision to leave.

This research aims to examine the relationships between emotional intelligence and
turnover intention, as well as the mediating effects of effective communication, job motivation,
job satisfaction, and organizational commitment, based on the integrated theories and existing
literature. The conceptual framework posits that emotional intelligence influences effective
communication, job motivation, job satisfaction, and organizational commitment among
instructors. Effective communication, job motivation, and job satisfaction positively impact
organizational commitment, which, in turn, negatively affect turnover intention. Additionally,
emotional intelligence indirectly affects turnover intention through mediating pathways
involving effective communication, job motivation, and job satisfaction, which are serially
medited by organizational commitment. These relationships are guided by research questions
concerning the directional influences and mediation effects among the constructs, providing a
structured foundation for investigating the complex dynamics underlying turnover intentions

among instructors in Ethiopian public universities.

The conceptual model of this study draws on Matier (1990) model for turnover and Daly
and Dee (2006) models for intent to stay or leave to propose the conceptual model for this
research study. The proposed conceptual model serves as a guide for this study and helps to
develop the objectives, research questions, methods, literature review, and analysis techniques.
Moreover, the results and discussion of this study will be integrated with this proposed
conceptual model. In the proposed conceptual model, the instructors’ intention to turnover is
directly or indirectly related to their emotional intelligence, effective communication, job
motivation, job satisfaction, and organizational commitment within higher educational

institutions. However, it is important to note that the variables examined in this study are not the
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only factors affecting instructors’ turnover intention, but rather there are several other factors that

influence instructors’ decisions to stay or leave their institutions.

Figure 1: Conceptual Model

Note: EI-Emotional Intelligence
EC-Effective Communication
JM-Job Motivation
JS-Job Satisfaction

OC-Organizational Commitmen
TI-Turnover Intentio

79



CHAPTER 3: RESEARCH METHODOLOGY

This chapter describes the research methodology, design, and data sources of this
quantitative study. It also explains the study population, sample size, and sampling methods, as
well as the data collection tools and procedures, including the pre-pilot and pilot tests.
Furthermore, it discusses the reliability and validity of the data collection tools, the data analysis
techniques, and the ethical considerations of the study. The sample selection and data collection

methods were determined by the focus of the study.

3.1. Philosophical Assumptions of the Research Paradigm

This section of the study outlines the method employed to select the optimal strategy for
addressing the research questions. The primary objective of this study was to investigate how
instructors' emotional intelligence, effective communication, job motivation, job satisfaction, and
organizational commitment influence their intention to leave. The study's structure was shaped
by the philosophical presumptions of positivism, as the researcher aimed to align with its
foundational principles. It is widely acknowledged that positivism and quantitative methods are
complementary, with positivist tenets serving as the basis for subsequent techniques. The
positivist approach indeed stresses the importance of quantifiable data and the use of rigorous
methods to ensure the accuracy of research findings. Quantification offers several advantages,
including providing a comprehensive understanding of cases, identifying patterns across multiple
instances, demonstrating the numerical significance of a problem, and furnishing readily
available and unambiguous information. However, it has limitations in its ability to examine
individual cases in depth and often relies on a highly structured framework, inhibiting the
exploration of unexpected outcomes or unanticipated information. Quantitative research exhibits
positivist characteristics when it aims to establish connections between variables, test theories or
research questions, make predictions, and establish and define categories prior to commencing
the research, subsequently examining the relationships between them. Positivist researchers
contend that their research methods and data accurately reflect reality. In contrast, post-
positivists seek to disrupt the predictability that may arise in traditional interviews, striving to
objectively uncover the truth hidden within the subject's mind. While positivism and post-

positivism share conceptual similarities, the assumption of positivism underscores the principle
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that researchers must maintain objectivity in the data collection process. As a result, researchers

adopt an impartial stance to ensure the absence of bias during data collection.

3.2. Research Design

This research study aimed to investigate the relationships between emotional intelligence
and turnover intention among instructors in higher education institutions in Ethiopia.
Additionally, it sought to explore how effective communication, job motivation, job satisfaction,
and organizational commitment mediate these relationships. The study utilized a quantitative
cross-sectional approach, with the sample selection and data collection tools following this
approach. The method employed a combination of descriptive survey and correlation study
designs (Creswell, 2012; Louis Cohen, 2007). The cross-sectional descriptive survey design was
used to examine the charachteristics, beliefs, opinions and the current status of respondents
regarding the consistent display of emotional intelligence, effective communication, job
motivation, job satisfaction, organizational commitment, and turnover intention behaviors among
university instructors. This design covered a wide population, while the correlation study designs
explored the relationship between two variables. The correlational research design was suitable
for this study as it allowed the researcher to evaluate the relationships among variables (Mackey
& Gass, 2016). The correlation design was recommended by Barker and Pistrang (2015) for
analyzing the relationship between two or more variables and making assumptions about their
strength or weakness. It was particularly effective when comparing differences among people
and providing insights for improvement (Barker & Pistrang, 2015). Correlational models can be
either cross-sectional or longitudinal, depending on the frequency of contact with the
phenomenon (Barker & Pistrang, 2015). The quantitative analysis established the relationships
between the independent, mediating, and dependent variables. Moreover, Babey (2019)
demonstrated that quantitative research collected data to examine the correlation of one category
of facts with another, using techniques that produced quantifiable and often generalizable results.
Therefore, the quantitative approach was well-suited to answer the research questions and obtain
accurate data about the socio-demographic status of instructors and their perceptions of the
independent, mediating, and dependent variables. The study collected quantitative data using

standardized scales based on this design and analyzed them using both descriptive and inferential
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statistical instruments. The following sections will present details on the research population,

survey and sampling methods, procedures for data collection, and techniques for data analysis.

3.3. Population of the Study

The population of a study is the group of individuals that the researcher wants to
generalize the findings to. However, researchers usually cannot study the entire population due
to practical constraints. Therefore, the researcher selects a sample of participants from the target
population and collects data from them. The sample should be representative of the target
population in terms of demographic, academic, and professional characteristics and variables. In
this study, the target population consisted of all full-time instructors in higher educational
institutions in Ethiopia. The population source was the Ministry of Science and Higher Education
(MoSHE, 2020), which reported 39,798 university instructors in Ethiopia, of whom 33,091 were
male and 6,707 were female. Based on this source, the sample consisted of graduate assistants,
lecturers, assistant professors (PhD), associate professors, and professors in Ethiopian public

universities.

3.4. Sample and Sampling Techniques of the Study

This study used a probability sampling technique, which ensures that all members of the
target population have an equal chance of being included or selected in a sample. Probability
sampling is more representative than other methods because it avoids sample selection bias
(Nkpa, 1997; Rubin & Babbie, 2013). The key inclusion criterion for selecting participants was
their full-time involvement in their current university roles. However, expatriate instructors,
those on study leave, and non-academic administrative staff were excluded from the sample. The
study also employed a multi-stage stratified random sampling technique. The strata were based
on the generations of the sample universities. The first stage involved selecting four universities
from four generations out of 45 public universities in Ethiopia using a simple random sampling
method. The selected universities were Hawass University (first generation), Deberbirhan
University (second generation), Welkite University (third generation), and Injibara University
(fourth generation). The second stage involved selecting the appropriate stratified sample size for
each generation of universities using the proportional stratified simple random sampling process.
The main purpose of proportional stratification was to obtain a more representative population

sample (McMillan & Schumacher, 1997). The third stage involves selecting instructors from

82



various colleges and departments using a simple random sampling method. This approach
ensures a representative sample of the academic environment, mitigates sampling bias, and
respects the unique composition of each university. The use of random sampling provides every
instructor an equal chance of being included, enhancing the validity of the research findings.
This method is scientifically justified as it improves the representativeness, variability, and
feasibility of the research, and strengthens its applicability to the academic community. The final

analysis of this dissertation research was based on the responses of 660 sample instructors.

3.5. Sampling for the Pilot Study

This pilot study examined male and female instructors aged 20—-65 years old who worked
as instructors, researchers, and community service providers at Dilla University (DU). The
researcher selected DU because of his affiliation with the university. The study selected 10
colleges, institutes, and schools from DU, each with 5-10 departments. The researcher randomly
selected instructors from each unit and asked them to complete a questionnaire. The sample
consisted of instructors from all units, with different academic ranks. The researcher excluded
expatriate instructors, instructors on study leave, and non-academic administrative staff from the
sample. A total of 327 instructors (269 males and 58 females) completed the questionnaire

correctly.

3.6. Sample Size Determination and Sampling Technique

The sample size is a crucial factor in structural equation modeling (SEM) when
considering the number of observed variables. Jackson (2003) suggested that researchers using
Maximum Likelihood (ML) estimation should aim for a minimum sample size based on the ratio
of cases (N) to model parameters that require statistical estimates (g). According to Jackson, an
appropriate sample size-to-parameter ratio is 20:1. Nunnally (1967) proposed another criterion
for determining a sufficient sample size, which is having 10 cases per indicator or observed
variable. This guideline is widely used in SEM studies. The researcher adhered to Nunnally's
(1967) suggestion and selected 10 cases per indicator for the main study. This resulted in a
minimum sample size of 600 since there were 60 observed variables or indicators in the main
study. However, to account for a 10% non-response rate, the researcher chose a sample of 660
instructors from the study population. The selected sample included instructors from various
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groups who served as teachers, researchers, or community service providers in their respective

institutions.

Ethiopia has four generations of universities, which are distributed across the country.
The researcher used a simple random sampling technique to select one university from each
generation as a sample. This was because one of the major responsibilities of universities under
proclamation 650/2009 was to provide community services for the surrounding community.
Therefore, it was reasonable to select representative samples from each generation to check
whether university instructors were effectively performing their duties. The selected universities
were Hawasa, Debrebirhan, Welkite, and Injibara, which were chosen by lottery method from
each generation. These universities consisted of various colleges, institutes, schools, and
departments, but the naming and organization of these units varied widely across the universities.
Some colleges were more comprehensive and had a large number of departments, while others
were more specialized and had fewer departments. Some colleges that were separate units in one
university were merged into one college with a slight name change in another university. This
created some inconsistency and difficulty in selecting common sample colleges and departments
from each university. Despite this challenge, the researcher randomly chose colleges and
departments from each of the four sampled universities to serve as a sample for the main study.
However, if there was a lack of willingness from the research participants from the randomly
chosen colleges or departments, the researcher might change them depending on the conditions

that were found in the study settings.

To determine the appropriate sample size for the study, Nunnally (1967) and Kothari
(2004) sample size determination formulas were used. Nunnally (1967) recommended a
minimum sample size of 10 cases per indicator or observed variable for structural equation
modeling (SEM) studies. Given that there were 60 observed variables or indicators in this study,
the minimum sample size required was 600. However, to account for a 10% response error, the
sample size was increased to 660 (600 + 60 = 660). Kothari (2004) provided a proportional
stratified sample size formula for distributing the sample size to different strata or groups. The
formula used was:

. n =< Ni
ni = —Z N i
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Where:
ni = sample size for the corresponding university
n = total sample size
Ni = total population of the corresponding university
>'Ni = sum of the populations of all universities
Using this formula, the sample size was proportionally distributed to the four universities. The
values of the variables and the resulting sample sizes were as follows:
S'Ni = 4,024 (HU, DBU, WKU, INU)
n = 660 (total sample size)
ni for Hawasa University = 274 out of a total population of 1,670
ni for Debrebirhan University = 227 out of a total population of 1,379
ni for Welkite University = 125 out of a total population of 759
ni for Injibara University = 34 out of a total population of 198

3.7. Instruments of Data Collection

This study collected relevant data from primary sources using survey guestionnaires. The
survey questionnaire was a suitable method for this research, as it allowed for direct and
immediate data collection from the target population in a cost-effective way. Additionally, a
fixed-alternative survey questionnaire facilitated quick and easy responses from the participants.
Thus, the main data collection instrument was a structured questionnaire. The researcher
designed the questionnaire items based on the literature and adapted them from various sources.
The questionnaire comprised two sections. The first section inquired about the instructors’ socio-
demographic information, while the second section assessed the independent, mediating, and
dependent variables. To ensure the validity and reliability of the questionnaire, my superviser
and other scholars reviewed it, and the researcher conducted a pilot test at Dilla University,
which was not part of the sample universities for the main study and supported data collection

for the pilot study.

3.8. Questionnaires

Questionnaires are research tools that consist of questions on various study variables,
such as psychological, social, and academic factors (Koul, 2016). The present study used

questionnaires to collect sufficient data from a large number of respondents in a relatively short
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time. The questions were closed-ended with Likert scale type items ranging from four to seven
points. The study subjects provided written responses to the items based on questions and
statements. The questionnaire had two components. The first component addressed the
instructors’ socio-demographic variables, such as age, gender, education status, and marital
status, and work experience. The second component measured the instructors’ emotional
intelligence, effective communication, job motivation, job satisfaction, organizational
commitment, and turnover intentions in higher education institutions. This section describes

these research tools and their rationale, along with the total number of items.

3.8.1. Socio-Demographic Variables

This research used five socio-demographic variables to analyze the data: age, gender,
education status, marital status, and work experience. These variables were labeled and coded for
the study. For instance, gender was coded as female = 1 and male = 2. The age and work
experience of instructors were measured in years. The educational and marital status were
quantified by using at least three labels each (education status = assistant lecturer, lecturer,
assistant professor/Ph.D, associate professor and professor; marriage = married, unmarried, and
divorced or widowed). Moreover, the study assessed the emotional intelligence, effective
communication, job motivation, job satisfaction, and organizational commitment of the
instructors to explore their direct and indirect relationships with their turnover intentions across

various multiple items.

3.8.2. The Emotional Intelligence Scale

We considered emotional intelligence as a multidimensional construct with two
underlying dimensions: emotional self-awareness and emotional self-regulation. Emotional self-
awareness is the ability to recognize and understand one’s emotions and their behavioral effects.
It is a competency of emotional intelligence, along with managing emotions, others, and
relationships. We measured emotional self-awareness by the participants’ ability to recognize,
express, and use their emotions in various situations. We measured emotional self-regulation by
the participants’ ability to control, direct, and cope with their emotions, such as self-regulation,
motivation, and adaptation. Petrides (2009) developed and validated a scale to measure
emotional intelligence on male and female employees in the United Kingdom. Petrides et al.

(2007) defined emotional intelligence as how people see themselves and their emotions. The

86



scale was a self-reported questionnaire based on the emotional intelligence sampling domain
(Petrides & Furnham, 2006). The original scale consisted of 30 standard items that assessed the
global emotional intelligence behaviors of employees in the United Kingdom. For example,
items such as “I’'m generally aware of my emotions as I experience them; I usually find it
difficult to regulate my emotions.” The questionnaire used a Likert scale from 1 (indicating
complete disagreement) to 7 (indicating complete agreement). These scores reflected the extent
to which university instructors demonstrated their emotional intelligence and behavioral skills in
their workplaces. We reported the reliability separately for males and females to evaluate the
scale’s consistency and potential gender differences in the responses. The original scale was
reliable for both males and females, as shown by the high values of a (.89 and .88). This
enhanced the understanding of the scale’s psychometric properties and contributed to the
discussion of gender differences in emotional intelligence. This information was useful for
researchers and practitioners interested in the scale’s performance in diverse populations. We

aimed to validate this scale to examine the instructors’ emotional intelligence.

3.8.3. The Effective Communication Scale

This section presents a scale that assesses the effectiveness of communication among
university staff members. The scale, developed by O’Reilly and Roberts (1976), comprises five
items with 5-point scales ranging from 1 (strongly disagree) to 5 (strongly agree). These items
evaluate the extent to which organizational members feel comfortable exchanging ideas with one
another. The scale demonstrates high internal consistency, as indicated by a Cronbach's alpha
value of 0.85. Previous research has highlighted the significance of effective communication in
integrating staff members within university environments (Austin, 2002). It facilitates a collegial
and supportive atmosphere that encourages scholars to interact and collaborate. Conversely,
limited communication can result in the isolation and alienation of faculty members (Al-Omari et
al., 2002). O’Reilly and Roberts (1976) also discovered positive correlations between scores on
the effective communication scale and self-reported frequencies of interpersonal communication
with co-workers. Drawing from these findings, the researcher adapted the five-item scale to
measure instructors' effective communication with academic staff members in their respective

institutions.
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3.8.4. The Job Motivation Scale

The motivation of university lecturers plays a crucial role in determining the overall
achievements of the university. According to Griffin (2012), motivation is a process that
involves changing and directing human actions towards desired work patterns. A study
conducted by Munyengabe et al. (2017) focused on measuring lecturers' motivation in China and
found that incentives and promotions had a significant impact on their motivation levels in the
university setting. In the previous study, the motivational level of instructors was assessed using
various factors, including job satisfaction, income, rewards, social factors, code of behavior, and
classroom environment. The measurement scale employed in that study consisted of 39 items.
For the current study, these items were validated and used to suit the Ethiopian cultural context.
In this study, a motivation scale was utilized, employing four rating scales: 1 = strongly disagree,
2 = disagree, 3 = agree, and 4 = strongly agree. The Content Validity Index (CVI) value of the
measurement scale was found to be 0.975, indicating excellent validity. These measurement

tools were adapted by the researcher to suit the context of higher education in Ethiopia.

3.8.5. The Job Satisfaction Scale

Lecturers’ satisfaction is vital for the overall achievements of the university. Munyengabe
et al. (2017) developed a measurement scale to assess lecturers’ satisfaction in China,
considering different factors such as financial rewards, supervisor relationships, co-worker
respect, advancement opportunities, workload, and stress levels, and working conditions.
Financial rewards emerged as the primary determinant in the Chinese context. The measurement
scale consisted of 40 items and demonstrated excellent content validity index (CVI), with a score
of 0.95, indicating that the measurement scale covered the relevant aspects of lecturers’
satisfaction. For the current study, this scale was adapted and applied in the Ethiopian cultural
context. The scale used four rating categories- 1 = strongly disagree, 2 = disagree, 3 = agree, and

4 = strongly agree.

3.8.6. The Organizational Commitment Scale
The researcher used an 18-item scale developed by (Allen & Meyer, 1990) to assess the
organizational commitment of instructors. Organizational commitment refers to their level of
attachment to the university and their intention to remain associated with it. The scale, known as

the Organizational Commitment Scale, consists of three subscales, each comprising six items.
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Participants rated their responses on a five-point Likert scale (ranging from 1 (strongly disagree)
to 5 (strongly agree)). Bohdrquez (2014) and other researchers have previously employed this
questionnaire in their studies on organizational commitment, which indicates its widespread use
and acceptance. The scale demonstrates high internal consistency, as indicated by a Cronbach’s
alpha coefficient of 0.934. To ensure the suitability of the questionnaire for the specific context

of instructors and their respective universities, the researcher made necessary adaptations.

3.8.7. The Turnover Intention Scale

To measure the intention of turnover, we used a nine-item scale adapted from Jacobs and
Roodt (2008). The scale consists of two types of questions: one that asks how often the
instructors think about leaving their current job or university, and another that asks how much
they are satisfied or dissatisfied with various aspects of their work, such as salary, workload, and
recognition. The responses are given on a five-point Likert scale, indicating the frequency or
degree of agreement. The scale has been validated by previous studies and has a high internal
consistency (Cronbach’s alpha = 0.913). The results of the scale show that the intention of
turnover is influenced by both personal and organizational factors, and that it varies across

different types of academic institutions.

3.9. Validation and Translation of Research Instruments in Cross-Cultural
Settings
This section discusses the validation and translation process of a questionnaire used in a
research project. The data collection instruments underwent various strategies to improve their

psychometric properties. The process consisted of three main stages: content validity assessment,

translation, and pre-pilot testing.

In the first stage, the content validity of the items was evaluated by social and
developmental psychologists, as well as language experts, to determine if they accurately
measured the variables/domains of interest. The researcher utilized Lawshe's content validity
evaluation method Lawshe (1975), which involved calculating the content validity index (CVI)
for each item based on ratings from a panel of experts. The panel comprised eight specialists
with masters and PhD degrees in psychology and language. They possessed extensive experience
in teaching, research, and instrument development. The researcher invited them to participate in
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the content validity assessment, providing them with the survey that included task instructions,
demographic details, construct definitions and explanations, scale/subscale descriptions, and an
overall goal of validating and/or adapting multiple instruments. Each panelist independently
evaluated the content and rated each item on a three-point scale: 1 = not necessary, 2 = useful but
not essential, and 3 = essential. The researcher calculated the content validity ratio (CVR) for
each item based on the quantitative data collected from the panel. Items with CVR/I-CVI values
of 0.75 and higher were retained, while three items with CVR values lower than 0.75 were

eliminated. Additionally, the panel provided qualitative comments on the items.

In the second stage, the items were translated from English to Amharic, the official
language of Ethiopia. The translation process followed a rigorous procedure to ensure the quality
and equivalence of the two versions. Psychologists and language professionals translated the
items into Amharic, taking into consideration the implied meaning, setting, and technical aspects.
The Ambharic version was then back-translated into English and compared to the original for
consistency. Afterward, the forward and backward translations were reconciled and integrated
into a single version. The supervisor reviewed the final version, checking for any contradictions

and discussing necessary corrections with the translators.

In the third stage, the translated instruments were refined based on feedback from the
forward and backward translation processes. The feedback focused on ensuring conceptual
equivalence, simplifying translations, avoiding long phrases, and using language understood by
the common audience. The questionnaire was also tested in a pre-pilot study and revised based
on the results to address confusing terms and statements. The researcher made changes to the
items in the questionnaire to fit this research project, including altering, rewording, paraphrasing,

and canceling some items.

3.10. Pilot Test of the Study

The researcher administered the data gathering tools to 327 randomly selected instructors
from Dilla University for a pilot test. Out of the participants, 269 (82.3%) were male and 58
(17.7%) were female. This pilot test aimed to check the validity and reliability of the tools and
identify any errors in the survey questions before distributing them to the main study
participants. The instructors who participated in the pilot test were excluded from the main study.

After collecting the data, the researcher assessed the scale's reliability and verified the
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assumptions for factor analysis. Items with total item correlations below 0.3 were removed.
Next, an exploratory factor analysis (EFA) was conducted to determine the factor structures of

latent variables.

3.11. Factor Analysis

3.12. Assumptions of Exploratory Factor Analysis

To evaluate the adequacy of the measurement instrument and the assumptions of
exploratory factor analysis (EFA), several tests were conducted. These tests included Cronbach's
alpha coefficient, the Kaiser-Meyer-Olkin (KMO) measure of sampling adequacy, Bartlett's test
of sphericity, tests for multicollinearity, normality, linearity, and homoscedasticity. Cronbach's
alpha coefficient was calculated for each construct to assess internal consistency (Churchill,
1979). The KMO measure was used to examine the extent to which correlations are a function of
shared variance across all variables (Kaiser, 1974). KMO values above 0.70 were considered
acceptable (Hoelzle & Meyer, 2013; Lloret et al., 2017). Bartlett's test of sphericity was
performed to assess the significance of item correlations (Hair et al., 2012). The results indicated
satisfactory internal consistency, as all constructs achieved alpha values above 0.7. The KMO
values for each construct exceeded 0.75, indicating suitability for factor analysis. Bartlett's test of
sphericity showed significant results, supporting the appropriateness of the data for factor
analysis. A summary of the data preparation and EFA results can be found in Table 1.

Table 1. Summary of the data preparation and EFA results

Construct Number of Items Alpha KMO Bartlett’s Test
(2, p-value)
Emotional Intelligence 30 0.823 0.819 1021, < 0.001
Effective Communication 5 0.844 0.811 211, <0.001
Job Motivation 37 0.90 0.871 11543, < 0.001
Job Satisfaction 39 0.95 0.921 1678, < 0.001
Organizational Commitment 18 0.92 0.898 1234, < 0.001
Turnover Intention 9 0.753 0.782 543, <0.001

To evaluate multicollinearity, we examined zero-order correlations (Pearson's r) between
variables. None of the correlations exceeded 0.7, suggesting that strong linear relationships were
not present. We also assessed correlations among predictor variables to identify potential
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multicollinearity issues (Hernandez, 2021). None of the correlations among the predictor
variables exceeded 0.80, confirming the absence of multicollinearity. Therefore, the assumption
of multicollinearity was met for conducting factor analysis. We further evaluated
multicollinearity using tolerance and variance inflation factor (VIF). Tolerance values below
0.10 or VIF values above 10 indicate the presence of multicollinearity (Pallant, 2010). Our
analysis revealed tolerance values ranging from 0.424 to 0.862 and VIF values ranging from
1.159 to 2.357 for each variable. These values indicated no evidence of multicollinearity, as all
tolerance values were above 0.10 and all VIF values were below 10. Moreover, scholars such as
(Hair et al. (2012) and Ringle et al. (2014) have suggested a VIF below 5 as acceptable.

For the normality test, we examined skewness and kurtosis values for each variable (Rex
Kline, 2016). All variables fell within the normal range of £2 for skewness and £7 for kurtosis.
We also assessed the Z-values, which should fall within the range of £1.96 to indicate normality.
To ensure normality, we employed data transformation methods such as square root and
reciprocal transformations for specific constructs. The normality test for each construct met the
criteria for skewness, kurtosis, and Z-values. Refer to Table 2 for the skewness, kurtosis, and Z-
values of each construct. To assess linearity, we examined scatterplots between each pair of
variables and found no evidence of nonlinear relationships. The scatterplots displayed a linear
pattern, indicating that the assumption of linearity was met. Lastly, we evaluated
homoscedasticity using scatterplots and residual plots. The scatterplots did not exhibit funnel-
shaped patterns or clear deviations, suggesting that the assumption of homoscedasticity was met.
The residual plots showed random distribution around zero, indicating the absence of

heteroscedasticity.

In conclusion, the preliminary tests conducted to evaluate the adequacy of the survey data
and the assumptions of EFA provided satisfactory results. The measurement instrument
demonstrated good internal consistency, as indicated by Cronbach's alpha coefficients. The data
were suitable for factor analysis, supported by high KMO values and significant Bartlett's test of
sphericity results. Tests for multicollinearity, normality, linearity, and homoscedasticity revealed

no violations of the assumptions required for EFA.
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Table 2. Test of Normality

Variables Skewness S.E  Z values  Kurtosis S.E  Z_values Shapiro-wilk

values values

Sig.
El -.244 135 -1.81 -.123 .269 -.46 129
EC .060 135 44 -.061 .269 -.23 144
JM -.020 135 -.15 303 .269 1.13 118
JS -.016 135 -12 -.299 .269 -1.11 401
ocC 079 135 .59 -.070 .269 -.26 .854
Tl .036 135 27 -.356 .269 -1.32 107
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Figure 2. Scatter Plot

3.13. Exploratory Factor Analysis

An exploratory factor analysis was performed to examine the factors or dimensions of
each construct or latent variable within the Ethiopian cultural context. The analysis utilized
maximum likelihood estimation and varimax rotation, with a maximum factor loading criterion
of 0.50, which exceeded the absolute value of the default standardized factor loading of 0.30.
The goal of the exploratory factor analysis was to generate a highly correlated rotated matrix,
where various measures such as the Kaiser-Meyer-Olkin (KMO) index, Bartlett’s Test of
Sphericity, factor loadings, and factor correlation matrix reached statistically significant levels.
The data were analyzed using Statistical Package for Social Sciences (SPSS) version 25, Jamovi
version 2.3.2, and Amos version 23. A maximum likelihood analysis was employed to identify
factors with high correlations among their reflective items. This method explicitly specifies the

expected relationships between items and consolidates related items into one dimension or
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factor. Varimax rotation, a statistical technique in factor analysis, was utilized to clarify item
relationships, simplify item loadings by eliminating intermediate values, and specifically identify

the factor on which factor loading depends.

During the initial exploratory factor analysis, the researcher assessed the communalities
of the observed variables to gauge the amount of variance explained by each dimension.
According to Child (2006), items with communalities below 0.20 should be excluded from
further analysis, along with items having total item correlations below 0.30 (Tabachnick &
Fidell, 2001). Following these criteria, the items were refined to ensure the content validity of the
scale, and the final exploratory factor analysis results were reported in the study's results section.
Based on the criteria of communalities below 0.20 and total item correlations below 0.30, eight
emotional intelligence items were excluded. Similarly, for the job motivation scale, three items
were excluded. In total, 23 items out of the initial 37 were excluded, leaving 14 items for
subsequent confirmatory factor analysis (CFA). For the job satisfaction scale, 15 items did not
load on any factors or components, resulting in their exclusion. Consequently, only 19 items

were retained for CFA analysis, as they loaded on their originally assigned factor structure.

Regarding the organizational commitment scale, three items were excluded due to low
communality (below 0.20) and low total item correlation (below 0.30). However, all six
normative commitment items loaded on the first factor, the affective commitment factor, and
were excluded from the final exploratory factor analysis for CFA. Two items did not load on any
factors or on affective commitment, leading to their exclusion. Six items remained for further
CFA analysis. The turnover intention scale underwent a final exploratory factor analysis with an
eigenvalue greater than 1, resulting in a single factor structure. However, three items did not load
on any factor structures and were excluded from the final analysis. Four items were retained for
CFA analysis. In summary, the exploratory factor analysis was conducted to investigate the
factors or dimensions of the latent variables within the Ethiopian cultural context. The analysis
involved rigorous criteria for selecting items, resulting in the exclusion of various items across
different scales. The remaining items were deemed suitable for subsequent confirmatory factor

analysis.
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3.14. Results of Exploratory Factor Analysis (EFA)

Emotional intelligence: Two factors were identified from the rotated factor matrix in maximum
likelihood analysis with an Eigenvalue >1 and the scree plot results. These factors were
interpretable and confirmed by the confirmatory factor analysis with items having factor loadings
from 0.517 to 0.805. The two factors accounted for 38% of the total variance in the emotional

intelligence scale.

Effective Communication: Based on the Eigenvalue >1 criterion, the scree plot, and the parallel
analysis, the effective communication scale had a single-factor structure. The factor loadings of
the items were high, ranging from 0.609 to 0.804. This factor accounted for 52.8% of the total

variance in the scale.

Job Motivation: Using the Eigenvalue >1 criterion and the scree plot, we obtained a three-factor
solution from the rotated factor structures. The three factors were interpretable and reduced the
original six-factor model of the motivational scale. The factor loadings of the three factors were
high, ranging from 0.538 to 0.874. These factors explained 58.20% of the total variance in the
scale, with very high factor scores.

Job Satisfaction: We applied the Eigenvalue >1 criterion and the scree plot analysis to the
rotated factor structures and obtained a three-factor solution. The three factors were interpretable
and had high factor loadings, ranging from 0.550 to 0.878. These factors accounted for 64.3% of
the total variance in the job satisfaction scale.

Organizational Commitment: We performed an exploratory factor analysis and obtained a
single-factor solution. The items in the scale had high factor loadings, ranging from 0.633 to

0.879. This factor accounted for 63.4% of the total variance in the scale.

Turnover Intention: We conducted an exploratory factor analysis and obtained a single-factor
solution. The items in the scale had high factor loadings, ranging from 0.626 to 0.800. This

factor accounted for 50% of the total variance in the scale.

3.15. Confirmatory Factor Analysis
To validate the findings from the EFA and ensure that the measured variables accurately

represented the latent variables, a confirmatory factor analysis (CFA) was conducted. The CFA
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examined the pattern of loadings for each new factor. Loadings represent the correlations
between the indicators and the factors, with factors being the underlying latent variables. Within
the CFA, a measurement model linked the indicators to the constructs they were hypothesized to
measure Byrne (2016), while a structural model depicted the relationships between the latent
variables (Steinmayr et al., 2016). In short, a structural equation model (SEM) consisted of both

a measurement model and a structural model.

For the CFA, AMOS 23 software was used with maximum likelihood estimation on the
sample. This analysis tested the structure of emotional intelligence, effective communication, job
motivation, job satisfaction, organizational commitment, and turnover intention. To establish the
models for each construct, the researcher employed model identification and specification
methods. To evaluate the fit of the model to the data, more than five model fit statistics were
used. Worthington and Whittaker (2006) recommended four broad categories of model fit
indices, including overall model fit (chi-square test), incremental fit (NFI, CFI, and TLI), and
absolute fit (RMSEA and GFI). Byrne (2010) and Alrousan and Ahmad (2015) suggested five
model fit indices: CMIN, AGFI, GFI, CFl, and RMSEA. The selected fit indices, as suggested
by Byrne (2010), were assessed to determine the fit of the CFA models for each construct.
Specifically, the criteria for the model fit indices were as follows: CMIN/DF < 5, GFI, AGFI,
and CFI >.9, and RMSEA < .08. Hair et al. (2012) indicated that if 3 to 4 of the fit indices met
the specified thresholds, the model fit would be considered acceptable. However, McNeish et al.
(2017) cautioned against blindly applying cut-off values, stating that no single cut-off value for

any specific fit index can be widely applied across latent variable models.

3.16. Results of Confirmatory Factor Analysis

Emotional Intelligence: The results of exploratory factor analysis (EFA) revealed two distinct
factor structures in the study: emotional self-awareness (ESA) and emotional self-regulation
(ESR). These factors were further confirmed through first- and second-order confirmatory factor
analyses (CFA) using the emotional intelligence scale. The CFA for the first-order factor model
of emotional self-awareness yielded the following fit indices: y2 = 10.806, DF = 5, p-value =
.055, CMIN/DF = 2.161, NFI = .994, TLI = .989, CFI = .996, RMSEA = .043, GFI = .994, and
AGFI =.976. The CFA for the first-order factor model of emotional self-awareness showed good
fit with the data, with all fit indices falling within acceptable ranges. The CFA for the first-order
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second factor, emotional self-regulation, also demonstrated an excellent model fit. The results of
this analysis indicated the following fit indices: x2 = 3.648, DF = 6, p-value = .724, CMIN/DF =
.608, NFI =.997, TLI = 1.00, CFI = 1.00, RMSEA = .000, GFI = .998, and AGFI = .993. Again,
all fit indices fell within the recommended range for model fit. Furthermore, a CFA was
conducted to assess the first-order two-factor model as a whole. The results demonstrated a
satisfactory fit, with the following fit indices: 2 = 191.970, DF = 46, p-value = .000, CMIN/DF
=4.173, NFI = .940, TLI =.933, CFI =.953, RMSEA = .072, GFI = .953, and AGFI = .920. All
of these fit indices met the acceptable criteria for model fit. The second-order CFA model was
also examined, and the results were consistent with the first-order two-factor models. The fit
indices for the second-order model were as follows: ¥2 = 191.970, DF = 46, p-value = .000,
CMIN/DF = 4.173, NFI = .940, TLI = .933, CFI = .953, RMSEA = .072, GFI = .953, and AGFI
= .920. These fit indices indicated a good fit with the data, and no further modifications were
necessary. Overall, the study's findings provide strong evidence for the first-order two-factor
CFA model of emotional intelligence, specifically emotional self-awareness and emotional self-

regulation.

Effective Communication: The results of the CFA analysis indicated that the overall model fit
indices, incremental fit indices, absolute fit indices, and goodness-of-fit indices were as follows:
x2 = 4.210, DF = 3, p-value = .240, CMIN/DF = 1.403, NFI = .995, TLI = .995, CFI = .998,
RMSEA = .026, GFI = .997, and AGFI = .987. These findings suggest that the final model
effectively captured the data, and all fit indices fell within acceptable ranges.

Job Motivation: The results of the EFA revealed three factor structures that can be interpreted.
These factors were confirmed by both first and second-order CFA models. Specifically, the final
first-order CFA model for salary (SAL) had the following fit statistics: 2 = 60.878, DF = 7, p-
value = .201, CMIN/DF = 8.697, NFI = .970, TLI = .942, CFl = .973, RMSEA = .112, GFI =
967, and AGFI = .901. With the exception of RMSEA, all the fit indices indicated a good match
between the model and the data. To confirm its fit with the data, the first-order CFA model for
promotion (PRO) was subsequently tested. The CFA results demonstrated a perfect fit: y2 =
454, DF = 1, p-value = .500, CMIN/DF = .454, NFI = 1.00, TLI = 1.00, CFI = 1.00, RMSEA =
.000, GFI = 1.00, and AGFI = .996. All the fit indices fell within the recommended range for

model fit criteria. Similarly, the first-order CFA model for cheer love and career development
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(CLCD) was estimated to verify its fit with the data. The CFA output indicated a good fit: y2 =
3.345, DF = 1, p-value = .067, CMIN/DF = 3.345, NFI = .997, TLI = .987, CFIl = .998, RMSEA
= .062, GFI = .997, and AGFI = .973. All the fit indices met or exceeded the recommended
thresholds for model fit. Furthermore, a CFA was conducted to assess the first-order three-factor
model simultaneously. The CFA model for SAL, PRO, and CLCD consisted of 14 items. The
results demonstrated that 2 = 251.094, DF = 69, p-value = .000, CMIN/DF = 3.639, NFI = .944,
TLI =.945, CFI = .958, RMSEA = .065, GFI = .944, and AGFI = .915. Finally, a second-order
CFA was performed to confirm the validity of the second-order factor model using the three
first-order factors. The results of the second-order CFA model showed that y2 = 251.094, DF =
69, p-value =.000, CMIN/DF = 3.639, NFI = .944, TLI = .945, CFl = .958, RMSEA = .065, GFI
=.944, and AGFI = .915. All the model fit indices indicated a good match and were within the

acceptable range of the fit indices

Job Satisfaction: The EFA results revealed three interpretable factors on the Job Satisfaction
scale. These factors were confirmed by both first and second-order CFA models. The first-order
CFA model associated with the first factor, financial rewards (FR), showed a good fit with the
data: 2 = 46.248, DF = 11, p<.001, CMIN/DF = 4.204, NFI = .985, TLI = .979, CFI = .989,
RMSEA = .072, GFI = .979, AGFI = .949. Similarly, the first-order CFA model related to the
second factor, relationship with co-workers (RCW), also showed a good fit with the data: y2 =
23.088, DF = 6, p = .001, CMIN/DF=3.848, NFI = .991, TLI = .983, CFI = .993, RMSEA =
.068, GFI = .988, AGFI = .958. All the fit indices were within the recommended range, and no
further model modification was needed. The first-order CFA model associated with the third
factor, relationship with supervisors (RWS), also showed a good fit with the data: y2 = 23.821,
DF =8, p =.002, CMIN/DF=2.978, NFI = .989, TLI = .987, CFIl = .993, RMSEA = .057, GFI =
.988, AGFI = .967. The fit indices for all three factors were within the recommended range,
requiring no further modifications. The three-factor CFA model demonstrated strong
interrelationships between the factors and a good fit: y2 = 401.840, DF = 142, p<.001,
CMIN/DF=2.830, NFI = .952, TLI = .962, CFI = .968, RMSEA = .054, GFI = .937, AGFI =
.916. Similarly, the second-order factor CFA model provided the same fit indices as the three-

factor model, meeting all the required fit criteria without further modifications.
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Organizational Commitment: The exploratory factor analysis (EFA) yielded a single
interpretable factor, which was subsequently confirmed in the model using the available data.
The confirmatory factor analysis (CFA) results for the final organizational commitment model
indicated y2 = 26.801, DF = 7, p-value = .000, CMIN/DF =3.829, NFI = .985, TLI = .976, CFI =
.989, RMSEA = .068, GFI = .986, and AGFI = .959. Overall, these findings demonstrate that the
measurement model fits the data well and meets the required fit indices for an acceptable model
fit.

Turnover Intention: Exploratory factor analysis revealed one interpretable factor, which was
further confirmed by confirmatory factor analysis. The CFA results showed that the
hypothesized model fit the data very well, as indicated by the following fit indices: 2 = 3.946,
DF = 2, CMIN/DF = 1.973, p-value =.139, NFI =.993, TLI =.990, CFI =.997, RMSEA =.040,
GFI =.997, and AGFI =.984. Therefore, the first-order model was acceptable and did not require

any modification.

3.17. Structural Equation Measurement Modeling

Item Parceling: Item parceling is a common technique in structural equation modeling (SEM)
that involves summing or averaging item scores from two or more items and using these parcel
scores instead of the item scores in a SEM analysis. Bandalos and Finney (2001) examined SEM
studies in seven journals from 1989 to the present and found that 19.6% of 317 applied SEM or
confirmatory factor analysis (CFA) studies used some type of parceling procedure, mostly
(82.3%) for CFA applications. Parceling enhances model parsimony, which means using the
fewest number of parameters to explain the data, but it reduces the falsifiability of the tested
model, which means the ability to reject a false model. In other words, parceling may over-
stabilize a misspecified model and make it fit the data well. One way to create parcels is to
assign items to parcels based on their factor loadings, from highest to lowest in an inverted order.
Mario and Rogers (2004) gave an example of this approach for 12 indicators assigned to three
parcels: parcel #1 had indicators ranked 1, 6, 7, and 12, parcel #2 had indicators ranked 2, 5, 8,
and 11, and parcel #3 had indicators ranked 3, 4, 9, and 10. The researcher applied this approach
to parcel out emotional intelligence - 12 items, job motivation - 14 items, job satisfaction - 19
items, organizational commitment - 6 items, effective communication - 5 items, turnover

intention — 4 items, and ran a SEM measurement model.
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Figure 3. Structural Equation Model.

The researcher interpreted the SEM measurement models based on their model fit
indices. Then, the researcher conducted structural measurement models by connecting all
constructs based on the first and second order CFA measurement models. To check the fitness of
the model, the researcher ran the structural measurement model by parcelling items. The initial
SEM measurement model yielded ¥2 = 801.799, DF =190, p—value =.000, CMIN/DF = 4.220,
NFI =.905, IFI=.926, TLI=.909, CFI=.926, RMSEA=.072, GFI=.890, and AGFI=.854. Among
the fit indices, CMIN/DF, NFI, IFI, TLI, CFI, and RMSEA indicated a good fit to the data, while
GFI and AGFI were close to the recommended criteria. Therefore, the SEM measurement model
fit the data well except for GFI and AGFI, which were slightly below the acceptable threshold.
The final SEM model also fit the data and met the required fit indices.
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3.18. Multivariate Normality Assumption of SEM Model

Table 3. Multivariate Normality Assumption (Assessments of Normality).

Variables min max skew c.r. kurtosis C.I.
El 8.667 28.000 -.009 -.092 -.617 -3.132
M 6.000 23.667 .356  3.618 207 1.051

JS 6.000 24.000 .151 1.537 101 514
EC 2.000 10.000 -.013 -132 -.529 -2.684
oC 2.000 10.000 -.163 -1.653 -.666 -3.381
Tl 2.000 10.000 .120 1.219 -.668 -3.395
Multivariate 2.913 3.698

As shown in Table 3, the univariate and multivariate normality assumptions were tested
for each construct. The univariate skewness and kurtosis of the constructs were within the
recommended ranges, i.e., skewness was between +2 and kurtosis was between +7. The
multivariate normality test also met its minimum standards of kurtosis and critical ratio (C.R.).
Yuan and Bentler (2006) suggested that the kurtosis and the C.R. of SEM results should be less
than 5 to indicate multivariate normality. Based on this criterion, the multivariate normality
analysis of emotional intelligence (EI) showed a kurtosis of -.617 and a C.R. of -3.132. For
effective communication (EC), the multivariate kurtosis was -0.529 and the C.R. was -2.684. For
job motivation (JOM), the multivariate kurtosis was .207 and the C.R. was 1.051. For job
satisfaction (JOS), the kurtosis was .101 and the C.R. was .514. For organizational commitment
(OC), the kurtosis was -.666 and the C.R. was -3.381. For turnover intention (TI), the kurtosis
was -.668 and the C.R. was -3.395. Thus, all the variables exhibited multivariate normal data
distributions in SEM analysis. The researcher used bootstrapping methods to maintain the
multivariate normality of the constructs. Byrne (2010) stated that the bootstrapping technique is
superior to the multivariate normality technique for overcoming multivariate non-normal data
distributions. Therefore, bootstrapping with a sample of 5,000 was performed to obtain more

accurate estimates.
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3.19. Reliability of Scales and Subscales

To evaluate the reliability of each scale and its subscales, we utilized Cronbach's alpha
(o) and composite reliability (CR) analysis. Cronbach's alpha measures the internal consistency
and reliability of survey responses (Cohen, 2007; Maulod et al., 2017). Composite reliability
examines how well a set of items or indicators measures a latent construct or factor that is not
directly observable, such as attitude, motivation, or satisfaction. Higher composite reliability
indicates that the items are more consistent in measuring the same construct. While Cronbach's
alpha is often considered a lower bound estimate of reliability, composite reliability is more
precise and realistic (Raykov, 1997). In this study, the scales and subscales exhibited high

internal consistency and composite reliability, surpassing the recommended standard values of a
=0.7and CR=0.7.

Table 4 presents the reliability and internal consistency of each scale and subscale in both
the pilot study and the main study. In the main study, we calculated composite reliability (CR)
for each scale and subscale using the factor loadings. The internal consistency of the items in the
emotional intelligence scale and its subscales improved in the main study. The emotional
intelligence scale had an alpha value of 0.83 and a composite reliability of 0.91, indicating a high
level of internal consistency and composite reliability. However, the internal consistency (alpha)
of the effective communication scale slightly decreased from the pilot study. The alpha
coefficient for the five items in the effective communication scale decreased negligibly from o =
0.84 in the pilot study to o = 0.81 in the main study, and its composite reliability (CR) value was
0.81 in the main study.

The internal consistency or alpha values of the job motivation scale and its sub-scales
showed no significant differences between the pilot and main study. However, there was a slight
improvement in the internal consistency of the cheer love and career development sub-scale,
which increased from 0.78 in the pilot study to 0.83 in the main study. The sub-scale salary
(SAL) had six items with excellent internal consistency (alpha value of 0.88), the promotion sub-
scale consisted of four items with excellent internal consistency (alpha value of 0.84), and the
cheer love and career development sub-scale consisted of four items with high internal
consistency (alpha value of 0.83). Overall, the job motivation scale, with a total of 14 refined
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items, had an excellent alpha value of 0.85 and a composite reliability (CR) value of 0.95,

indicating a high level of internal consistency and composite reliability in the main study sample.

Regarding job satisfaction and its sub-scales, there were no significant improvements in
internal consistency between the pilot and main study. The financial rewards (FR) sub-scale,
consisting of seven items, had an alpha value of 0.92, indicating high internal consistency. The
relationships with co-workers (RWC) sub-scale, consisting of six items, had an internal
consistency of 0.91, indicating excellent internal consistency. The relationships with supervisors
(RWS) sub-scale, consisting of six items, had an alpha value of 0.90, indicating excellent or high
reliability. The overall internal consistency and composite reliability of the job satisfaction scale
and its sub-scales had excellent alpha values of 0.91, and the CR value of the scale was 0.97 in
the main study.

In terms of organizational commitment, there was a slight decrease in internal
consistency from 0.91 in the pilot study to 0.88 in the main study, which was a minor difference.
The organizational commitment scale had a CR value of 0.88 in the main study. Instructors'
turnover intention, measured with four items, showed significant differences in internal
consistency (o = 0.79 in the pilot study to a = 0.75 in the main study), and the turnover intention
scale had a CR value of 0.75 in the main study. Overall, the reliability and internal consistency,
as measured by o and CR coefficients, of the scales and sub-scales were good to excellent,
indicating a high level of internal consistency and composite reliability within this specific

sample population.
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Table 4. Reliability of Scales and Sub-scales as Measured in o and CR Coefficients.

Scales/Sub-Scales No. of Cronbach’s Cronbach’s Composite
items alpha coefficient alpha coefficient reliability (CR) of
(a) in the pilot (a) in the main  the scale (N = 619)
study (N=327) study (N=619)

Emotional intelligence scale 12 0.79 0.83 0.91
Emotional self-awareness 6 0.81 0.84 0.82
Emotional self-regulation 6 0.74 0.85 0.85
Effective communication 5 0.84 0.81 0.81
Job motivation scale 14 0.86 0.85 0.95
Salary 6 0.89 0.88 0.88
Promotion 4 0.87 0.84 0.85
Cheer love and career 4 0.78 0.83 0.83
development

Job satisfaction scale 19 0.92 0.91 0.97
Financial rewards 7 0.91 0.92 0.92
Respect with co-workers 6 0.91 0.91 0.91
Relationships with 6 0.92 0.90 0.90
Supervisors

Organizational commitment 6 0.91 0.88 0.88
Turnover intention scale 4 0.79 0.75 0.75

Note. o = Cronbach’s alpha coefficient, CR = Composite reliability Coefficients

3.20. Validity of the Scales and Sub-Scales

According to Babey (2019), the validity of an item refers to how well it “measures or
describes what it is supposed to measure or describe.” Validity is crucial for the achievement of
research, as it determines the worth of a study, especially in questionable circumstances (Cheung
et al., 2023). To increase the acceptability of the findings of this research work, the multiple
validity of the instrument was checked. This section describes the methods and results of the
validity assessment. The face validity was checked using the comments from the pilot study

participants, the feedback from the supervisor, panelists, and classmates (Creswell, 2012). Based
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on this, three items were removed from the content validity assessment: two items from job
motivation and one item from job satisfaction. Then the content validity of the tools was
examined by using the content validity index and ratio (CVI/R) (Lawshe, 1975). According to
Lawshe, the I-CVI or CVR for each item should be greater or equal to 0.75. In addition to the
face and content validity of the instrument for this study, the construct validity was examined
using exploratory and confirmatory factor analysis, which provided some evidence of construct
validity (Messick, 1994). Construct validity is the extent to which a concept, idea, or behavior
can be translated or transformed into a functioning and operating reality through
operationalization. Convergent validity (AVE/CV) and discriminant validity (DV) are two
components of construct validity. The convergent validity of the instrument was assessed using
factor loadings (Burke & Larry, 2014). The factor loadings of each item with regard to its
respective factors of average variance extracted (AVE) must be 0.5 or more than 0.5, which is a
common criterion for convergent validity (Prudon, 2015). Similarly, the discriminant validity of
the instrument was checked using factor loadings. To determine the discriminant validity of the
constructs or the latent vraiables, we use the square root of AVE or average variance extracted
(Cheung et al., 2023). The square root of AVE must be more than the correltions of the latent
variables. Therefore, attention was paid to the validation processes to make the items relatively
simple and contextualize them for the Ethiopian context, which was important for the main

study. Table 5 shows the results.
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Table 5. Construct Validity of Latent Variables as measured in AVE/CV and DV

Construct Validity

Scales/Sub Scales Convergent Validity  Discriminant Validity

(AVE/CV) (DV)
Emotional intelligence scale 0.653 0.808
Emotional self-awareness 0.617 0.785
Emotional self-regulation 0.661 0.813
Effective communication 0.572 0.756
Job motivation scale 0.724 0.851
Salary 0.706 0.840
Promotion 0.714 0.845
Cheer love and career development 0.693 0.832
Job satisfaction scale 0.773 0.879
Financial rewards 0.753 0.868
Respect with co-workers 0.761 0.872
Relationships with Supervisors 0.741 0.861
Organizational commitment 0.699 0.836
Turnover intention scale 0.588 0.767

Note. AVE =Y (standardized factor loadings2) + Number of indicators, DV = the square root of AVE

Table 5 presents the construct validity of the study’s latent variables, assessing both
convergent and discriminant validity through factor loadings. We calculate the Average Variance
Extracted (AVE) by summing the squares of the factor loadings and dividing by the indicator
count, ensuring the square root of the AVE our measure for discriminant validity exceeds the
inter-construct correlations. Consequently, Emotional Intelligence exhibits an AVE of 0.653 and
DV of 0.808, reflecting robust validity. In parallel, Effective Communication demonstrates an
AVE of 0.572 and a DV of 0.756, indicating strong validity. Similarly, Job Motivation, with an
AVE of 0.724 and a DV of 0.851, and Job Satisfaction, with an AVE of 0.773 and a DV of
0.879, both signify substantial validity. Organizational Commitment, possessing an AVE of
0.699 and a DV of 0.836, and Turnover Intention, with an AVE of 0.588 and a DV of 0.767, also
imply significant validity. Collectively, the sub-scales show AVEs surpassing 0.5 and DVs
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exceeding their respective correlations, confirming the high construct validity of the latent

variables in this study.

3.21. Data Collection Procedures

The researcher followed the following procedures for data collection. Firstly, a support
letter and approval were obtained from Addis Ababa University, School of Psychology. Then,
permission was required from university presidents, college deans, and department heads to
administer the questionnaire. The researcher collected primary data from instructors with the
assistance of department heads and academic staff. Before administering the questionnaire,
instructors were asked for their consent and the purpose of the survey was explained. This
ensured full support and easy retrieval of required information. To maximize the quality of
information, a convenient time for respondents was considered. The Amharic language was used
to make the questionnaire plain and understandable. Data collectors and the researcher
distributed and collected data from teachers in public universities in Ethiopia. Participants were
asked to provide genuine answers to all survey items. Completed questionnaires were collected
and participants were thanked for their cooperation. Instructors who participated in the pilot
study were excluded from the main study to prevent information sharing. Finally, the researcher
organized and encoded the data using the social sciences statistical package SPSS, Jamovi, and

AMOS, and completed the analysis.

3.22. Ethical Considerations

This research adhered to the highest standards of objectivity and integrity, following the
policies and procedures of Addis Ababa University and the institutional review committee. The
School of Psychology Ethical Clearance Committee approved this research with the reference
number SoP-Eth-Co/08/2015. The study also respected the ethical principles of the Declaration
of Helsinki. The researcher obtained the data collection permission from the university using the
ethical clearance and the help letter from Addis Ababa University. The researcher also secured
authorization and support letters from the administration, colleges, and departments of the
sample universities, and made the necessary arrangements to collect the data. The ethical consent
form provided information about the researcher, the research title, the significance, the
methodology, and the type of participants. The consent form also informed the participants of

their rights, their voluntary participation, and the protection of their rights. The participants
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signed the written informed consent form after being informed and guided on how to complete
the survey and the importance of their participation. A convenient time was allocated for
collecting the completed questionnaires, which helped to prevent the low response rate typical of
surveys. The data collected were kept confidential and anonymous. The participants were not
asked their names; the questionnaires were coded; the informed consent was signed; and the

research findings were presented objectively and in detail.

3.23. Data Analysis

Various statistical tools were used in this study, including SPSS version 25, JAMOVI
version 2.3.2, and AMOS version 23, to analyze both descriptive and inferential statistics. Before
analyzing the data, we conducted data cleaning to ensure accurate data entry. This involved
removing response sheets with missing values and reverse scoring negatively worded items. We
employed the estimation method to assess data distribution assumptions and evaluate data
integrity. Additionally, we checked for outliers and reversed negatively worded items during the
data cleaning process. The study also examined the impact of violating assumptions in
parametric tests through empirical and theoretical analyses (Constantin & Jeffrey, 2017). Their
research suggests that parametric statistics can be confidently used with Likert data, small
sample sizes, unequal variance, and non-normal distribution without yielding incorrect

conclusions (Constantin & Jeffrey, 2017).

However, it's important to note that the central limit theorem states that as sample sizes
increase, the likelihood of violating parametric test assumptions decreases. In this study, we
focused on the responses to scale-type items and used appropriate parametric tests accordingly.
Additionally, we analyzed instructors' background characteristics using descriptive statistics,
such as frequency counts. We assessed emotional intelligence, effective communication, job
motivation, job satisfaction, organizational commitment, and turnover intention among
instructors in higher education institutions by calculating mean and standard deviations (Burke
and Larry, 2014).

To examine the mediating roles of effective communication, job motivation, job
satisfaction, and organizational commitment in the relationship between emotional intelligence
and turnover intention, we employed structural equation modeling with maximum likelihood

estimation. This modeling approach allows for simultaneous estimation of all unknown

108



parameters, tests the fit of the model to the data, and establishes statistical models that align
closely with theoretical concepts, as suggested by (Rex Kline, 2016). To determine the levels of
emotional intelligence, effective communication, job motivation, job satisfaction, organizational
commitment, and turnover intention, we calculated mean and standard deviation scores using
descriptive statistics. We conducted one-sample t-tests to assess statistical significance and
examined Pearson correlations to explore the relationships between emotional intelligence,
effective communication, job motivation, job satisfaction, organizational commitment, and
turnover intention. Multiple linear regression analyses were performed to evaluate the
independent and combined contributions of emotional intelligence, effective communication, job

motivation, job satisfaction, and organizational commitment to turnover intention.

Furthermore, we used one-way ANOVA to investigate whether statistically significant
differences existed among instructors' background characteristics (age, gender, educational
status, marital status, and work experience) in relation to each of the six variables (emotional
intelligence, effective communication, job motivation, job satisfaction, organizational
commitment, and turnover intention). To assess the strength of the identified statistical
significance and related issues, we calculated effect size indicators, such as partial eta square for
one-way ANOVA, zero-order correlation coefficient (r2), and adjusted R2 for regression
analysis. Post-hoc calculations of statistically significant differences between groups mean

scores were conducted using Tukey HSD analysis.
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CHAPTER 4: RESULTS

This chapter reports the socio-demographic characteristics of the participants involved in
the study, along with the frequencies and descriptive statistics related to these characteristics. It
also analyzes the data on several variables, namely emotional intelligence (El), effective
communication (EC), job motivation (JM), job satisfaction (JS), organizational commitment
(OC), and turnover intention (TI), using the Pearson product-moment correlation coefficient.
Additionally, it explores the direct relationship between EI and each of the other variables, as
well as the mediating roles of EC, JM, JS, and OC in the relationship between EI and TI.
Moreover, it examines the independent and combined contributions of these mediating and
independent variables to TI. Lastly, it investigates the significant differences in the mean values

of the instructors’ EI, EC, JM, JS, OC, and TI based on their socio-demographic characteristics.

4.1. Socio-Demographic Characteristics

The socio-demographic characteristics of participants are presented in Table 6.
Table 6. The Descriptive Characterstics of the Participants.

Total University  Marital  Educational
Variables  Age Experience Experience  Status Status
N 619 619 619 619 619
Mean 33.76 9.74 6.89 1.37 2.13
SD 5.76 5.46 3.98 49 50
Minimum 25.00 1.00 1.00 1.00 1.00
Maximum  60.00 33.00 20.00 3.00 4.00

As Table 6 shows, 619 instructors took part in this study. Their ages ranged from 25 to 60
years, with a mean of 33 and a standard deviation of 5.76. Their total work experience varied
from 1 to 33 years, with a mean of 9.74 and a standard deviation of 5.46. They also had different
lengths of teaching experince in a university, from 1 to 20 years, with a mean of 6.89 and a

standard deviation of 3.98.
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Table 7. The Frequency of Socio-demographic Characteristics of the Respondents.

Variables Frequency Percent
Female 154 24.9
Gender Male 465 75.1
Total 619 100.0
25-35 years 414 66.9
36-45 years 186 30.0
Age 46-55 years 17 2.7
56 & above years 2 0.3
Total 619 100
Marital Status Married 394 63.7
Unmarried 221 35.7
Divorced 4 0.6
Total 619 100.0
Educational Status Ass. Lecturer 38 6.1
Lecturer 468 75.6
PhD/Ass. Professor 108 17.4
Associate Professor 5 0.8
Total 619 100.0
Total work experience 1-5 years 168 27.1
6-10 years 236 38.1
11-15 years 119 19.2
16-20 years 77 12.4
21 and above years 19 3.1
Total 619 100.0
University work experiences  1-5 years 291 47.0
6-10 years 222 35.9
11-15 years 88 14.2
16-20 years 18 2.9
Total 619 100.0
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Table 7, presented above, provides an overview of the instructor demographics and
characteristics. The data includes a total of 619 instructors, 465 (75.1%) male and 154 (24.9%)
female. All participants completed the survey questionnaires satisfactorily. The frequency table
shows that most instructors, 414 (66.9%), were aged 25-35 years. Another 186 (30%) instructors
were in the 36—45-year age range, while only 17 (2.7%) instructors were in the 46-55-year age
range. A negligible 2 (0.3%) instructors were aged 56 or above. The frequency analysis also
reveals the marital status of the instructors. A majority, 394 (63.7%), were married, 221 (35.7%)
were unmarried, and 4 (0.6%) were divorced. The frequency table also indicates the academic
ranks of the instructors. Specifically, 38 (6.1%) instructors were assistant lecturers, 468 (75.6%)
were lecturers, 108 (17.4%) had a PhD or assistant professorship, and 5 (0.8%) instructors were
associate professors. Regarding their overall work experience, 168 (27.1%) instructors had 1-5
years of experience, 236 (38.1%) had 6-10 years of experience, 119 (19.2%) had 11-15 years of
work experience, 77 (12.4%) had 16-20 years of experience, and 19 (3.1%) instructors had 21
years or more of total work experience. The analysis also covers their specific work experience
within the university setting. A total of 291 (47%) instructors had 1-5 years of university
experience, 222 (35.9%) had 6-10 years, 88 (14.2%) had 11-15 years, and 18 (2.9%) instructors
had 16-20 years of university work experience. In summary, the data in Table 7 provides
comprehensive insights into the demographics and characteristics of the instructors, such as
gender, age, marital status, academic rank, and work experience both in general and within the

university context.

4.2. The Levels of Emotional Intelligence, Effectieve Communication, Job
Motivation, Job Satisfaction, Organizational Commitment and Turnover

Intention of Instructors
The first purpose of this study was to examine the instructors’ levels of emotional
intelligence, effective communication, job motivation, job satisfaction, organizational
commitment, and turnover intention. To do this, one sample t-test was computed and the results

are presented in Table 8 below.
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Table 8. The Level of Emotional Intelligence, Effective Communication, Job Motivation and

Job Satisfaction Influencing Instructors’ Organizational Commitment (N = 619).

Variables N Mean SD t-value Expected Mean Df  Sig
Test value

Emotional intelligence 619 57.96 1194 20.75 48 618  0.000
Turnover intention 619 1219 3.63 132 12 618  0.188
Effective communication 619 1477 396 -1.38 15 618 0.166
Organizational commitment 619 17.89 571 -457 18 618  0.648
Job motivation 619 26.48 6.73 -31.45 35 618  0.000
Job satisfaction 619 40.65 9.25 -18.40 47.5 618  0.000

*** | evels of significance are at .000(2-tailed); El = emotional intelligence, EC = effective communication, JM = job
motivation, JS = job satisfaction, OC = organizational commitment.

As Table 8 shows, one sample t-test results indicated that instructors’ emotional
intelligence had a significantly higher observed mean score value (57.96) than the expected mean
test value (48). This implies that instructors in this sample group had high emotional intelligence,
which theoretically means they were emotionally stable and could understand their own and
others’ behavior in their organizations. The empirical and theoretical evidence suggests that
emotional intelligence reduces the intention to turnover. Conversely, one sample t-test results
showed that instructors’ effective communication had a lower observed mean score value (14.77)
than the expected mean test value (15). This indicates that instructors had a low level of effective
communication, which increases the intention to turnover. Similarly, one sample t-test results
revealed that instructors’ job motivation had a significantly lower observed mean score value
(26.48) than the expected mean test value (35). This means that instructors had a low level of job
motivation, which was directly related to their intention to turnover. In other words, lower job
motivation led to higher intention to leave. Moreover, one sample t-test results demonstrated that
instructors’ job satisfaction had a significantly lower observed mean score value (40.65) than the
expected mean test value (47.5). This implies that instructors had a low level of job satisfaction,
which increased their intention to turnover as job satisfaction decreased. Likewise, one sample t-
test results showed that instructors’ organizational commitment had a lower observed mean score
value (17.89) than the expected mean test value (18) but not statisticaly significant. This

indicates that instructors had a low level of organizational commitment, which also increased
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their turnover intention. Additionally, one sample t-test results indicated that instructors’
turnover intention had a higher observed mean score value (12.19) than the expected mean test
value (12). This means that instructors had a higher level of turnover intention. In summary, the
results of one sample t-test in Table 8 suggested that instructors had a significantly higher level
of emotional intelligence, but significantly lower levels of job motivation and job satisfaction.
Furthermore, instructors had a non-significantly higher level of turnover intention, and a non-
significantly lower levels of effective communication and organizational commitment.
4.3. Zero-order Correlations among the variables

The second purpose of this study was to examine the relationship between instructors’
emotional intelligence, effective communication, job motivation, job satisfaction, organizational
commitment, and turnover intention. We used the Pearson product-moment correlation
coefficient to test the significance of this relationship and presented the results in Table 9.

Table 9. Means, SDs, and Inter-correlations

Variables Mean SD El C JM JS ocC TI
El 57.96 11.94 1

EC 1478 397 182" 1

M 2648 674 2037 300 1

JS 40.66  9.75 .200° 458" .600 1

ocC 1789 571 360" .389° 4547 4127 1

Tl 1219 363 -3437 -1137 -3697 -2207 -4407 1

**_Correlation is significant at the 0.01 level (2-tailed), N = 619. El = emotional intelligence, EC = effective communication,
JM = job motivation, JS = job satisfaction, OC = organizational commitment, Tl = turnover intention.

According to the findings presented in Table 9, the results of the Pearson correlation
coefficient analysis indicate a statistically significant and negative relationship between
instructors' emotional intelligence and their turnover intentions (r = -0.343, p < 0.01). This
suggests that as instructors' emotional intelligence increases, their turnover intention decreases.
Additionally, a statistically significant weak negative relationship was observed between
instructors' effective communication and turnover intention (r = -0.113, p < 0.01). Similarly, the
correlation analysis in Table 9 reveals a statistically significant and negative relationship
between instructors' job motivation and their turnover intention (r = -0.203, p < 0.01). This

implies that as instructors' job motivation increases, their turnover intention decreases.
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Furthermore, a significant and negative relationship was found between instructors' job
satisfaction and their intention to turnover (r = -0.220, p < 0.01). This indicates that as
instructors' job satisfaction increases, their intention to leave significantly decreases. Lastly,
there was a statistically significant and negative relationship between instructors' organizational
commitment and their turnover intention (r = -0.440, p < 0.01). This demonstrates that when
instructors' organizational commitment increases, their turnover intention significantly decreases.

Moreover, the analysis conducted on the data in Table 9 shows a significant positive
relationship between instructors' emotional intelligence and their effective communication (r =
0.182, p < 0.01). This indicates that as instructors' emotional intelligence increases, their
effective communication also increases. Similarly, the correlation analysis indicates a
statistically significant and positive relationship between instructors' emotional intelligence and
their job motivation (r = 0.203, p < 0.01). Likewise, there is a positive and statistically significant
relationship between instructors' emotional intelligence and their job satisfaction (r = 0.200, p <
0.01). Similarly, the correlation analysis indicates a statistically significant positive relationship
between instructors' emotional intelligence and their organizational commitment (r = 0.360, p <
0.01). This implies that as instructors' emotional intelligence increases, their job motivation, job
satisfaction, and organizational commitment also significantly increase.

Furthermore, the analysis reveals a significant positive relationship between instructors'
effective communication and their job motivation (r = 0.300, p < 0.01). This suggests that as
instructors' effective communication increases, their job motivation also increases. Additionally,
a statistically significant positive relationship is found between instructors' effective
communication and their job satisfaction (r = 0.458, p < 0.01). This indicates that as instructors'
effective communication increases, their job satisfaction also increases. Similarly, the analysis
results indicate a statistically significant and positive relationship between instructors' effective
communication and organizational commitment (r = 0.389, p < 0.01). This demonstrates that as
instructors' effective communication increases, their organizational commitment also increases.

Moreover, the correlation analysis reveals a statistically significant strong and positive
relationship between instructors' job motivation and their job satisfaction (r = 0.600, p < 0.01).
Additionally, a significant positive relationship is observed between instructors' job motivation
and their organizational commitment (r = 0.367, p < 0.01). Furthermore, the analysis results in

Table 9 indicate a statistically significant and positive relationship between instructors' job
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satisfaction and their organizational commitment (r = 0.454, p < 0.01). This suggests that as
instructors' job satisfaction increases, their organizational commitment also increases. In
conclusion, emotional intelligence, effective communication, job motivation, job satisfaction,
and organizational commitment are all positively related to each other. This implies that as one
of these factors increases, the others also increase, indicating a mutual influence. However, it is
worth noting that turnover intention has a negative relationship with the independent and
mediating variables. In summary, the correlation results presented in Table 9 demonstrate that
instructors with strong emotional intelligence, job motivation, job satisfaction, and
organizational commitment are less likely to have an intention to leave their organization.
Therefore, based on this data, instructors' emotional intelligence, effective communication, job
motivation, job satisfaction, and organizational commitment are positively interconnected, while
their turnover intention behavior is inversely and significantly related to these independent and
mediating variables.

4.4. Results of Mediation Analysis

The third purpose of this study was to examine the total, direct, indirect, and specific
indirect effects of instructors’ emotional intelligence (EI), effective communication (EC), job
motivation (JM), job satisfaction (JS), and organizational commitment (OC) on their turnover
intention (TI). Meditational analysis was performed. The direct effects of emotional intelligence
on effective communication, job motivation, job satisfaction, organizational commitment, and
turnover intention were examined. Similarly, the direct effects of effective communication, job
motivation, and job satisfaction on organizational commitment were examined. Table 10 shows
the results of testing the direct, indirect and specific indirect effects of emotional intelligence,
effective communication, job motivation, and job satisfaction on organizational commitment and

turnover intention.
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Table 10. Test for Mediation Using a Bootstrap Analysis with a 95% Confidence Interval.

Relationships Standardiz | Standardiz | Standardiz

ed Total ed Direct | ed Indirect | Specific Indirect effects

effects effects effects

B P B P B P B T P BCCI Conclusion
El-JM 207 | **F* 207 | R
EI-EC A79 | R | 179 | R
EI-JS 206 | *** 1 206 | R
EI-0C 375 | FF* | 251 | RRx | 124 | Rk Par.mediation
EI-TI =341 | *** | -206 | *** | -136 | *** Par.mediation
IM—0C 294 | R 204 | Rxx
EC—-0C 239 | R 239 | R
JIS—0C .099 | .054 | .099 |.054
IM—-TI =337 | *** | -250 | *** | -.087 | F** Par.mediation
EC—TI 022 | .590 |.092 |.026 | -.071 | *** Par. mediation
JS—TI .022 | .617 | .051 |.262 | -.029 | .05 Ful.mediation
OC—-TI =296 | **F* | 206 | ***
El-JS—0C—-TI -003 | -1.5 | .042 | -007-.000 | Par.mediation
EI—-JS—0OC .009 |15 |.042 |.000-.022 | Par. mediation
JS—-0C-TI -018 | -1.8 | .050 | -.040-.000 | Ful.mediation
EI-IM—0OC—-TI -008 | -2.7 | *** | -.014-.004 | Par.mediation
EI-JM—O0C 028 |4 *** | 015-.044 | Par.mediation
IM—0OC—-TI -053 | -4.8 | *** | -,078-.033 | Par.mediation
EI-EC—0C—-TI -.006 | -3 *** 1 -011-.003 | Par.mediation
EI-EC—O0C .020 | 3.3 | *** |.010-.034 | Par.mediation
EC—-0OC—-TI -081 | -45 | *** | -121-.048 | Par.mediation
EI—=JS—TI 005 |1 .221 | -.003-.016 | no mediation
EI-0C—-TI -034 | -4.9 | *** | -049-.022 | Par. mediation
EI-IM—-TI -024 | -3.4 | *** | -039-.013 | Par. mediation
EI-EC—TI .008 |2 .017 | .001-.017 | Par. mediation

El = emotional intelligence, EC = effective communication, JM = job motivation, JS = job satisfaction, OC =
organizational commitment, Tl = turnover intention.
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As shown in Table 10, the total, direct, indirect, and specific indirect regression effects of the
independent and mediating variables on the dependent variable are illustrated and briefly

explained as follows:

4.4.1. The Standardized Total Effects of Emotional Intelligence on

Turnover Intention and Mediating Variables

A mediation analysis was conducted to examine the mediating roles of effective
communication, job motivation, job satisfaction, and organizational commitment in the
relationship between emotional intelligence and turnover intention. The results, as presented in
Table 10, demonstrated that emotional intelligence had a statistically significant and negative
standardized total effect on turnover intention (B = -.341, t = -9.47, P < .001). Furthermore, the
overall effects of emotional intelligence on effective communication (B = .179, t = 4.16, P <
.001), job motivation (p = .207, t=4.93, P <.001), job satisfaction (p =.206, t = 5.02, P <.001),
and organizational commitment were all statistically significant and positive ( = .375, t = 9.87,
P < .001), respectively. Additionally, the standardized total effects of job motivation and
organizational commitment on turnover intention were found to be statistically significant and
negative, with values of JM (B = -.337,t=-8.02, P <.001) and OC ( = -.296, t = -8, P < .001),
respectively. However, the standardized total effects of effective communication and job
satisfaction on turnover intention were not statistically significant and positive, with values of
EC (B=.022,t=.52, P> .05) and JS (B = .022, t = .46, P > .05), respectively. Moreover, the
standardized total effects of job motivation and effective communication on organizational
commitment were statistically significant and positive, with values of IM (B =.294,t=6.68, P <
.001) and EC (B = .239, t = 5.31, P < .001), respectively. Conversely, job satisfaction had an
insignificant and positive standardized total effect on organizational commitment (f = .099, t =
1.87, P > .05).

4.4.2. The Standardized Direct Effects of Emotional Intelligence on

Turnover Intention and Mediating Variables
Based on the information presented in the table above, it can be observed that emotional
intelligence has a significant and negative direct effect on turnover intention (B = —.206, t =
—5.57, P<.001). Similarly, as indicated in Table 10, emotional intelligence has significant and
positive direct effects on effective communication (f =.179, t = 4.16, P<.001), job motivation (3
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=207, t = 4.93, P<.001), job satisfaction (B =.206, t= 5.02, P<.001), and organizational
commitment (=251, t = 6.61, P<.001). Furthermore, effective communication also
demonstrates a statistically significant direct effect on organizational commitment (f =.239, t
=5.31, P<.001). Similarly, job motivation has a significant direct effect on organizational
commitment (B =.294, t =6.68, P<.001), while job satisfaction does not show a statistically
significant direct effect on organizational commitment (f =.099, t =1.87, P>.05). Table 10
provides evidence that emotional intelligence, effective communication, job motivation, and
organizational commitment have significant direct effects on turnover intention. However, the
direct effect of job satisfaction on turnover intention is insignificant (f =.051, t = 1.09, P>.05).
The direct effects of emotional intelligence, effective communication, job motivation, and
organizational commitment on turnover intention are as follows: p = —.206, t = —5.57, P<.001; B
=.092,t=2.24, P<.05; p = —.250, t = —5.56, P<.001; and p = —.296, t = —8, P<.001, respectively.
Therefore, as presented in Table 10, the effects of emotional intelligence, effective
communication, job motivation, and organizational commitment on turnover intention are
statistically significant (P<.001, P<.05). However, the effect of job satisfaction on turnover
intention is not statistically significant (P>.05). Moreover, when considering the mediating
variables, the effects of emotional intelligence, effective communication, and job motivation on
organizational commitment remain statistically significant (P<.001). However, the effect of job

satisfaction on organizational commitment is not statistically significant (P>.05).

4.4.3. The Mediating Roles of Job Satisfaction and Organizational

Commitment between Emotional Intelligence and Turnover Intention

We examined the impact of emotional intelligence (EI) on turnover intention (TI) in this

study, considering the mediating factors of job satisfaction (JS) and organizational commitment
(OC). The results demonstrated a statistically significant and negative indirect effect of EI on Tl
(B =-.003, t = 1.5, p <.05). The direct effect of EI on Tl was also negative and significant, as
indicated in Table 10. Therefore, both the indirect and direct effects of EI on TI were negative
and significant, suggesting the presence of partial mediation and serial mediation. This means
that JS and OC act as mediators in the relationship between EI and TI. Similarly, the indirect
effect of EI on OC through the mediation of JS was statistically significant and positive (f =
.009, t =1.5, P<.05), as was the direct effect of EI on OC. These outcomes imply that the
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relationship between EIl and OC is partially mediated by JS. Moreover, the indirect effect of JS
on TI through the mediation of OC was significant and negative (p = —.018, t = —1.8, P<.05),
while the direct effect of JS on TI was statistically insignificant, as illustrated in the
accompanying table. These results indicate a statistically significant mediating relationship
between JS and TI. On the other hand, the direct effect of JS on OC was not significant, but the
indirect effect on TI was significant. This suggests a fully mediating relationship between JS and
TI through OC.

4.4.4. The Mediating Role of Job Motivation and Organizational

Commitment between Emotional Intelligence and Turnover Intention

The indirect effects of emotional intelligence on turnover intention through the serial
mediations of job motivation and organizational commitment. The results showed that emotional
intelligence had a negative and statistically significant indirect effect on turnover intention (p = -
.008, t =-2.7, P <.001), as well as a significant direct effect. This indicated a partial mediation
of the relationship between emotional intelligence and turnover intention. Moreover, emotional
intelligence had a positive and statistically significant indirect effect on organizational
commitment through the mediation of job motivation (f =.028, t =4, P <.001), and a significant
direct effect. This implied that job motivation mediated the relationship between emotional
intelligence and organizational commitment. Finally, job motivation had a negative and
statistically significant indirect effect on turnover intention via the mediation of organizational
commitment (f = -.053, t =-4.8, P < .001), and a significant direct effect. This revealed a partial

mediation of the relationship between job motivation and turnover intention.

4.4.5. The Mediating Roles of Effective Communication and Organizational

Commitment between Emotional Intelligence and Turnover Intention
Emotional intelligence had a statistically significant indirect effect on turnover intention
through serial mediation of effective communication and organizational commitment (f = —.006,
t = —3, P<.001). Emotional intelligence also influenced turnover intention directly, as shown by
the significant coefficient of the regression model. Therefore, these two factors partially
mediated this relationship. Emotional intelligence increased organizational commitment
indirectly by improving communication, as the data analysis showed (p = .020, t = 3.3, P<.001).
Emotional intelligence also had a positive and significant direct effect on organizational
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commitment. Thus, effective communication partially mediated the relationship between
emotional intelligence and organizational commitment. Effective communication reduced
turnover intention indirectly by enhancing organizational commitment, as indicated by the
negative and significant indirect effect (B = —.081, t = —4.5, P<.001). Effective communication
also lowered turnover intention directly, as evidenced by the negative and significant direct
effect. Consequently, organizational commitment played a partial mediating role in the

relationship between effective communication and turnover intention.

4.4.6. The Mediating Role of Effective Communication, Job Satisfaction,
Job Motivation, and Organizational Commitment between Emotional

Intelligence and Turnover Intention (Parallel Mediation)

The influence of emotional intelligence on turnover intention was examined, considering
its indirect and direct effects and the role of mediating variables. First, the study found that the
indirect effect of emotional intelligence on turnover intention through job satisfaction mediation
was not significant (f = .005, t = 1, P > .05), indicating no substantial impact. Conversely, the
direct effect of emotional intelligence on turnover intention was statistically significant and
negative, suggesting a clear relationship between the two variables. Moreover, it was observed
that the direct effects of emotional intelligence were significant, while the indirect effects on
turnover intention were not. Consequently, it can be concluded that job satisfaction does not
mediate the association between emotional intelligence and turnover intention. Despite the
significant and negative direct effect of emotional intelligence on turnover intention, a different
mediating factor, organizational commitment, demonstrated a statistically significant indirect
effect (B = -.034, t = -4.9, P < .001). This finding indicates that both the direct and indirect
effects are significant, thereby indicating partial mediation (Zhao et al., 2010). Similarly, the
study found a statistically significant and negative indirect effect of emotional intelligence on
turnover intention through the mediation of job motivation (B = -.024, t = -3.4, P < .001),
alongside a significant and negative direct effect. Thus, both the direct and indirect effects were

found to be significant, suggesting partial mediation (Zhao et al., 2010).

Furthermore, the indirect effect of emotional intelligence on turnover intention was
statistically significant (B = .008, t = 2, P < .05) when mediated by effective communication.

Additionally, the direct effect of emotional intelligence on turnover intention was significant and
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negative (p = -.206, t = -5.57, P <.001). Consequently, both the direct and indirect effects were
found to be statistically significant, indicating partial mediation (Zhao et al., 2010). Overall, the
study reveals that emotional intelligence has both direct and indirect effects on turnover
intention. While job satisfaction does not mediate this relationship, organizational commitment,
job motivation, and effective communication were identified as significant mediators. These
findings highlight the importance of considering multiple factors when examining turnover

intention in relation to emotional intelligence (Zhao et al., 2010).

4.5. Results of Hierarchical Multiple Linear Regression

The fourth purpose of this study was to examine how instructors’ intention to turnover is
predicted by their emotional intelligence, effective communication, job motivation, job
satisfaction, and organizational commitment in Ethiopian public universities. Hierarchical

multiple linear regression was used to test this, as shown in Table 11.
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Table 11. Hierarchical Multiple Regression esults for Turnover Intention.

Variab Model 1 Model 2 Model 3 Model 4
les

B SE B B SE B B SE B B SE B
Age -979 306 -.149** -925 292 -1411*%* -619 .282  -.094* -.657 271 -.100*
Gender 585 .331 .070 436 316 .052 .180 304 .021 181 292 .022
MS 311 299 .043 -.038 290 -.005 146 278 .020 161 267 .022
ES 691 .335 .095* 931 320 .129** .617 309  .085* 567 297 .078
WE -908 .210 -.203*** -727 201 -.162*** -610 .193  -.136** -.497 186 -.111**
El -.092 012 -303*** -078 .012 -257*** -056 012 -.185***
EC -.039 .035 -.043 028 .037 .031 .088 .036 .096*
JM -163 .024  -303*** -119 024 -220***
JS .004 019 .011 .016 018 .042
ocC -.192 027 -.303***
R2 .076 .166 241 301
AR? 076*** .090*** 075%** .060***
F 10.133*** 32.934*** 30.025*** 52.234***

Dependent variable: Turnover Intention. *p < 0.05, **p < 0.01, ***p < 0.001 (2-tailed). MS = mrital status, ES = educational
status, and WE = work experience.

The hierarchical multiple regression analysis in this study follows a structured approach
to evaluate the contribution of various sets of variables to the prediction of the dependent
variable. As shown in Table 11, we interpret the results across four models, with
sociodemographic variables as controlled variables, and additional personal-related, job-related,
and organizational-related variables entered in subsequent models.

In the first model, only sociodemographic variables (age, gender, MS, ES, and WE) are
included. This model explains 7.6% of the variance in the dependent variable (R? = .076), which
is statistically significant (F (5, 613) = 10.133, p < .001). Significant predictors in this model are
age (B =-.149, t = -3.196, p< 0.01), ES (B = .095, t = 2.065, p< 0.05), and WE (p =-.203, t = -
4.323, p< 0.00), indicating that older age and WE are associated with lower scores in turnover
intention, while educational status is associated with higher scores. Gender and Marital Status

are not significant predictors.
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In the second model, EI and EC are added. This model explains 16.6% of the variance
(R? = .166), with an additional 9.0% of the variance explained by EI and EC (AR* = .090, p <
.001). The model remains statistically significant overall (F (2,611) = 32.934, p < .001). Age,
educational status, and work experience continue to be significant predictors, although the effects
of age and WE significantly reduce turnover intention. EI emerges as a significant negative
predictor (B = -.303, t = -7.690, p< 0.001), indicating that higher emotional intelligence is
associated with lower scores. EC, however, is not a significant predictor in this model.

In the third model, JM and JS are added. This model explains 24.1% of the variance (R2 =
.241), with an additional 7.5% of the variance explained by JM and JS (AR? = .075, p < .001).
The model remains statistically significant overall (F (2,609) = 30.025, p < .001). Age and work
experience continue to be significant negative predictors, while educational status remains a
positive predictor. EI remains a significant negative predictor ( = -.257, t = -6.710, p< 0.001).
JM is introduced as a significant negative predictor (f = -.303, t = -6.679, p< 0.001), indicating
that higher job motivation is associated with lower scores. EC and JS are not significant
predictors in this model.

In the final model, organizational commitment (OC) is added. This model explains 30.1%
of the variance (R? = .301), with an additional 6% of the variance explained by OC (AR? = .060,
p < .001). The model remains significant overall (F (1,608) = 52.234, p < .001). Age, ES, and
WE continue to be significant predictors, though the effects are slightly reduced. EI continues to
be a significant negative predictor (f = -.185, t = -4.869, p< 0.001). EC becomes a significant
positive predictor (f =.096, t = 2.428, p< 0.05), suggesting that higher effective communication
is associated with higher scores. JM remains a significant negative predictor (p = -.220, t = -
4.888, p< 0.001), and OC emerges as a significant negative predictor (p = -.303, t = -7.227, p<
0.001), indicating that higher organizational commitment is associated with lower scores. Job
Satisfaction remains non-significant.

To assess the unique contribution of each variable to the final model, we examine the
coefficients and their significance. Emotional intelligence independently accounted for -18.5% of
the variance in instructors' turnover intention. Job motivation contributed -22%, and
organizational commitment accounted for -30.3% of the total variance. Effective communication
contributed 9.6%, while job satisfaction accounted for 4.2% of the variance. These findings

highlight the significant roles of emotional intelligence, job motivation, and organizational
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commitment in predicting instructors' turnover intention, while effective communication and job
satisfaction have less influence.

In conclusion, the hierarchical multiple regression analysis reveals that sociodemographic
variables such as age, educational status (ES), and work experience (WE) significantly predict
the dependent variable. The inclusion of personal, job-related, and organizational variables
substantially increases the model's explanatory power. Emotional intelligence consistently
predicts lower scores on the dependent variable, while effective communication becomes a
positive predictor in the final model. Job motivation and organizational commitment
significantly influence the dependent variable, both showing negative relationships. This analysis
underscores the complex interplay between sociodemographic, personal, job-related, and
organizational factors in predicting the dependent variable.

4.6. Results of Independent Sample T-Test

The fifth purpose of the study was to examine the effect of gender on instructors’
emotional intelligence, effective communication, job motivation, job satisfaction, organizational
commitment, and turnover intention. An independent sample t-test was conducted for this

purpose and the results are shown in Table 12.
Table 12. El, EC, JM, JS, OC, and TI differences between females (N= 154) and males (N= 465).

Levene’s Test for Equality of Variance  T-test for Equality of Means

DV IV Mean SD F Sig. T Df Sig.(2- MD SED 95% CID
tailed)

Lower Upper

El Female 58.32 11.28 1.48 .224 .430 617 .668 A477 111 -1.70  2.66
Male 57.84 12.16

EC Female 1454 431 444 036 -70 617 .484 -26  .369 -984  .466
Male 14.84 3.85

JM Female 27.48 6.31 185 .175 212 617 .034 1.33 .625 .099 2.55
Male 26.15 6.85

JS Female 4129 9.61 901 .343 995 617 .320 .856 .860 -.834 2.545
Male 40.44 9.13

OC Female 18.11 595 228 .132 .540 617 .590 287 b31 -757 1.330
Male 17.82 5.64

TI Female 12.01 3.77 1.83 .177 -71 617 .480 -24 337 -902 425
Male 12.25 3.59

Note: MD = Mean Difference, SED = Standard Error Difference, CID = Confidence Interval Difference
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The analysis as showon in Table 12 compares mean differences in emotional intelligence,
effective communication, job motivation, job satisfaction, organizational commitment, and
turnover intention between female and male instructors using an independent samples t-test.
Among these variables, only job motivation showed a significant mean difference, with females
(M =58.32, SD = 11.28) scoring higher than males (M = 57.84, SD = 12.16), t (617) = 1.48,p <
0.05. The mean difference was 0.477 (CI: -1.70 to 2.66), and the effect size was small (d =
0.202). According to Cohen's guidelines, an effect size (Cohen's d) of 0.2 is considered small, 0.5
medium, and 0.8 large. Therefore, the effect size for job motivation (d = 0.202) indicates a small
difference between females and males, suggesting that gender has a minor impact on job
motivation in this sample. For job satisfaction, no significant mean difference was found, with
females (M = 41.29, SD = 9.61) scoring slightly higher than males (M = 40.44, SD = 9.13), t
(617) = 0.901, p > 0.05. The mean difference was 0.856 (CI: 0.834 to 2.545), and the effect size
was negligible (d = 0.091). Similarly, no significant mean difference was found in effective
communication (F (617) = 4.44, p > 0.05), with a negligible effect size (d = -0.073). Emotional
intelligence also showed no significant mean difference (F (617) = 1.845, p > 0.05), with a
negligible effect size (d = 0.041). For organizational commitment and turnover intention, no
significant mean differences were observed. The effect sizes were negligible (d = 0.050 for
organizational commitment and d = -0.065 for turnover intention). In summary, female
instructors exhibited significantly higher job motivation than male instructors. However, no
significant differences were found between male and female instructors in emotional
intelligence, effective communication, job satisfaction, organizational commitment, and turnover
intention. The effect sizes for these variables were small, indicating negligible differences
between males and females, except for job motivation, which showed a minimal difference.

4.7. Results of One-Way ANOVA Analysis

The final purpose of the study was to examine the influence of socio-demographic
variables on instructors’ emotional intelligence, effective communication, job motivation, job
satisfaction, organizational commitment, and turnover intention. A one-way analysis of variance
(ANOVA) was conducted for this aim, and Table 13 shows the results.
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Table 13. Descriptive Statistics of El, ECO, JOM, JOS, ORC, and TOI. Mean Scores by Age
Group

F_Values (df) P _Value

Variables Age Group N Mean SD
El 25-35 years 414 56.3333 11.62489 9.317 (3,615) .000
36-45 years 186 61.5538 12.03283
46-55 years 17  59.6471 10.06815
56 & above years 2 46.0000 9.89949
Total 619 57.9596 11.94310
EC 25-35 years 414 14,5459 3.94411 1.512 (3,615) 210
36-45 years 186 15.2473 4.02064
46-55 years 17 15.4118 3.95378
56 & above years 2 14.0000 1.41421
Total 619 14.7787 3.96968
JM 25-35 years 414 25.8696 6.59058 5.022 (3,615) .002
36-45 years 186 27.6774 6.78577
46-55 years 17 27.1176 6.96314
56 & above years 2 37.5000 12.02082
Total 619 26.4847 6.73692
JS 25-35 years 414 40.1449 9.30220 2.301 (3,615) 076
36-45 years 186 41.9731 9.15242
46-55 years 17 38.1176 8.24532
56 & above years 2 45,5000 2.12132
Total 619 40.6559 9.25316
oC 25-35 years 414 17.4251 5.63180 2.897 (3,615) .035
36-45 years 186 18.8925 5.74966
46-55 years 17  18.4118 6.40370
56 & above years 2 18.0000 4.24264
Total 619 17.8950 5.71295
TI 25-35 years 414 12.7174 3.57552 10.127 (3,615) .000
36-45 years 186 11.2043 3.48141
46-55 years 17  10.0000 3.80789
56 & above years 2  14.0000 4.24264
Total 619 12.1922 3.63285
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Table 13 presents the descriptive statistics, revealing that instructors in the age range of
36-45 obtained a higher mean score compared to instructors aged 25-35. Similarly, instructors
in the age range of 36-45 scored higher than those in the age range of 46-55. This suggests that
instructors in early adulthood have significantly higher emotional intelligence than those in
young and late adulthood (F (3,615) = 9.317, P < .01). Post hoc pairwise comparisons further
confirm that instructors aged 36-45 score significantly higher in emotional intelligence than
those aged 25-35. These findings imply that instructors within the 36-45 age group possess a
notably higher level of emotional intelligence. Likewise, instructors in the age range of 46-55
achieved a higher mean score than instructors aged 25-35, indicating that instructors in late
adulthood possess more effective communication skills (F (3,615) = 1.512, P > .05). However,
there was no statistically significant age difference in instructors' effective communication skills.
Furthermore, Table 13 demonstrates that instructors aged 56 and above achieved higher mean
scores than instructors aged 25-35 and instructors aged 36-45. Similarly, instructors aged 56 and
above obtained higher mean scores than instructors aged 46-55, suggesting that as age increases,
job motivation improves. However, the subsequent post hoc pairwise comparisons indicate that
instructors aged 36-45 have significantly higher mean scores in job motivation than those aged
25-35 (F(3,615) = 5.022, P < .01). These findings suggest that instructors in the 3645 age range
exhibit higher job motivation within their working environment. Moreover, instructors aged 56
and above achieved higher mean scores than instructors aged 25-35 and instructors aged 36-45
in terms of job satisfaction. However, the ANOVA results indicate no statistically significant
mean difference between instructors' age groups in terms of job satisfaction (F (3,615) = 2.301, P
> 0.05).

The one-way ANOVA test results in Table 13 indicate a statistically significant
difference in organizational commitment among instructors of different age groups (F (3,615) =
2.897, P <.05). Instructors aged 36—45 scored significantly higher in organizational commitment
compared to those aged 25-35 and 46-55. Further analysis through post hoc pair comparisons
confirms that instructors aged 3645 achieve significantly higher mean scores in organizational
commitment than those aged 25-35. These findings suggest that instructors in the 36-45 age
group demonstrate a higher level of organizational commitment. Additionally, the descriptive
statistics in Table 13 reveal that instructors aged 56 and above obtained higher mean scores than

instructors aged 25-35. Similarly, instructors aged 56 and above achieved higher mean scores
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than instructors aged 36-45 and 46-55. However, instructors in the age range of 25-35 had a
significant higher mean score than instructors in the age ranges of 3645 and 46-55, indicating a
statistically significant mean score difference between instructors' age groups in terms of
turnover intention (F(3,615) = 10.127, P < .01). Further examination through post hoc pair
comparisons of means reveals that instructors aged 25-35 obtain significantly higher mean scores
in turnover intention compared to instructors aged 36-45 and instructors aged 46-55. These
findings suggest that turnover intention is more prevalent among younger instructors, specifically
those aged 25-35, establishing a positive correlation between younger age and turnover intention

behavior.

Notably, instructors aged 36-45 obtained significantly the highest mean scores in
emotional intelligence, job maotivation, and organizational commitment across the four age
groups. However, it is worth noting that instructors in the age ranges of 25-35 exhibit a
significantly higher intention to leave their organizations. This implies that instructors in their
younger ages have a tendency to leave their organizations, possibly due to various reasons.
Therefore, based on the descriptive statistics, it can be concluded that instructors' emotional
intelligence, job motivation, organizational commitment, and turnover intention are significantly
influenced by age factors. Consequently, a post-hoc test was conducted to examine the
significant mean differences in these variables across age groups, and the results are presented in
Table 13.
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Table 14. Descriptive Statistics of EI, EC, JM, JS, OC, and Instructors’ TI Scores Depend on
Marital Status.

Variables MS N Mean SD F _Vlues (df)  P_Values

Married 394 59.9975 11.42149  16.662 (2, 616) .000
El Unmarried 221 54.3484 11.91069

Divorced 4 56.7500 19.56826

Total 619 57.9596 11.94310

Married 394 14.7360 3.92699 .657 (2,616) 519
EC Unmarried 221 14.8145 4.04598

Divorced 4 17.0000 4.32049

Total 619 14.7787 3.96968

Married 394 26.3299 6.61041 311 (2,616) 733
JM Unmarried 221 26.7692 7.00170

Divorced 4 26.0000 4.54606

Total 619 26.4847 6.73692

Married 394 40.6802 9.15983 .201 (2,616) .818
JS Unmarried 221 40.5611 9.49747

Divorced 4 43.5000 4.50925

Total 619 40.6559 9.25316

Married 394 18.1294 5.81093 1.802 (2,616) .166
oC Unmarried 221 17.4163 5.55129

Divorced 4 21.2500 95743

Total 619 17.8950 5.71295

Married 394 11.8883 3.60629 3.840 (2,616) 022
TI Unmarried 221 12.7195 3.61726

Divorced 4 13.0000 4.69042

Total 619 12.1922 3.63285

Table 14 presents the results of descriptive statistics, which indicate that married
instructors outperformed unmarried instructors in terms of their scores. Furthermore, married

instructors had a higher mean score than divorced instructors, while divorced instructors had a
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higher mean score than unmarried instructors in relation to their emotional intelligence. These
findings suggest that married instructors possess superior emotional intelligence compared to
both unmarried and divorced instructors. The ANOVA analysis confirms a statistically
significant mean difference among married, unmarried, and divorced instructors regarding their
emotional intelligence (F (2,616) = 16.662, P < 0.01). A post-hoc pair comparison of means-
tested showed that instructors who were married scored significantly higher than those who were

unmarried.

Consequently, the descriptive statistics in Table 14 revealed that instructors who are
divorced achieved a higher mean score than instructors who are married and unmarried in
relation to their turnover intention. Similarly, instructors who are unmarried obtained a higher
mean score than married instructors. Moreover, the mean differences between instructors’
marital status in turnover intention were also statistically significant, (F (2,616) =3.804, P <
0.05). A further post-hoc pair comparison of means-tested demonstrated that instructors who
were unmarried scored significantly higher than those who were married. This finding suggests
that unmarried instructors have a significntly higher turnover intention than unmarried and
divorced instructors, while instructors who are divorced exhibit a relatively higher turnover

intention than married instructors.

Furthermore, the descriptive statistics in Table 14 demonstrate that divorced instructors
achieved higher mean scores in effective communication compared to married and unmarried
instructors. Similarly, unmarried instructors obtained a higher mean score than married
instructors. These results imply that divorced instructors exhibit greater effectiveness in
communication skills compared to both married and unmarried individuals. Additionally,
unmarried instructors are more effective in their communication skills than married instructors
within their respective institutions or organizations. However, the ANOVA analysis indicates no
statistically significant difference between married, unmarried, and divorced instructors in terms

of their effective communication skills in their organizations (F (2,616) = 0.657, P > 0.05).

Likewise, the descriptive statistics indicate that divorced instructors achieved a higher
mean score than married and unmarried instructors in terms of job motivation. Similarly,
unmarried instructors obtained a higher mean score than married instructors. This suggests that

divorced instructors exhibit higher levels of job motivation compared to both married and
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unmarried instructors. Conversely, married instructors demonstrate lower motivation in their
jobs. Nevertheless, the ANOVA analysis suggests no statistically significant mean difference
between married, unmarried, and divorced instructors regarding their job motivations (F (2,616)
=0.311, P > 0.05).

Furthermore, the descriptive statistics in Table 14 demonstrate that divorced instructors
achieved a higher mean score than married and unmarried instructors in relation to job
satisfaction. Similarly, married instructors obtained a higher mean score than unmarried
instructors. These findings indicate that divorced instructors experience higher levels of job
satisfaction compared to both married and unmarried instructors. However, the ANOVA analysis
suggests no statistically significant mean score difference between married, unmarried, and
divorced instructors in terms of their job satisfaction (F (2,616) = 0.201, P > 0.05).

The results of the descriptive statistics indicate that divorced instructors achieved slightly
higher mean scores than married and unmarried instructors, while married instructors achieved
slightly higher mean scores than unmarried instructors in relation to their organizational
commitment. However, the ANOVA analysis reveals no statistically significant mean difference
between married, unmarried, and divorced instructors regarding their organizational commitment
(F(2,616) = 1.802, P > 0.05).
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Table 14. Descriptive Statistics of El, EC, JM, JS, OC, and Tl Mean Scores by Educational
Status.

Variables ES N Mean SD F_Values (df) P_Values

Assistant Lecturer 38 55.1316 12.74314 10.762 (3, 615) .000
El Lecturer 468 56.8440 11.58357

Ph.D./Assi Professor 108 63.5648 11.59058

Associate Professor 5 62.8000 13.31165

Total 619 57.9596 11.94310

Assistant Lecturer 38 15.1316 4.38160  1.333 (3, 615) .263
EC Lecturer 468 14.6624 3.92834

Ph.D./Assi Professor 108 15.0185 3.99528

Associate Professor 5 17.8000 3.56371

Total 619 14.7787 3.96968

Assistant Lecturer 38 30.2368 6.05575  5.483 (3, 615) .001
JM Lecturer 468 25.9829 6.62968

Ph.D./Assi Professor 108 27.3333 7.06842

Associate Professor 5 26.6000 4.72229

Total 619 26.4847 6.73692

Assistant Lecturer 38 43.7895 8.78315  1.671 (3, 615) 172
JS Lecturer 468 40.5491 9.03264

Ph.D./Assi Professor 108 39.9907 10.32599

Associate Professor 5 41.2000 5.49545

Total 619 40.6559 9.25316

Assistant Lecturer 38 19.6316 6.50746  4.444 (3, 615) .004
ocC Lecturer 468 17.4829 5.69474

Ph.D./Assi Professor 108 18.8241 5.31763

Associate Professor 5 23.2000 1.09545

Total 619 17.8950 5.71295

Assistant Lecturer 38 10.8947 3.17753  6.775 (3, 615) .000
TI Lecturer 468 12.5598 3.64992

Ph.D./Assi Professor 108 11.0926 3.41119

Associate Professor 5 11.4000 3.71484

Total 619 12.1922 3.63285

The results presented in Table 15 demonstrate the descriptive statistics regarding
instructors' emotional intelligence based on their educational level. Specifically, Ph.D./assistant
professors exhibited higher mean scores compared to assistant lecturers in terms of emotional
intelligence. Similarly, Ph.D./assistant professors scored higher than lecturers and associate

professors. Moreover, assistant professors, lecturers, and associate professors, on average,
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achieved higher scores than instructors with similar educational levels in relation to emotional
intelligence. The results of the one-way analysis of variance (ANOVA), indicating statistically
significant mean differences in emotional intelligence among instructors based on their
educational levels (F (3,615) = 10.782, P < 0.01). Subsequent post hoc pair comparisons revealed
that instructors with Ph.D./assistant professor educational levels obtained significantly higher
mean scores than instructors with assistant lecturer and instructors with lecturer educational
levels. However, no statistically significant mean difference was observed between instructors
with associate professor educational levels. These findings suggest that instructors with
Ph.D./assistant professor educational levels show significantly higher emotional intelligence
compared to instructors with assistant lecturer, lecturer, and associate professor educational

levels.

Similarly, as indicated by the descriptive statistics in Table 15, assistant lecturers
achieved higher mean scores than lecturers, assistant professors, and associate professors in job
motivation. Conversely, assistant professors exhibited a higher mean score than associate
professors and lecturers. Notably, lecturers displayed relatively lower mean scores, suggesting a
lower level of job motivation among individuals with the academic status of lecturer. The results
of the one-way ANOVA showed statistically significant mean differences in job motivation
among instructors based on their educational levels (F (3,615) = 5.483, P < 0.05). Post hoc pair
comparisons indicated that instructors with assistant lecturer educational levels achieved
significantly higher mean scores than instructors with lecturer educational levels. However, no
statistically significant mean difference was found between instructors with assistant professor
and associate professor educational levels. These results suggest that instructors with assistant

lecturer educational levels possess higher levels of job motivation within their organizations.

Furthermore, the descriptive statistics in Table 15 show that associate professors achieved
higher mean scores than assistant lecturers, lecturers, and assistant professors. Similarly,
assistant professors obtained higher mean scores than lecturers and assistant professors. A
significant mean difference was observed among instructors' academic statuses in relation to
their organizational commitments (F (3,615) = 4.444, P < 0.05). However, post hoc pair

comparisons did not reveal any statistically significant mean score differences between
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instructors with assistant lecturer, lecturer, assistant professor, and associate professor

educational levels.

The results of the descriptive statistics indicate that lecturers achieved higher mean scores
than assistant lecturers, assistant professors, and associate professors in terms of turnover
intentions. In this case, statistically significant mean differences were observed among
instructors' educational levels, suggesting that instructors with the academic status of lecturer
tend to have relatively higher turnover intentions compared to others (F (3,615) = 6.775, P <
0.01). Further analysis of post hoc pair comparisons indicated that instructors with lecturer
educational levels achieved significantly higher mean scores than instructors with assistant
lecturer and assistant professor educational levels. However, no significant mean differences
were observed between instructors with associate professor educational levels in terms of their

turnover intention.

Regarding job satisfaction, assistant lecturers scored higher than lecturers, assistant
professors, and associate professors. Table 15 demonstrates that assistant lecturers and associate
professors reported high levels of job satisfaction. Conversely, assistant professors expressed
lower levels of job satisfaction. However, there was no statistically significant mean score
difference between instructors with different educational levels concerning job satisfaction (F
(3,615) = 1.671, P > 0.05). Additionally, the descriptive statistics in Table 15 indicate that
assistant lecturers outperformed lecturers in terms of effective communiction. Similarly, assistant
lecturers achieved a slightly higher mean score than assistant professors or individuals with a
Ph.D. degree. Likewise, associate professors scored higher than assistant professors, assistant
lecturers, and lecturers. Despite the mean difference observed among instructors’ academic
statuses, there was no statistically significant difference in their effective communication abilities
(F (3,615) = 1.333, P > 0.05).
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Table 15. Descriptive Statistics of El, EC, JM, JS, OC, and TI| Behavior. Mean Scores by Years

of Work Experience.

Variables WE N Mean SD F Values (df) P _Value

1-5 years 291  56.0172 11.64014  11.974 (3,615) .000
El 6-10 years 222  57.7568 11.69114

11-15 years 88  63.0455 12.08676

16-20 years 18  67.0000 7.99264

Total 619 57.9596 11.94310

1-5 years 291 14.6186 4.04401 5.920 (3,615) .001
EC 6-10 years 222 149414 3.51096

11-15 years 88 14.1705 4.47013

16-20 years 18  18.3333 3.91077

Total 619 14.7787 3.96968

1-5 years 291  25.8110 6.66142 2.639 (3,615) .049
JM 6-10 years 222  26.7072 5.97353

11-15 years 88  28.0114 8.47918
16-20 years 18 27.1667 6.33617

Total 619  26.4847 6.73692
1-5 years 291  40.5464 9.51263 .935 (3,615) 423
JS 6-10 years 222 41.0721 8.50096

11-15 years 88  39.5227 10.25085
16-20 years 18  42.8333 8.80675

Total 619  40.6559 9.25316
1-5 years 291  16.7595 5.59346 7.487 (3,615) .000
OoC 6-10 years 222 18.9459 5.08718

11-15 years 88 18.7614 6.86319
16-20 years 18 19.0556 5.78509

Total 619  17.8950 5.71295

1-5 years 291 12.8454 3.69344  12.006 (3,615) .000
TI 6-10 years 222 12.1532 3.34636

11-15 years 88 10.6591 3.63851

16-20 years 18 9.6111 2.68194

Total 619 12.1922 3.63285

The results presented in Table 16 reveal important findings regarding the relationship
between work experience and various factors. Specifically, the descriptive statistics indicate that
instructors with 16-20 years of teaching experience achieved higher mean scores than those with
11-15 years of experience in terms of emotional intelligence. Additionally, instructors with 16—
20 years of experience outperformed those with 6-10 years and 1-5 years of experience in the
same regard. These results imply that emotional intelligence tends to increase as instructors gain
more teaching experience. Furthermore, there was a statistically significant mean score

difference between instructors' work experience and their emotional intelligence, as evidenced by
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the ANOVA summary results (F (3,615) = 11.947, P < 0.01). The post hoc pair comparisons
revealed that instructors with 11-15 years of experience achieved significantly higher mean
scores than those with 1-5 years of experience. Similarly, instructors with 11-15 years of
experience had higher mean scores than those with 6-10 years of experience. Additionally,
instructors with 16-20 years of experience attained higher mean scores than those with 1-5 and 6-
10 years of experience. However, there were no significant mean score differences between
instructors with 6-10 years of experience and those with 1-5 years of experience, as well as
between instructors with 16-20 years of experience and those with 11-15 years of experience.
These findings suggest that instructors with 11-15 and 16-20 years of teaching experience
demonstrate higher levels of emotional intelligence in their professional lives.

Moreover, the descriptive statistics in Table 16 confirm that instructors with 16—20 years
of work experience achieved higher mean scores than those with 11-15 years of experience in
terms of effective communication. Similarly, instructors with 16—20 years of experience scored
higher than those with 6-10 years and 1-5 years of experience. The ANOVA summary results
also suggest a statistically significant mean difference in effective communication based on
instructors' work experience (F (3, 615) = 5.920, P < 0.01). Further analysis through post hoc
pair comparisons revealed that instructors with 16-20 years of experience had significantly
higher mean scores than those with 1-5 years of experience. Similarly, instructors with 16-20
years of experience achieved higher mean scores than those with 6-10 years of experience and
11-15 years of experience. However, there were no significant mean score differences between
instructors with 1-5 years of experience and those with 6-10 and 11-15 years of experience.
Likewise, no significant mean differences were found between instructors with 6-10 years of
experience and those with 11-15 years of experience. These findings suggest that instructors with
16-20 years of work experience have higher levels of effective communication compared to

instructors with other levels of experience.

Furthermore, the descriptive statistics demonstrate that instructors with 11-15 years of
work experience achieved higher mean scores than those with 1-5 years of experience in terms
of job motivation. Similarly, instructors with 11-15 years of experience outperformed those with
6-10 years of experience. Conversely, instructors with 11-15 years of experience achieved

higher mean scores than those with 16-20 years of experience. The ANOVA summary results
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indicate a statistically significant mean difference in job motivation based on instructors' years of
work experience (F (3, 615) = 2.639, P < 0.05). The post hoc pair comparisons demonstrated that
instructors with 11-15 years of experience achieved higher mean scores than those with 1-5 years
of work experience. However, there were no statistically significant mean score differences
between instructors with 1-5 years of work experience and those with 6-10 years of experience.
Similarly, no significant mean score differences were found between instructors with 6-10 years
of experience and those with 11-15 and 16-20 years of experience. These results suggest that
instructors with 11-15 years of teaching experience exhibit higher levels of job motivation

compared to instructors with other levels of experience.

Additionally, the descriptive statistics reveal that instructors with 1620 years of work
experience achieved higher mean scores than those with 1-5 years of experience in terms of job
satisfaction. Similarly, instructors with 16—20 years of experience higher those with 6-10 years
of experience. Likewise, instructors with 16—-20 years of experience achieved higher mean scores
than those with 11-15 years of experience. However, there were no statistically significant mean
differences in job satisfaction among instructors with different levels of experience (F (3, 615) =
0.935, P > 0.05).

Similarly, instructors with 16-20 years of teaching experience achieved higher mean
scores than those with 1-5 years and 6-10 years of experience in terms of their organizational
commitment. As instructors' years of teaching experience increased, their commitment levels
also increased. The ANOVA summary results indicate a statistically significant mean score
difference in organizational commitment based on instructors' work experience (F (3, 615) =
7.487, P < 0.01). Further analysis through post hoc pair comparisons revealed that instructors
with 6-10 years of work experience achieved higher mean scores than those with 1-5 years of
experience. Similarly, instructors with 11-15 years of experience attained higher mean scores
than those with 1-5 years of experience. However, there were no statistically significant mean
differences between instructors with 1-5 years of experience and those with 16-20 years of
experience. Likewise, no significant mean score differences were found between instructors with
6-10 years of experience and those with 11-15 and 16-20 years of experience. These findings
indicate that instructors with 6-10 and 11-15 years of teaching experience display higher levels

of organizational commitment compared to instructors with other levels of experience.
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Likewise, the descriptive statistics demonstrate that instructors with 1-5 years of work
experience achieved higher mean scores than those with 6-10 years of experience in terms of
turnover intention. Similarly, instructors with 1-5 years of experience higher those with 11-15
years and 16—20 years of experience in the same regard. These results suggest that as instructors'
years of work experience decrease, their intention to leave their positions increases. The
ANOVA summary results support this finding, indicating a statistically significant mean
difference in turnover intention based on instructors' years of teaching experience
(F(3,615)=12.006,P<0.01). Further analysis through post hoc pair comparisons revealed that
instructors with 1-5 years of experience achieved higher mean scores than those with 11-15 years
of experience. Similarly, instructors with 1-5 years of experience attained higher mean scores
than those with 16-20 years of experience. In contrast, instructors with 6-10 years of experience
achieved significantly higher mean scores than those with 11-15 and 16-20 years of experience.
However, there were no statistically significant mean differences between instructors with 1-5
years of experience and those with 6-10 years of experience, as well as between instructors with
11-15 years of experience and those with 16-20.
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CHAPTER 5: DISCUSSION

This study investigates the relationships between emotional intelligence, effective
communication, job motivation, job satisfaction, organizational commitment, and turnover
intention in Ethiopian higher education institutions. We utilized reliable and valid instruments
and employed various statistical methods to address six research questions. In this section, we
analyze and discuss the findings, drawing from the research questions and literature review.
Additionally, we explore how effective communication, job motivation, job satisfaction, and
organizational commitment mediate the relationship between emotional intelligence and turnover
intention. Furthermore, we examine the impact of age, gender, education status, marital status,
and work experience on the variables of interest among instructors. The discussion is organized
into six subsections, each focusing on a specific set of variables and their associations. These
subsections summarize the key findings from the data and compare them with previous studies in
the field. They also provide an explanation for the observed relationships. However, it is
important to note that this study is non-experimental, and therefore causality cannot be
established. Instead, the emphasis is on identifying correlations and proposing plausible
explanations for the observed phenomena. Despite this limitation, the findings of this study have
significant implications for understanding turnover intention among instructors. We have
employed academically rigorous and relevant sources in this study. In conclusion, this section
offers a comprehensive analysis of the findings, based on the research questions, literature
review, and the relationships among the variables. It also discusses the implications, limitations,

and recommendations for the field and future research.

5.1. The Level of emotional intelligence, effective communication, job
motivation, job satisfaction, organizational commitment and turnover
intention of instructors

The first research question of this study involved assessing the levels of emotional
intelligence, effective communication, job motivation, job satisfaction, organizational
commitment, and turnover intentions among instructors in Ethiopian higher education
institutions. The levels were analyzed using a t-test, as presented in Table 8. The results revealed

a significantly high level of emotional intelligence among the instructors, which aligns with

previous research conducted in various education settings. Imtiaz et al. (2016) found high levels
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of emotional intelligence among instructors in Pakistan, while Wolle (2022) demonstrated the
effectiveness of high emotional intelligence in Ethiopian public universities. Similarly,
Khassawneh et al. (2022) reported the significant impact of emotional self-regulation on
instructor behavior and student success in the United Arab Emirates.

Empirical and theoretical evidence suggests that higher emotional intelligence is
associated with reduced turnover intention, as indicated by (Gara Bach Ouerdian et al., 2021).
Instructors with high emotional intelligence are more likely to experience job satisfaction,
support students' self-awareness, regulate emotions, foster social relationships, and possess
effective communication skills (Roorda et al., 2011). Consequently, this study suggests that
instructors with high emotional intelligence are more likely to have a positive perspective on
their work environment, potentially leading to increased loyalty and decreased turnover rates.
However, it is important to note that the high emotional intelligence observed among the
instructors in this study does not necessarily imply low turnover intention. Some studies have
presented contradictory perspectives, suggesting that instructors with higher emotional
intelligence are more prone to leaving their jobs (Akhtar et al., 2017). Emotional intelligence is a
multifaceted construct, and its different facets may impact turnover intention differently in varied
contexts. For instance, Issah (2018) demonstrated a positive relationship between self-emotion
appraisal, a component of emotional intelligence, and turnover intention among university
lecturers in Ghana. Additionally, factors such as culture, gender, age, education, and experience
may influence the relationship between emotional intelligence and turnover intention. Williams
(2021) examined online instructors who taught students remotely and found that these instructors
utilized emotional intelligence skills to better manage themselves, establish positive emotional

connections, and be more aware of their own and their students' thoughts.

Hence, it was expected that the instructors in this sample group would demonstrate
emotional stability and the ability to comprehend their own and others' emotions within their
higher education institutions. In conclusion, the results of this study indicated that the instructors
possessed high levels of emotional intelligence, consistent with previous research conducted in
diverse contexts. Nevertheless, the relationship between emotional intelligence and turnover
intention is not straightforward, as certain studies have suggested that higher emotional

intelligence may actually increase the likelihood of leaving a job. Therefore, this study
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concluded that emotional intelligence is a complex construct that may have different effects on
turnover intention depending on various factors and contexts. Further research is recommended
to explore the mechanisms and moderators of the emotional intelligence-turnover intention link,

as well as the implications for policy and practice in higher education.

Moreover, the results presented in Table 8 indicate that the instructors' effective
communication score is slightly lower than the expected mean, suggesting a lack of significant
effective communication. This finding is concerning, as communication skills are crucial for
successful teaching and learning. Instructors with ineffective communication may face
difficulties in achieving their instructional goals and meeting their students' needs and
expectations. Effective communication is defined as the clear, accurate, and appropriate
transmission and reception of information, utilizing both verbal and non-verbal cues (Finn &
Schrodt, 2012). Nasiru and Hammawa (2020) further elaborate on effective communication as a
process involving communication, attentive listening, and mutual comprehension among

institutional staff.

Effective communication can yield numerous benefits for higher education institutions.
Stanikzai (2017) asserts that effective communication enhances organizational outcomes,
including productivity, efficiency, and quality, innovation, and customer satisfaction. For
instance, instructors who communicate clearly and accurately can enhance students' learning and
performance. Moreover, effective communication facilitates collaboration and cooperation
among instructors and their colleagues or leaders, thereby improving the quality and innovation
of teaching and research. Instructors who effectively communicate can also meet or exceed the
expectations of their stakeholders, including students, parents, employers, or society, thereby
increasing satisfaction and fostering loyalty. Furthermore, Ramirez (2012) argues that effective
communication can improve instructors’ comprehension, moods, communities, institutions,
leadership, and humanities. For instance, it enables instructors to better understand and interpret
information and feedback from students or peers, thereby enhancing comprehension and
learning. Effective communication also helps instructors express and regulate their emotions,
leading to improved moods and overall well-being. By building and maintaining positive and
supportive relationships with students or colleagues, instructors strengthen communities and

institutions. Additionally, effective communication allows instructors to influence and guide
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students or peers, thereby enhancing their leadership and impact. Lastly, effective
communication enables instructors to appreciate and respect the diversity and complexity of

human culture and society, enriching their understanding of humanities and values.

However, achieving effective communication is not without challenges. It requires
various skills and strategies, including the use of verbal and non-verbal cues, attentive listening,
mutual comprehension, respect, attention, clarity, enthusiasm, and relevance. Many instructors
may lack these skills or face barriers and challenges during the communication process, such as a
lack of training, feedback, or self-awareness, as well as personal, contextual, or technological
obstacles (Finn & Schrodt, 2012; Xie & Derakhshan, 2021). Consequently, instructors need to
enhance their communication skills by seeking professional development, feedback, and
reflection opportunities. They should also apply effective communication principles and
techniques in their instructional contexts. By doing so, instructors can improve their
communication competence and confidence, ultimately leading to enhanced academic outcomes

and student satisfaction.

In conclusion, effective communication is a complex and dynamic phenomenon that
involves the clear, accurate, and appropriate transmission and reception of information using
verbal and non-verbal cues. It can benefit higher education institutions by enhancing
organizational outcomes such as productivity, efficiency, quality, innovation, and customer
satisfaction, as well as instructors' comprehension, moods, communities, institutions, leadership,
and humanities. However, achieving effective communication is challenging due to the need for
various skills and strategies and the presence of barriers and challenges. Therefore, instructors
should prioritize improving their communication skills by seeking professional development,
feedback, and reflection opportunities and by implementing effective communication principles

and techniques in their instructional contexts.

A one-sample t-test in Table 8 reveals that instructors' job motivation was significantly
lower than expected. This indicates a low level of job motivation among instructors, which is
related to their intention to leave. In other words, instructors who are less motivated are more
likely to quit. This finding is consistent with previous research that has examined the relationship
between these two variables. For example, Li et al. (2022) found that teacher burnout, which is

an indicator of low job motivation, had a significant and positive impact on turnover intention
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among faculty members in Chinese higher education institutions. Similarly, Komba and Amani
(2016) discovered that career motivation and work commitment, which are indicators of job
motivation, were associated with turnover intention among lecturers in public universities and
primary school teachers in Tanzania. These studies highlight the importance of job motivation in

influencing instructor retention in the education sector.

However, the current discussion does not include contrasting literature that could
challenge or contradict the main finding regarding the negative relationship between instructors'
job motivation and their turnover intention. To make the analysis more comprehensive, it would
be helpful to incorporate contrasting literature that presents alternative perspectives or a more
nuanced understanding of the topic. For instance, Kakar et al. (2021) conducted a study that
revealed how instructors' perceptions of their management and support from their employers
(HRM practices) negatively affected their turnover intention, with job opportunities moderating
this relationship. This suggests that additional factors, such as HRM practices and job
opportunities, may also influence instructors' turnover intention, potentially overshadowing the
significance of job motivation. Therefore, to improve the quality of the discussion, it is advisable
to include contrasting literature that provides diverse viewpoints and a broader understanding of
the subject matter. In conclusion, based on the findings and the review of relevant literature, it
can be concluded that job motivation among instructors is an important but not sufficient
determinant of their turnover intention. To reduce turnover intention and strengthen instructor
retention, it is necessary to consider other factors that may impact their motivation, job

satisfaction, and commitment to the profession.

Furthermore, Table 8 shows the results of a one-sample t-test that indicate a significant
difference between the observed mean score value of instructors' job satisfaction and the
expected mean score. This finding suggests that instructors have a low level of job satisfaction,
which in turn leads to an increase in their intention to turnover. This finding supports previous
studies that have found a negative relationship between job satisfaction and turnover intention
among teachers and other professionals (Lee et al., 2017; Qasir Abbas, 2019). Job satisfaction
can be influenced by various aspects of the work environment, such as salary, workload,

autonomy, recognition, feedback, and organizational culture (Zhang et al., 2023). Therefore,
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improving these aspects may enhance job satisfaction and reduce turnover intention among

instructors.

However, this finding also indicates that instructors' job satisfaction falls significantly
below expectations, suggesting that there are barriers or challenges that prevent them from
achieving high job satisfaction. Some potential challenges include a lack of professional
development opportunities, low social status, high expectations from students and parents, and
inadequate support from leaders and colleagues in terms of fringe benefits, contingent rewards,
nature of work, and communication (Hoque et al., 2023; Stankovska et al., 2017). These
challenges can lead to frustration, dissatisfaction, and burnout among instructors, resulting in an
increased intention to turnover. Therefore, it is crucial to identify and address the specific
challenges or barriers that affect job satisfaction and turnover intention among instructors in
different contexts. Additionally, factors such as personal characteristics, alternative job
opportunities, and occupational commitment should be considered as they may also influence
turnover intention among instructors (Kukla-Acevedo, 2009). By understanding these factors, it
may be possible to develop more effective strategies and interventions to retain and motivate

instructors in their profession.

Similarly, the analysis of a one-sample t-test in Table 8 reveals that the observed mean
score value of instructors' organizational commitment is lower than the expected mean value.
This indicates that instructors have a low level of organizational commitment, which in turn
increases their intention to turnover. This finding is consistent with previous research that has
shown a negative relationship between organizational commitment and turnover intention,
suggesting that employees who are more committed to their organization are less likely to leave
(Kristanti et al., 2021; Perryer et al., 2010). One possible explanation for this relationship is that
organizational commitment reflects how employees perceive their organization's value and
support, as well as the opportunities it provides for their growth and development. These factors
can increase employees' satisfaction, loyalty, and attachment to the organization, reducing their
desire to seek other employment. On the other hand, employees with low levels of organizational
commitment may feel dissatisfied, alienated, and disconnected from their organization, leading

them to explore better opportunities elsewhere.
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The results of the one-sample t-test presented in Table 8 show that the mean score for
instructors' turnover intention was non-significantly higher than the expected mean value. This
suggests a higher level of turnover intention among instructors, which aligns with previous
studies conducted by Mathews (2018). These studies have reported a high prevalence of turnover
intention among academic staff in US universities and colleges. Figueroa (2015) also
acknowledges that some higher academic institutions have come to view turnover intentions and
actual turnover as a normal part of their culture. Supporting these findings, the study by Ibrahim
et al. (2017) reveals a substantial prevalence of turnover intention among academic staff at
Madda Walabu University. The study found that 75.6% of instructors planned to leave the
university, while only 24.4% intended to stay. These figures emphasize the significant magnitude
of the intention to leave among academic staff and highlight the urgent need for the university to

address staff retention.

Recognizing the importance of retaining academic staff is crucial because they play a
vital role in the overall functioning of universities. Therefore, it is essential to address turnover
intention among academic staff. By understanding the factors that contribute to turnover
intention and implementing strategies to mitigate it, universities can improve staff retention and
create a more stable and productive academic environment. However, it is important to
acknowledge the limitations of this study, which focused specifically on Madda Walabu
University. Further research is needed to explore the underlying causes of turnover intention and
identify potential interventions in academic institutions more broadly. In summary, the results of
this study, consistent with previous research, highlight a higher level of turnover intention among
instructors. These findings emphasize the need for universities to prioritize staff retention and
develop strategies to address turnover intention in order to maintain a productive and stable
academic environment. It is worth noting that the one-sample t-test in Table 8 revealed a
significantly higher level of emotional intelligence and a non-significantly higher level of
turnover intention. However, the observed mean scores for job motivation and job satisfaction
were significantly lower than the expected mean values, while instructors exhibited a non-

significantly lower level of effective communication and organizational commitment.
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5.2. The Relationship between Instructors’ Emotional Intelligence, Turnover
Intention, Effective Communication, Job Motivation, Job Satisfaction,

and Organizational Commitment

The second research question examines the association between emotional intelligence,
turnover intention, effective communication, job motivation, job satisfaction, and organizational
commitment. Table 9 presents the results of the correlation analysis, which reveal significant
relationships among emotional intelligence, effective communication, job motivation, job
satisfaction, organizational commitment, and turnover intention. The zero-order correlation
matrix indicates negative and statistically significant correlations between emotional intelligence,
effective communication, job motivation, job satisfaction, organizational commitment, and
turnover intention (r = -0.343, r = -0.113, r = -0.203, r = -0.220, and r = -0.440, p < 0.01)
respectively. These findings suggest that all variables are mutually reinforcing, meaning that
emotional intelligence, effective communication, job motivation, job satisfaction, and
organizational commitment contribute to the understanding of turnover intention. Consequently,
instructors with higher levels of emotional intelligence, effective communication, job motivation,
job satisfaction, and organizational commitment exhibit lower turnover intention. The results of
this study partly align with previous research on emotional intelligence, effective
communication, job motivation, job satisfaction, organizational commitment, and turnover

intention.

The correlation analysis results presented in Table 9 indicate a significant and negative
relationship (r = -0.343, p < 0.01) between instructors’ emotional intelligence (EI) and their
turnover intention (TI). This means that as instructors' emotional intelligence increases, their
intention to leave the organization decreases. These findings are consistent with previous studies
in the literature that have also shown the influence of emotional intelligence on instructors'
turnover intention, suggesting that higher emotional intelligence reduces the likelihood of
instructors leaving their jobs. However, it is important to note that there have been inconsistent
findings in the existing literature. Some studies have found a negative effect of emotional
intelligence on turnover intention, indicating that instructors with higher emotional intelligence
are more likely to stay in their jobs and institutions (Gara Bach Ouerdian et al., 2021). On the

other hand, other studies have found a positive effect, suggesting that instructors with higher
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emotional intelligence are more likely to leave their jobs (Waheed Akhtar et al., 2017). There are
also studies that have found no significant relationship between emotional intelligence and
turnover intention (Kaur & Sharma, 2019). These mixed findings can be attributed to the
presence of other factors that may mediate or moderate the relationship between emotional
intelligence and turnover intention. Factors such as job satisfaction, interpersonal relationships,
and organizational commitment, Gara Bach Ouerdian et al. (2021) and Mohammad et al. (2014)
can influence how emotional intelligence affects turnover intention depending on their level and
quality. Therefore, it is necessary to consider these factors to fully understand the relationship

between emotional intelligence and turnover intention.

To address this gap in the literature, this study aims to empirically investigate the impact
of academic staff's emotional intelligence on their turnover intention in higher educational
institutions. This study posits that instructors with high emotional intelligence are more likely to
have a positive perception of their work environment, which may help mitigate high turnover
rates. This is because they possess better emotional management and control skills, making them
less inclined to quit their jobs and organizations. Supporting this hypothesis, Asfahani (2022) has
found a negative association between emotional intelligence and turnover intention. In summary,
the correlation analysis in Table 9 demonstrates a significant and negative relationship between
emotional intelligence and turnover intention among instructors. However, existing literature
presents mixed findings, indicating the need to consider other factors that may mediate or
moderate this relationship. This study aims to address this gap by empirically investigating the

impact of emotional intelligence on turnover intention in higher educational institutions.

A statistically significant negative relationship was observed between instructors’
effective communication and turnover intention (r = -0.113, p < 0.01). This finding is consistent
with prior studies that have examined the role of effective communication in employee retention.
For example, Zhang (2022) found that job satisfaction mediated the relationship between teacher
burnout, turnover intention, and the quality of communication with colleagues and supervisors in
higher education. This implies that effective communication can create a positive work
environment, increase employee satisfaction and loyalty, and decrease the intention to quit.
However, other studies have questioned the assumption that communication is always beneficial

for employee retention. Lee et al. (2021) argued that stress and organizational commitment have
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a stronger impact on turnover intention than communication, and communication can sometimes
have a negative effect if perceived as intrusive or coercive. These studies indicate that
communication is not a universal solution for employee retention, and its effectiveness depends
on various contextual factors, such as the source, content, frequency, and style of
communication, as well as the individual and organizational characteristics of the employees.
Conversely, ineffective communication can cause employee stress, raise turnover intention,
absenteeism, burnout, and limit feedback (Stanikzai, 2017). Therefore, effective communication
plays a crucial role in ensuring the smooth operation of organizations, as it positively affects staff

satisfaction and retention.

Table 9 presents the results of the correlation analysis, indicating a significant and
negative relationship between instructors' job motivation and their turnover intention (r = -0.203,
p < 0.01). This suggests that as instructors' job motivation increases, their inclination to leave
their positions decreases. Scholars have extensively contributed to understanding motivation as
goal-oriented behavior, considering both internal and external factors that drive individuals and
influence their commitment to work (Chidi & Victor, 2017). In the context of higher education,
job motivation refers to the driving force that compels educators, administrators, and staff in
academic institutions to perform their roles with enthusiasm, dedication, and a sense of purpose
(Rietveld et al., 2022; Stankovska et al., 2017). This motivation is influenced by a combination
of intrinsic and extrinsic factors in educational settings (Deci & Ryan, 2008; Kim, 2020).
Research indicates that motivation, closely linked to intrinsic and extrinsic rewards, plays a vital

role in lecturers' intent to leave or their actual departure (Awang et al., 2015).

The current finding, which reveals a negative relationship between instructors' job
motivation and their turnover intention, aligns with previous studies that have explored the role
of motivation in reducing turnover intention. However, some studies challenge the negative
association between instructors' job motivation and turnover intention, proposing alternative
factors that may influence this relationship. Takaya et al. (2020) discovered that the link between
instructors' job motivation and turnover intention is mediated by their perceived organizational
support and supervisor support, with these mediators being moderated by perceived
organizational politics. This suggests that instructors' job motivation may not necessarily result

in reduced turnover intention if they perceive a lack of support from their organization or
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supervisor or if there is a high level of politics in their workplace. Therefore, it is important to
exercise caution when interpreting the finding that instructors' job motivation is negatively
associated with their turnover intention. Future research should investigate the role of these
factors in different contexts and settings, exploring how instructors' job motivation can be

enhanced and sustained to minimize turnover intention.

A significant negative correlation was observed between instructors' job satisfaction and
their intention to turnover (r = -0.220, p < 0.01). As instructors' job satisfaction increases, their
intention to leave decreases significantly. This finding is consistent with previous studies that
examined this relationship in different educational contexts. For example, Zhang et al. (2023)
found an inverse association between job satisfaction and turnover intention among Chinese
English language teachers. Similarly, Kukla-Acevedo (2009) investigated the impact of job
satisfaction on turnover intention among public school teachers in the United States and
discovered that teachers who were more satisfied with their work environment, salary, and
recognition were less likely to leave their current school or the teaching profession. However,
other studies have suggested that the relationship between job satisfaction and turnover intention
may be influenced by additional factors, such as burnout, learning culture, and proactive
personality. Li et al. (2022) reported that job satisfaction partially mediated the relationship
between burnout and turnover intention among university faculty members in China. They also
found that proactive personality moderated the relationship between job satisfaction and turnover
intention, with a stronger negative effect for individuals with high proactive personality
compared to those with low proactive personality. In contrast, Lin and Huang (2020) found that
employees who experienced a higher learning culture had lower turnover intention levels and
better job satisfaction. Moreover, they found that job satisfaction had a negative impact on
employee turnover intention but a positive impact on job performance. Therefore, the finding
that instructors' job satisfaction is negatively associated with their intention to turnover is
supported by existing literature. However, its manifestation may depend on the specific context
and individual characteristics of the instructors. Future research could explore how other factors,
such as organizational support, professional development, and career opportunities, may
influence the relationship between job satisfaction and turnover intention among instructors in

different educational settings.
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A significant and negative correlation was found between instructors' organizational
commitment and their turnover intention (r = -0.440, p < 0.01), indicating that higher levels of
organizational commitment were associated with a decrease in turnover intention. Instructors
with high levels of commitment are less inclined to leave their positions, thereby positively
impacting the organization's stability. Conversely, lower levels of commitment among
instructors are likely to lead to withdrawal behaviors, decreased commitment, reduced
involvement in group work, and other unfavorable outcomes, ultimately resulting in increased
costs associated with hiring new instructors (Armstrong, 2009). Organizational commitment
reflects the strength of the bond between instructors and their organizations, while turnover
intention signifies the likelihood of voluntary job departure (Guzeller & Celiker, 2020;
Obiechina, 2019). Previous research consistently indicates a negative relationship between these
variables, with higher commitment associated with lower turnover intention (Kakar et al., 2021).
However, this relationship may be influenced by additional factors such as the psychological
contract gap, which refers to the disparity between expected and actual employment outcomes
Xia et al. (2022), or constituent attachment, which measures the emotional connection instructors

have with colleagues or supervisors (Obiechina, 2019).

Enhancing organizational commitment has been shown to decrease turnover intention by
positively influencing employees' sense of belonging and attachment to the organization, thereby
enhancing loyalty and satisfaction. Additionally, it fosters a positive psychological contract
between employees and the organization, built on trust, respect, and mutual obligations (Kanu et
al., 2022). When employees perceive that their contributions are valued and they receive
adequate support and development opportunities, they are more likely to respond with higher
commitment and lower intention to quit (Wang et al., 2017). However, the relationship between
organizational commitment and turnover intention may not be direct, as it can be influenced by
moderating or mediating variables such as job characteristics, personal factors, and
environmental factors. For instance, some studies have found that the impact of organizational
commitment on turnover intention is stronger for employees with high job autonomy, low role
conflict, and high perceived organizational support (Mathieu & Zajac, 1990). Conversely, other
studies suggest that the effect of organizational commitment on turnover intention is weaker for
employees with high job satisfaction, high career aspirations, and abundant alternative

employment opportunities (Al-Suraihi et al., 2021). Therefore, organizations need to recognize
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the complex and dynamic nature of the relationship between organizational commitment and
turnover intention and implement appropriate strategies to enhance the former and reduce the
latter. Potential strategies include fostering a positive organizational culture, providing effective
leadership, offering fair and competitive rewards, and designing meaningful and challenging
jobs. Additionally, organizations should monitor and evaluate the level of organizational

commitment and turnover intention among their employees and tailor interventions accordingly.

5.3. Results of Mediation Analysis

The third research question of this study aimed to investigate the comprehensive impact
of instructors' emotional intelligence (El), effective communication (EC), job motivation (JM),
job satisfaction (JS), and organizational commitment (OC) on their turnover intention (TI). To
address this, a mediational analysis was conducted to examine the total, direct, indirect, and
specific indirect effects. The analysis explored the direct effects of emotional intelligence on
effective communication, job motivation, job satisfaction, organizational commitment, and
turnover intention. Additionally, the study investigated the direct effects of effective
communication, job motivation, and job satisfaction on organizational commitment. The findings
regarding the direct, indirect, and specific indirect effects of emotional intelligence, effective
communication, job motivation, and job satisfaction on organizational commitment and turnover

intention are presented in Table 10.

5.3.1. The Direct Effects of Emotional Intelligence on Turnover Intention

As shown in Table 10, the direct effect of emotional intelligence on turnover intention is
statistically significant and negative (B = -.206, t = -5.57, P < .001). Emotional intelligence
negatively affects turnover intention, which is consistent with prior research. For example, Gara
Bach Ouerdian et al. (2021) found a negative relationship between emotional intelligence and
turnover intention, mediated by affective organizational commitment. Similarly,Giao et al.
(2020) reported that emotional intelligence reduces turnover intention by decreasing work-family
conflict and job burnout, with this effect being moderated by perceived organizational support.
These studies suggest that emotional intelligence can help employees cope with stress, enhance
relationships with leaders and colleagues, and increase attachment to the organization, thus
reducing their intention to quit. However, some studies have challenged the negative relationship

between emotional intelligence and turnover intention, and have found it to be contingent on
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other factors. For instance, Mohammad et al. (2014) found that emotional intelligence was
positively related to turnover intention among employees who perceived low organizational
justice, but negatively related among those who perceived high organizational justice. They
argued that emotional intelligence can increase employees' awareness of unfair treatment and
dissatisfaction, motivating them to leave the organization. Moreover, Zeidan (2020) found that
emotional intelligence had no direct effect on turnover intention, but only an indirect effect
through organizational commitment. They suggested that emotional intelligence alone is not
sufficient to influence employees' turnover intention unless it is translated into positive attitudes
and behaviors toward the organization. Therefore, the evidence regarding the negative effect of
emotional intelligence on turnover intention is not conclusive and may be dependent on
contextual factors and the measurement of variables. Future research should examine the
boundary conditions and mechanisms of this relationship and use more reliable and valid

measures of emotional intelligence and turnover intention.

Likewise, as indicated in Table 10 above, emotional intelligence (EI) has a statistically
significant and positive direct effect on effective communication (f =.179, t =4.16, P < .001).
This finding is consistent with the hypothesis that faculty members with higher EI are more
likely to communicate effectively with their students, colleagues, and administrators. Based on
these empirical findings, the present study aims to explore the direct association between EI and
effective communication among faculty members in a public university in Ethiopia. This
proposition is supported by recent studies conducted by Gunasekera et al. (2021), who examined
the role of El in enhancing effective communication skills among teachers and students in Sri
Lanka. Similarlly, Ozkaral and Ustu (2019) investigated the relationship between EIl and
communication skills among university instructors in Turkey. These studies suggest that El is a
crucial factor for developing and maintaining positive and productive interpersonal relationships
in academic settings. In conclusion, this study supports the notion that EI positively and directly
affects effective communication among faculty members. It also suggests that training and
development programs can enhance EI and improve faculty members’ effective communication
skills. Academic professionals who need to communicate effectively in various situations and

contexts should consider El as a valuable asset.
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As shown in Table 10, emotional intelligence (EI) significantly and positively influences
job motivation among higher education academic staff or instructors (f = .207, t = 4.93, P <
.001), which aligns with previous research on El and its relationship with education. EI, defined
as the ability to recognize, manage, and communicate emotions while navigating interpersonal
relationships with sound judgment and empathy has been consistently linked to academic
achievement, teaching effectiveness, and organizational commitment among instructors (Halimi
et al., 2020). The finding of this study is related with the research findings of Tziner et al. (2020)
to investigate the positive correlation between instructors’ EI and their work motivation. EI may
facilitate instructors' ability to cope with the challenges inherent in their profession, including
managing feedback, meeting tight deadlines, navigating interpersonal relationships, adapting to
change, and overcoming setbacks and failures. Additionally, EI enables instructors to influence
their emotions as sources of information and motivation, rather than as distractions. However, it
is important to note that the positive direct effect of EI on job motivation may not be universally
applicable and could vary based on factors such as measurement and definition of El, type and
level of education, cultural norms, and individual and organizational characteristics. Therefore,
further research is warranted to explore the moderating and mediating variables that could affect
the relationship between EI and job motivation among educators across diverse settings and

circumstances.

Table 10 demonstrates that emotional intelligence (EI) exerts a statistically significant
and positive direct influence on job satisfaction (p=.206, t=5.02, P<.001). This finding is
consistent with previous research conducted in the higher education setting, which has explored
the connection between El and various work-related outcomes. For instance, Shukla et al. (2018)
discovered a significant correlation between EI and job satisfaction in their study involving
college teachers in India. Furthermore, Nadaf (2017) reported a positive and significant
relationship between emotional intelligence and job satisfaction. However, conflicting results
have been presented in some studies regarding the relationship between El and work-related
outcomes in the context of higher education. Kafetsios and Zampetakis (2008) found no
significant relationship between EI, job satisfaction, or organizational commitment among
academic staff in Greece. They argued that cultural and organizational factors may moderate the
impact of EI on work outcomes. Similarly, Kamal Gautam and Kakkar (2017) concluded that

emotional intelligence did not affect the level of job satisfaction based on their findings. Anari
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(2012) discovered a positive effect of EI on job satisfaction but a negative effect on
organizational commitment among faculty members in Iran. They suggested that the negative
relationship could be attributed to the lack of trust and support within the Iranian higher
education system. Therefore, these studies indicate that EI is not a universal predictor of work-
related outcomes, but rather a context-dependent variable that may vary based on the specific
characteristics of the higher education environment. In conclusion, while some empirical
evidence supports the notion that EI has a direct positive impact on job satisfaction among higher
education employees, there is also evidence challenging this view. Consequently, further
research is necessary to investigate the underlying mechanisms and contextual factors that
influence the relationship between El and work-related outcomes in the higher education context.

As Table 10 shows, emotional intelligence (EI) has a positive and significant direct effect
on organizational commitment (f = .251, t = 6.61, P < .001). This finding is consistent with
previous studies that reported a positive relationship between EI and organizational commitment
among higher education employees in Pakistan (Shafig & Akram Rana, 2016). These studies
suggest that EI is a key factor in influencing the attitudes and behaviors of higher education
employees. However, not all studies have found a positive relationship between EI and work-
related outcomes in the higher education context. For instance, Kafetsios and Zampetakis (2008)
found no significant relationship between El and organizational commitment among academic
staff in Greece. They argued that the relationship between EI and work outcomes may be
moderated by cultural and organizational factors. Likewise, Anari (2012) found a negative effect
of El on organizational commitment among faculty members in Iran. They attributed the
negative relationship to the lack of trust and support within the Iranian higher education system.
These studies indicate that EI is not a universal predictor of work-related outcomes, but rather a
context-dependent variable that may vary depending on the specific characteristics of the higher
education environment. Therefore, further research is needed to explore the underlying
mechanisms and contextual factors that affect the relationship between EI and work-related

outcomes in the higher education context.

Effective communication significantly affects organizational commitment (f = .239, t =
5.31, P <.001), serving as a vital organizational component by facilitating information, idea, and

feedback exchange. It influences employees’ commitment levels, affecting their performance,
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satisfaction, and retention. In line with communication and commitment literature within higher
education, Pongton and Suntrayuth (2019) discovered that communication quality and
satisfaction positively affect organizational commitment among academic staff. These findings
suggest that clear, timely, accurate, and respectful communication enhances employees’
organizational attachment and loyalty, decreasing turnover likelihood. Effective communication
also emerges as a contextual factor interacting with leadership style and culture, influencing
commitment levels. Therefore, it should be viewed as a multifaceted and dynamic construct, with

varying impacts on organizational commitment based on the situation and perspective.

Job motivation has a significant direct impact on organizational commitment (p = .294, t
= 6.68, P <.001). This finding aligns with previous studies that have investigated the association
between these variables in diverse contexts. For instance, Hanaysha and Majid (2018) found that
employee motivation positively influenced organizational commitment among academics in the
higher education sector. These studies indicate that when employees are motivated by intrinsic or
extrinsic factors, they develop a stronger attachment and loyalty to their organization, thereby
enhancing their productivity and performance. This research indicates that job motivation
significantly influences organizational commitment within higher education institutions.
Furthermore, it is imperative to formulate practical implications and recommendations to bolster
job motivation and organizational commitment among academic staff. These strategies should be
grounded in empirical evidence and customized to address the unique needs and challenges
prevalent in the higher education domain.

The direct effects of job satisfaction on organizational commitment are statistically
nonsignificant (f =.099, t = 1.87, P >.05). Job satisfaction is commonly regarded as a significant
factor influencing employee's organizational commitment. However, studies have indicated that
the relationship between job satisfaction and organizational commitment may not be as strong or
consistent as expected, particularly in higher education settings. For example, a study conducted
by Ngirande (2021) concluded that job satisfaction does not moderate the relationship between
occupational stress and organizational commitment among academic staff in two South African
historically black institutions of higher learning. The author argued that job satisfaction may not
be capable of buffering the negative effects of occupational stress on organizational commitment

due to its transient and situational nature, in contrast to the more stable and enduring nature of
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organizational commitment. Furthermore, the author proposed that other factors, such as
organizational culture, organizational support, and organizational justice, may have stronger
moderating effects on the relationship between occupational stress and organizational

commitment compared to job satisfaction.

However, not all studies support the finding that job satisfaction has statistically
nonsignificant direct effects on organizational commitment in higher education. For example, a
study by Azem and Akhtar (2014) found a positive and significant impact of job satisfaction on
the organizational commitment of employees in Saudi public sectors. The authors explained that
job satisfaction may enhance organizational commitment by fostering a sense of belonging,
loyalty, and involvement with their institutions. They also noted that the impact of job
satisfaction may vary depending on different dimensions of organizational commitment, such as
affective, continuance, and normative commitment, and that different aspects of job satisfaction

may have distinct effects on organizational commitment.

Therefore, it is important to recognize that the finding that job satisfaction has
statistically nonsignificant direct effects on organizational commitment in higher education may
not be applicable to all contexts and situations. The relationship between job satisfaction and
organizational commitment is likely influenced by various factors, including the type and quality
of leadership, the level and sources of occupational stress, the dimensions and aspects of job
satisfaction and organizational commitment, as well as the characteristics and culture of the
institutions. Further research is necessary to explore the complex and dynamic nature of the

relationship between job satisfaction and organizational commitment in higher education.

5.3.2. The Mediating Roles of Job Satisfaction and Organizational

Commitment between Emotional Intelligence and Turnover Intention

The study investigated the influence of emotional intelligence (EI) on turnover intention

(TI) while considering the mediating factors of job satisfaction (JS) and organizational
commitment (OC). Results revealed significant negative indirect effects of EI on TI, indicating
partial mediation through JS and OC. The direct effect of El on Tl was also negative and
significant, further supporting partial mediation and serial mediation. Similarly, the indirect

effect of El on OC through JS was positive and significant, indicating partial mediation.
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Additionally, the indirect effect of JS on Tl through OC was negative and significant, implying a
significant mediating relationship between JS and TI. While the direct effect of JS on OC was
not significant, the indirect effect was, suggesting a fully mediating relationship between JS and
Tl through OC.

These findings are consistent with some previous studies that have explored the role of El
and its related constructs in the context of higher education. For example, a study by Zhang et al.
(2022) found that teacher burnout and turnover intention in higher education were negatively
influenced by job satisfaction, and that job satisfaction was positively influenced by EI. The
study also found that proactive personality moderated the relationship between job satisfaction
and turnover intention, such that the negative effect of job satisfaction on turnover intention was
stronger for individuals with high proactive personality. Moreover, some other studies have
reported similar findings regarding the relationship between El and TI, and the mediating role of
JS and OC. For example, a study by Giao et al. (2020) found that EI had a negative and
significant relationship with TI, meaning that employees with higher EI had a lower TI. The
study explained this finding by suggesting that employees with higher EI might have lower
expectations and aspirations, and might be less aware of alternative job opportunities, which
could increase their T1. Another study by Gara Bach Ouerdian et al. (2021) found that affective
organizational commitment mediated the relationship between employess EI and their TI, and
that this relationship was negative. The study also found that leader member exchange moderated
the relationship between EI and OC, such that the positive effect of El on affective

organizational commitment was stronger for individuals with high leader member exchange.

While previous research has suggested that there may not be a direct correlation between
emotional intelligence (EI) and organizational commitment, certain studies have proposed
alternative routes. For instance, Alsughayir (2021) found no direct association but identified an
indirect connection through job satisfaction. Similarly, Aghdasi et al. (2011) reported that EI did
not directly or indirectly impact organizational commitment, job satisfaction, or occupational
stress. These contrasting findings indicate that the relationship between El and TI, and the role of
JS and OC, might be influenced by various contextual factors, such as the type of organization,
the nature of the job, the level of leadership, the personality of the employees, and the culture of

the workplace. Therefore, further research is needed to explore the underlying mechanisms
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andboundary conditions of these relationships, and to provide more practical implications for
enhancing EIl, JS, and OC, and reducing TI, among higher education academic staffs or

instructors.

5.3.3. The Mediating Role of Job Motivation and Organizational

Commitment between Emotional Intelligence and Turnover Intention

The study found that emotional intelligence influences turnover intention of higher
education instructors both directly and indirectly through job motivation and organizational
commitment. Emotional intelligence had a negative indirect effect on turnover intention,
partially mediated by job motivation and organizational commitment. Additionally, emotional
intelligence positively affected organizational commitment indirectly through job motivation,
indicating that job motivation plays a mediating role. Job motivation, in turn, had a negative
indirect effect on turnover intention through organizational commitment, revealing a partial

mediation in the relationship between job motivation and turnover intention.

This finding is consistent with previous studies that have examined the relationships
among these variables in different contexts and settings. For example, Gara Bach Ouerdian et al.
(2021) found that EI had a negative direct effect on Tl and a negative indirect effect on TI
through OC among employees in higher institutions. Similarly, Ali Yusuf and Widodo (2023)
found that EI and OC had a negative direct effect on TIl. However, emotional intelligence (EI)
showed no significant effect on organizational commitment (OC), nor did it significantly
influence turnover intention (TI) through its mediation of OC. These findings contradict the
expected outcomes of this study, underscoring a research gap that warrants further exploration
for clarification and validation in future research endeavors. The current study support the notion
that EI can enhance the psychological attachment and satisfaction of employees with their jobs

and organizations, which in turn reduces their intention to leave.

Therefore, the finding of this study contributes to the existing literature by providing
empirical evidence on the effects of EI on Tl and its mediators in the context of higher education
academic staff or instructors. The finding also has practical implications for higher education
institutions, as it implies that enhancing the El of academic staff or instructors can improve their

JM and OC, which can reduce their Tl and increase their retention and performance. Higher
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education institutions can provide training and development programs to foster the EI skills and
competencies of academic staff or instructors, such as self-awareness, self-regulation, empathy,
and social skills. Higher education institutions can also create a supportive and fair work
environment that can facilitate the expression and management of emotions, as well as the
recognition and appreciation of the emotional needs and contributions of academic staff or

instructors.

5.3.4. The Mediating Roles of Effective Communication and Organizational

Commitment between Emotional Intelligence and Turnover Intention

The findings suggest that emotional intelligence has a significant influence on turnover
intention, both directly and indirectly. This indirect effect is mediated by effective
communication and organizational commitment. Emotional intelligence not only directly
influences turnover intention but also indirectly affects it through its impact on effective
communication and organizational commitment. Similarly, emotional intelligence indirectly
increases organizational commitment by improving communication. Effective communication
plays a crucial role in reducing turnover intention both directly and indirectly through its positive
effect on organizational commitment. Overall, the study highlights the complex relationship
between emotional intelligence, effective communication, organizational commitment, and

turnover intention in organizational contexts.

This finding is consistent with previous studies that have examined the relationships
among these variables in different contexts and settings. For example, Gara Bach Ouerdian et al.
(2021) found that EI had a negative direct effect on Tl and a negative indirect effect on TI
through OC among employees in higher institutions. Similarly, some studies have reported
findings regarding the role of El in influencing TI and its mediators. For instance, Khairuddin
and Hussain (2021) found that EI had a significant direct and indirect effect on Tl through OC
among employees. Therefore, the finding of this study contributes to the existing literature by
providing empirical evidence on the effects of EI on Tl and its mediators in the context of higher
education academic staff or instructors. Previous research has shown that -effective
communication can decrease turnover intention by increasing organizational commitment in the
academic sector (Daly et al., 2017). Therefore, effective communication is essential for the

successful functioning of organizations because it influences employee well-being and loyalty.
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The findings also have practical implications for higher education institutions, as it implies that
enhancing the EI of academic staff or instructors can improve their EC and OC, which can
reduce their Tl and increase their retention and performance. Higher education institutions can
provide training and development programs to foster the EI skills and competencies of academic
staff or instructors, such as self-awareness, self-regulation, empathy, and social skills. Higher
education institutions can also create a supportive and reasonable work environment that can
facilitate the expression and management of emotions, as well as the recognition and

appreciation of the emotional needs and contributions of academic staff or instructors.

5.3.5. The Mediating Role of Job Satisfaction, Job Motivation, Effective
Communication, and Organizational Commitment between

Emotional Intelligence and Turnover Intention (Parallel Mediation)

The study investigated the impact of emotional intelligence on turnover intention,
exploring both direct and indirect effects along with the role of mediating variables. It found that
emotional intelligence has both direct and indirect effects on turnover intention. Specifically,
emotional intelligence has a significant negative direct effect on turnover intention, suggesting a
clear relationship between the two variables. Job satisfaction was not found to mediate the
association between emotional intelligence and turnover intention, as the indirect effect through
job satisfaction was not significant. Organizational commitment, job motivation, and effective
communication were identified as significant mediators. Emotional intelligence had a negative
indirect effect on turnover intention through these variables, indicating partial mediation. The
study underscores the importance of considering multiple factors, beyond just job satisfaction,
when examining turnover intention in relation to emotional intelligence. In summary, emotional
intelligence influences turnover intention both directly and indirectly through various mediating
factors, emphasizing the complexity of the relationship between emotional intelligence and

employee turnover.

Previous studies have suggested that emotional intelligence can influence turnover
intention directly or indirectly through various mediators, such as job satisfaction, job
motivation, organizational commitment, and effective communication (Li et al., 2022). One of
the most commonly studied mediators is job satisfaction, which is the degree of positive or

negative affective reactions to one’s job or job aspects (Locke, 1976). Job satisfaction is assumed
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to mediate the relationship between emotional intelligence and turnover intention because
employees with higher emotional intelligence are more likely to experience positive emotions,
cope with stress, and adapt to changes in the work environment, which can enhance their
satisfaction with their job and reduce their desire to quit (Mustafa et al., 2023). The direct effect
of emotional intelligence on turnover intention was non significant and positive. This suggests
that job satisfaction does not play a role in the link between emotional intelligence and turnover

intention among university teachers.

Organizational commitment, defined as the level of identification and involvement with
an organization and its goals Mowday (1979), has been examined as another mediator. It is
posited that organizational commitment acts as a mediator between emotional intelligence and
turnover intention. This is because individuals with higher emotional intelligence are more likely
to establish positive relationships with their leaders and colleagues, align their values and goals
with the organization, and experience a sense of belonging and loyalty, all of which enhance
their commitment and reduce their intention to leave (Meyer et al., 2002). Empirical studies have
provided support for this proposition, demonstrating that organizational commitment mediates
the relationship between emotional intelligence and turnover intention (Zeidan, 2020). A
significant and negative direct effect of emotional intelligence on turnover intention was also
observed in this study. These results indicate that organizational commitment partially mediates
the association between emotional intelligence and turnover intention among university faculty

members in Ethiopia.

It is suggested that job motivation acts as a mediator between emotional intelligence and
turnover intention, as individuals with higher emotional intelligence are more likely to possess a
clear sense of their objectives, regulate their behavior, and exhibit persistence when faced with
challenges. These factors contribute to increased motivation and reduced inclination to quit
(Cherniss et al.,, 1998). Several empirical studies have substantiated this hypothesis,
demonstrating that job motivation serves as a mediator in the relationship between emotional
intelligence and turnover intention (Akosile & Ekemen, 2022). Their findings supported the
findings of this study which has a significant and negative indirect effect of emotional
intelligence on turnover intention through job motivation, alongside a significant and negative

direct effect of emotional intelligence on turnover intention. This suggests that job motivation
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plays a partial mediating role in the connection between emotional intelligence and turnover

intention, particularly among university instructors in Ethiopia.

Effective communication, defined as the process of exchanging information and meaning
between individuals or groups in a clear and accurate manner Owen Hargie (2022). It is a
potential mediator between emotional intelligence and turnover intention. Employees with higher
emotional intelligence are expected to communicate more effectively, as they can express their
emotions appropriately, listen actively, empathize with others, and resolve conflicts
constructively, which can enhance their communication skills and lower their intention to quit
(Daly et al., 2017). Further evidence has suggested that effective communication may affect
turnover intention via various mediators and moderators, such as organizational citizenship
behavior, organizational identification, organizational commitment, and psychological
empowerment (Daly et al., 2017). However, other studies have not found a mediating role of
effective communication in the relationship between emotional intelligence and turnover
intention. As reported in this study the indirect effect of emotional intelligence on turnover
intention via effective communication was significant and positive, while the direct effect of
emotional intelligence on turnover intention was significant and negative. This indicates that
effective communication partially mediates the relationship between emotional intelligence and

turnover intention among university instructors.

To conclude, the relationship between emotional intelligence and turnover intention
among higher education academic staff or instructors is complex and mediated by multiple
factors. The empirical evidence on the mediating effects of job satisfaction, organizational
commitment, job motivation, and effective communication is inconclusive and conflicting. Thus,
further research is required to elucidate the mechanisms and moderators of the relationship

between emotional intelligence and turnover intention in higher education settings.

5.4. Discussion on Results of Hierarchical Multiple Linear Regression

The fourth purpose of this study was to examine how instructors’ intention to turnover is
predicted by their emotional intelligence, effective communication, job motivation, job
satisfaction, and organizational commitment in Ethiopian public universities. The hierarchical
multiple regression analysis in Table 11 revealed that organizational commitment, job motivation

and emotional intelligence had a significant negative effect on turnover intention respectively.
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Effective communication positively predicted turnover intention while, job satisfaction was not
significant predictor in this study. This suggests that instructors who are more committed to their
organization, motivted, and emotionally intelligent are less likely to quit their jobs, regardless of
their levels of effective communication and job satisfaction. This finding is consistent with
previous studies that have found a negative relationship between organizational commitment and
turnover intention among academic staff in higher education (Agmasu, 2021; Ramalho Luz et al.,
2018; Tarigan & Ariani, 2015). Organizational commitment is the degree of attachment,
identification, and involvement that an employee has with their organization (Meyer & Allen,
1991). Therefore, higher education institutions should enhance the organizational commitment of
their instructors by providing them with a supportive and conducive work climate, fair and

equitable treatment, and recognition and appreciation for their contributions.

Job motivation plays a crucial role in determining the turnover intentions of higher
education instructors. Motivation can be derived from intrinsic factors, such as personal
fulfillment and professional growth, or extrinsic factors, such as salary and job security. Studies
have consistently shown that higher levels of job motivation are associated with lower turnover
intentions. For instance, Awang et al. (2015) found that intrinsic motivation significantly reduces
turnover intention among lecturers, emphasizing that motivated staff are more likely to remain
committed to their institutions due to a sense of purpose in their work. Additionally, the
lecturer’s working environment exerts a direct impact on turnover and intent to leave. This
environment can be influenced by class size, teaching workloads, and the availability of teaching
resources (Guzeller & Celiker, 2020; Xia et al., 2022). Herzberg's Two-Factor Theory provides a
robust framework for understanding the role of job motivation in turnover intentions. According
to Herzberg, job satisfaction and motivation are influenced by two sets of factors: hygiene
factors and motivators. Hygiene factors, such as salary, job security, and working conditions, do
not necessarily increase job satisfaction but their absence can lead to dissatisfaction. Motivators,
such as recognition, responsibility, and opportunities for growth, directly enhance job
satisfaction and motivation. This theory supports the empirical finding by explaining how
enhancing motivators while maintaining adequate hygiene factors can foster job motivation and

subsequently reduce turnover intentions.
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Emotional intelligence (El), defined as the ability to recognize, understand, and manage
one's own emotions and those of others, significantly influences turnover intention. In higher
education, instructors with high EI are better equipped to handle the emotional demands of
teaching, maintain positive relationships with colleagues and students, and manage stress
effectively. Miao et al. (2017) support this assertion, demonstrating that higher EI levels
correlate with lower turnover intentions across various professions, including academia. Their
meta-analysis indicates that emotionally intelligent individuals are more adept at coping with
job-related challenges and maintaining a positive work attitude, reducing the likelihood of
considering job departure. While the inverse relationship between emotional intelligence, and
turnover intention is well-documented, some studies present contrasting perspectives. Coetzee &
Stoltz (2015), for instance, suggest that the impact of EI on turnover intention may vary
depending on organizational context and individual differences. In certain settings, high EI might
increase awareness of alternative career opportunities, potentially leading to higher turnover
intentions if individuals perceive better prospects elsewhere.

The results also showed that job satisfaction did not predict turnover intention
significantly. This is somewhat surprising, as previous studies have suggested that these factor
are important for the well-being and retention of academic staff in higher education (Mohammad
et al., 2014; Parasiz et al., 2017; Tarigan & Ariani, 2015; Waheed Akhtar et al., 2017). These
factor is expected to influence the turnover intention of instructors, as it may affect their
performance, relationships, and attitudes toward their work. However, the results of this study
indicate that these factor is not significant predictors of turnover intention, at least in this sample
of instructors. One possible explanation for this finding is that this factor is more relevant for the
intrinsic aspects of the job, such as the quality of teaching and learning, rather than the extrinsic
aspects, such as the salary and benefits, which may be more influential for the turnover intention
of instructors. Another possible explanation is that these factors are moderated by other
variables, such as personality, gender, age, or tenure, which may affect the relationship between
these factors and turnover intention. Further research is needed to explore these possibilities and

to clarify the role of these factors in the turnover intention of instructors in higher education.
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5.5. Discussions on Independent Sample T-Test

The fifth purpose of this study examined gender differences across six variables:
emotional intelligence, effective communication, job motivation, job satisfaction, organizational
commitment, and turnover intention. The results showed a significant difference in job
motivation and effective communication between female and male instructors, with females
scoring higher. However, there were no significant gender differences in emotional intelligence,
effective communication, job satisfaction, organizational commitment, and turnover intention.
The equality of variances was confirmed across all variables except effective communication.
Thus, the study concluded that while female instructors demonstrated higher job motivation
compared to males, there were no notable gender disparities in other emotional, attitudinal, or

behavioral aspects among instructors.

5.5.1. Gender and Emotional Intelligence in Higher Education

Table 12 shows no statistically significant difference in emotional intelligence between
female and male higher education instructors, implying that gender does not affect emotional
intelligence. This finding agrees with some previous studies, but disagrees with others. The
literature on the role of gender in emotional intelligence in higher education is inconclusive.
Fernandez-Berrocal et al. (2012) and Hopkins et al. (2008) argue that women have higher
emotional intelligence because of their greater empathy and expressiveness. However,
Fernandez-Berrocal et al. (2012) also recognize other studies that find no significant gender
differences in emotional intelligence. A possible reason for the non-significant effect of gender
on emotional intelligence among higher education instructors is the multidimensional nature of
emotional intelligence. Factors such as personality, culture, education, and experience may
override gender as predictors, especially for highly educated and experienced professionals or
higher education instructors. Another view considers emotional intelligence as a dynamic skill
that can be developed over time, reducing or eliminating gender differences as individuals

improve their ability to manage emotions, both their own and others’.

The implication that gender does not influence emotional intelligence among higher
education instructors has implications for both practice and research. Practically, it encourages
instructors to avoid gender stereotypes and focus on individual characteristics and abilities. It

also suggests that emotional intelligence can be improved through training and feedback,
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regardless of gender. Research-wise, it highlights the need for more comprehensive studies on
the factors that affect emotional intelligence in higher education settings, using valid and reliable
measurement tools. It also calls for studies that examine the effects of emotional intelligence on
teaching and learning outcomes, requiring cross-disciplinary, cross-cultural, and cross-context

comparisons.

5.5.2. Gender and Effective Communication in Higher Education

Effective communication is a vital skill for higher education instructors. In this
discussion, the role of gender in effective communication and its impact on instructors was
explored. The findings of this study demonstrated that female instructors were correlated with
significantly greater mean effective communication skills than their male colleagues. This is
consistent with previous empirical studies (Qazi et al., 2022). These studies emphasize that
women tend to use more expressive, supportive, and cooperative communication skills, while
men tend to use more instrumental, assertive, and competitive communication skills. However, it
is important to note that gender differences in communication are not absolute or fixed and can
vary depending on various factors such as the situation, audience, purpose, and individual
preferences of communicators (Marques, 2021). Gender is a complex and dynamic construct that
should not be stereotyped or essentialized, and a balanced and inclusive approach that
incorporates both feminine and masculine communication strategies is recommended. By
adapting their communication styles to different situations and goals, instructors can enhance
their credibility, competence, and influence, leading to increased job motivation and
performance. It is crucial to recognize and appreciate the diversity and flexibility of these skills
among instructors and adapt to the needs and preferences of different students and contexts.
Overall, effective communication in higher education requires awareness, sensitivity, and

adaptability to meet the diverse needs and expectations of students and colleagues.

5.5.3. Gender and Job Motivation in Higher Education
Job motivation significantly influences the performance, satisfaction, and retention of
higher education instructors. Nevertheless, consensus is lacking regarding the presence of gender
differences in job motivation within this professional group. Recent research suggests that
female instructors tend to exhibit slightly higher mean scores of job motivation compared to their

male counterparts, indicating the potential influence of subtle gender-related factors on
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motivational levels. Previous studies examining gender-based disparities in job motivation
among higher education instructors have reported similr results with this study. For instance, Al-
Rubaish et al. (2011) discovered that female faculty members in a Saudi Arabian university
displayed higher levels of intrinsic motivation, extrinsic motivation, and overall job satisfaction
than male faculty members, indicative of their more positive attitudes and perceptions of the
work environment. These studies imply that female instructors may draw upon different sources
and types of motivation than their male counterparts, potentially influencing their performance,

satisfaction, and retention in the profession.

5.5.4. Gender and Job Satisfaction in Higher Education

The findings of this study indicate no statistically significant difference in job satisfaction
levels between male and female instructors. However, while some studies align with this, others
reveal notable gender differences in job satisfaction among academic staff. Abbas Madandar
Arani and Abbasi (2008) conducted a cross-cultural study involving secondary school teachers in
Iran and India, concluding no discernible relationship between gender and job satisfaction.
Similarly, Klein and Takeda-Tinker (2008) found no correlation between gender and overall
satisfaction among full-time business faculty at Wisconsin Technical College. Likewise, Dey et
al. (2016) reported no significant gender disparities in job satisfaction among higher education
academic staff in India. These findings suggest that factors such as age, education, experience, or

culture may outweigh gender in influencing job satisfaction levels.

Conversely, other studies have highlighted gender discrepancies in job satisfaction
among higher education academic staff. For instance, Webber & Rogers (2018) discovered that
female faculty tend to report lower satisfaction levels than their male counterparts, particularly
concerning salary, department culture perception, and work-life balance. On the other hand,
studies investigated that female instructors have higher job stisfction than male instructors (Pasha
& Aftab, 2021). It can be inferred that a distinction is present between male and female educators
in relation to their job satifaction. Conflicting results may stem from factors like gender equality,
resource availability, and leadership quality across different countries and universities. In
conclusion, this discussion has explored the complexities of the gender-job satisfaction
relationship among higher education academic staff, shedding light on the contextual factors
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shaping these dynamics. This understanding carries implications for higher education policies,

practices, and academic staff performance.

5.5.5. Gender and Organizational Commitment in Higher Education

As Table 12 shows, gender did not significantly correlate with organizational
commitment among higher education instructors. The mean difference between female and male
instructors was not statistically significant. Previous studies on the relationship between gender
and organizational commitment have reported mixed results. This finding is consistent with
some recent studies in the literature. For instance, Kassaw and Golga (2019) found no significant
difference in the level of commitment between male and female academic staff in higher
education institutions. Similarly, Ahmad et al. (2023) found no significant influence of gender on
affective and continuance commitment among employees in public and private organizations,
although they found a significant influence of gender on normative commitment. Likewise, a
study conducted by Pasha and Aftab (2021) showed that there is no a notable disparity in the
level of organizational commitment between male and female instructors. These studies indicate
that gender may not be a relevant factor in explaining the variations in organizational

commitment among academic staff or instructors.

However, some studies have reported opposite findings, suggesting that gender may have
a strong effect on organizational commitment in some contexts. For example, Aftab et al. (2020)
found that female teachers showed higher levels of organizational commitment and
organizational citizenship behavior than male teachers at a high level of commitment. Likewise,
Fisher et al. (2010) argued that the existing measures of organizational commitment are biased
and do not capture the commitment of women and some men in contemporary workplaces.
These studies imply that gender may have a significant effect on organizational commitment in
some situations, such as when the level of commitment is high or when the measures of
commitment are not appropriate. In conclusion, the finding of this study may depend on various
factors, such as the context, the sample, the measure, and the type of commitment. Further
research is needed to explore the possible reasons for the inconsistency in the literature and to
provide a more comprehensive and nuanced understanding of the role of gender in organizational

commitment.
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5.5.6. Gender and Turnover Intention in Higher Education

This discussion compares the mean scores of female and male instructors to examine the
effect of gender on turnover intention, as shown in Table 12. The results reveal no significant
difference between the two groups, implying that gender does not influence the decision to leave
the job or organizations. This finding contradicts some previous studies that reported higher
turnover intention among female workers than male workers (Pasha & Aftab, 2021; VanGilder et
al., 2003). These studies also noted that women cited both monetary and non-monetary reasons
for their job mobility intentions, reflecting higher career expectations and aspirations. However,
other studies found no gender disparity in turnover intention, indicating the inconsistency in the
literature (Billingsley, 2004). These divergent results suggest that contextual factors, such as job
type, organizational culture, and personal characteristics, may moderate the relationship between
gender and turnover intention. Notably, when controlling for tenure status, the reasons for

turnover intention showed no significant variation by gender.

The finding that gender does not affect the intention to leave the organaization among
higher education instructors is consistent with some existing studies. For example, Xu (2008)
observed no difference in the intentions to depart academia between women and men faculty in
STEM disciplines. However, women faculty had a higher tendency to change positions within
academia. Similarly, Kassem (2020) determined that gender did not moderate the link between
leadership styles and employee turnover intention among administrative staff in higher education
institutions. These studies collectively indicate that gender is not a significant factor in
explaining the turnover behavior of academic employees. Therefore, the conclusion that gender
does not impact the intention to leave the job among higher education instructors is inconclusive
and may depend on various contextual factors, such as discipline, institution, leadership style,
and work-life balance. Further research is needed to explore the role of gender in the turnover
process of academic employees and identify best practices to retain and support both women and

men faculty in higher education.
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5.6. Discussion of ANOVA Analysis on Instructors’ Socio-Demographic

Characteristics with Turnover Intention Behavior
The final objective of the study was to investigate the influence of socio-demographic
variables on instructors’ emotional intelligence, effective communication, job motivation, job

satisfaction, organizational commitment, and turnover intention.

5.6.1. Instructors’ Age and Emotional Intelligence

The effect of age on emotional intelligence (EI) among instructors was investigated using
a one-way ANOVA. The results of the analysis are presented in Table 13, indicating a significant
difference in EIl scores among the four age groups, F(3, 615) = 9.317, p < 0.01. A post hoc test
revealed that instructors aged 36-45 exhibited significantly higher El scores than those aged 25—
36. This finding suggests that EI is higher among instructors in the 36—-45 age group compared to
their younger peers. These results are partially consistent with previous studies examining the
relationship between age and EIl. For instance, Ferndndez-Berrocal et al. (2012) and
Ramchandran et al. (2020) reported that El tends to increase with age due to accumulated life
experiences and emotional maturity. In conclusion, this study provides evidence of an age
difference in emotional intelligence among higher education instructors. However, it is important
to interpret these findings with caution and encourage further research that considers other

relevant factors.

5.6.2. Instructors’ Age and Job Motivation

The finding that instructors aged 36-45 had a significantly higher mean score of job
motivation than instructors aged 25-35 suggests a positive relationship between age and job
motivation among higher education instructors. However, age is not the only factor that
influences the motivation of instructors. Deci et al. (1991) argued that younger instructors tend to
have higher levels of intrinsic motivation, which derives from their enthusiasm and adaptability
to evolving teaching methods and technologies. Older instructors, on the other hand, may rely
more on extrinsic motivation, such as job security and retirement benefits (Richard & Deci,
2000). This transition indicates the complexity of motivation across different age groups.
Moreover, this finding contradicts the assumption that younger workers are more motivated to
learn and improve their skills than older workers. Yamashita et al. (2022) found that younger
workers had lower levels of motivation to learn by age, education, and literacy skills than older
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workers. Therefore, the relationship between age and job motivation among higher education
instructors may depend on other factors, such as personality traits, career goals, work

environment, and feedback mechanisms.

5.6.3. Imstructors’ Age and Organizational Commitment

This study examined the mean score difference between the instructors’ age and their
organizational commitment using a one-way ANOVA test. The results showed a statistically
significant difference (F (3,615) = 2.897, p < .05). Post hoc pair comparisons revealed that
instructors aged 36-45 scored significantly higher than those aged 25-35, indicating a higher
level of commitment in the former group. These findings suggest a significant association
between age and commitment. Specifically, older instructors exhibit higher commitment levels
than their younger counterparts. This result diverges from previous studies examining the
correlation between age and teachers’ commitment levels. Specifically, Anari (2012) reported a
lack of significant disparity in job satisfaction and organizational commitment across teachers of
varying ages and genders. Likewise, Agu (2016) reported that educational status and age do not
serve as meaningful predictors of job satisfaction and organizational commitment. One possible
explanation for these findings is that older instructors, with greater experience and expertise,
may develop a stronger identification and attachment to their organization. Moreover, they may
enjoy more opportunities for career advancement and recognition, which could increase their
loyalty and motivation. Additionally, established social networks and relationships with
colleagues and superiors among older instructors might enhance their sense of organizational
belonging and support. Therefore, a comprehensive understanding of this phenomenon requires
consideration of multiple dimensions and levels of analysis. For instance, future research could
examine how different types of tenure affect the age-commitment relationship across diverse
employee or teacher groups. In conclusion, this study provides empirical evidence from
Ethiopian higher education academic staff to the existing literature on age-commitment. It also
identifies gaps and limitations in current research, suggesting directions for future investigations

in this domain.

5.6.4. Instructors’ Age and Turnover Intention
The one-way ANOVA test result showed a statistically significant difference in turnover

intention among instructors’ age groups, F (3,615) =10.127, P < .01. A post hoc pair comparison

173



revealed that instructors aged 25-35 had a significantly higher turnover intention than those aged
36-45 and 46-55. These results indicate that younger instructors (25-35) have a higher tendency
to leave their jobs than older ones. This finding was consistent with previous research that
reported a positive correlation between younger age and turnover intention behavior. Billingsley
(2004) and Conley and You (2017) found that the age of teachers was related to their predicted
and actual turnover. Conley and You (2017) also observed that teachers under 35 had higher
attrition rates than those between 35 and 60. Similarly, Singer (1992) suggested that teachers
under 30 were twice as likely to quit their jobs and their institutions as their older colleagues.
These findings suggest that age is a significant factor influencing turnover intention among
teachers. The study also found that instructors aged 36-45 had the highest levels of: emotional
intelligence, effective communication, and organizational commitment, while instructors aged 56
and above had the highest levels of job motivation and job satisfaction. However, both the
youngest (25-35) and the oldest (56 and above) instructors had a high intention to quit their jobs,
due to different factors. A post-hoc test confirmed that age factors significantly influenced
instructors’ emotional intelligence, job motivation, organizational commitment, and turnover

intention.

5.6.5. Instructors’ Marital Status and Emotional Intelligence

The finding indicted in Table 14 showed that marital status is associated with emotional
intelligence (EI) among instructors is an interesting one that has implications for both personal
and professional development. The finding that married instructors had the highest EI score,
followed by divorced instructors, and then unmarried instructors, suggests that marital status may
affect EI among instructors. One possible explanation for this finding is that marriage provides a
context for developing and practicing EI skills, such as empathy, communication, conflict
resolution, and emotional regulation. For instance, married couples may face various challenges
and opportunities that require them to understand and manage their own and their partner’s
emotions, such as financial issues, parenting, health problems, career changes, etc. These
situations may help them to develop and practice EIl skills that can also benefit them in their
professional lives. Another possible explanation is that El influences the likelihood and quality
of marriage, such that people with higher EI are more likely to get married and stay married, and
to have more satisfying marriages. For example, EI may help people to choose compatible
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partners, to communicate effectively, to resolve conflicts constructively, and to express and
receive affection and support. These factors may enhance the quality and stability of their

marriages, as well as their personal well-being.

This finding is consistent with some previous studies on El and marital satisfaction
among different professionals. For example, Anyamene and Etele (2020) found a significant
low-relationship between EI and marital satisfaction of married teachers in Anambra State,
Nigeria. They suggested that married teachers should be encouraged by counselors to pursue
habits and attitudes that promote marital satisfaction through periodic seminars and counseling
sessions. Similarly, Hatam Siavoshi et al. (2016) found a positive relationship between El and
marital satisfaction among lecturers. They proposed that EI can help improve marital satisfaction
by enhancing empathy, communication, and conflict resolution skills. However, this finding is
also contradicted by some other studies that have found no significant relationship between El
and marital stability. For example, a study conducted by Onyekuru and Ugwu (2017) indicated
that both emotional maturity and emotional sensitivity positively and significantly correlate with
marital stability. However, emotional competence despite its positive association with marital
stability failed to reach a level of statistical significance. They argued that EIl alone is not
sufficient to guarantee marital stability, and that other factors, such as personality, social support,
and religious beliefs, may also play a role. Therefore, the finding that marital status is associated
with EIl among instructors is not conclusive, and may vary depending on the context, culture, and
profession of the participants. Further research is needed to explore the causal mechanisms and
moderating factors that may explain the relationship between EI and marital status among
instructors. Moreover, the implications of this finding for personal and professional development
of instructors should be examined, as EI may have an impact on their teaching effectiveness, job

satisfaction, and well-being.

5.6.6. Instructors’ Marital Status and Effective Communication
The finding that instructors who are divorced or unmarried have higher mean scores in
effective communication than instructors who are married is interesting, but not conclusive. The
ANOVA result in Table 14 indicates that the difference is not statistically significant, implying
that it could be due to chance or other factors. Thus, it is not valid to infer a causal relationship

between marital status and effective communication skills in higher education. Furthermore, the
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finding is inconsistent with some previous research that has found positive associations between
communication skills and marital satisfaction (Plooy & Beer, 2018). One possible explanation
for the inconsistency is that the measurement of communication skills in the finding relies on
self-reports, which may not reflect the actual performance or perception of others.Therefore,
more rigorous and comprehensive research is required to examine the link between marital status
and communication skills in higher education, and to account for the potential moderating and

mediating factors.

5.6.7. Instructors’ Marital Status and Job Motivation

The finding that instructors who are divorced or unmarried have higher mean scores in
job motivation than instructors who are married. The ANOVA result shows that the difference is
not statistically significant, implying that it could be attributed to chance or other factors. This
finding contradicts some preceding research that has reported positive correlations between
marital status and work motivation meaning that married individuls scored significantly higher in
work motivation (Kim, 2020; Meng & Yang, 2023). A possible reason for the inconsistency is
that the finding relies on self-reports of job motivation, which may not correspond to the actual
performance or perception of others. Another possible reason is that the sample of instructors
may not be representative of the general population of higher education staff, and may have
some confounding variables that influence both their marital status and their job motivation. For
instance, the level of education, the field of study, the age, the gender, and the cultural
background of the instructors may affect their work motivation and satisfaction, as well as their
marital decisions and outcomes. Hence, more rigorous and comprehensive research is required to
investigate the relationship between marital status and job motivation in higher education, and to

control for the potential moderating and mediating factors.

5.6.8. Instructors Marital Status and Job Satisfaction
The finding indicates that divorced instructors experience higher levels of job satisfaction
compared to both married and unmarried instructors. However, the ANOVA result shows that
the difference is not statistically significant, meaning that it could be due to chance or other
factors. This finding is consistent with the previous findings which indicated that, when
accounting for age and gender, marital status does not significantly correlate with job satisfaction

(Jayaraman & Tamizhchelvan, 2015). Thus, it is not valid to infer a causal relationship between
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marital status and job satisfaction in higher education. One possible explanation for the
discrepancy is that the measurement of job satisfaction in the finding is based on self-reports,
which may not reflect the actual performance or perception of others. Therefore, more rigorous
and comprehensive research is needed to examine the link between marital status and job
satisfaction in higher education, and to account for the potential moderating and mediating
factors. As a higher education instructor, | find this topic interesting and relevant, as it may have
implications for my own professional development and personal well-being. | wonder how
marital status may affect other aspects of teaching and learning, such as motivation, engagement,
and feedback. | hope that future research will shed more light on this issue and provide useful
insights for higher education practitioners and policymakers.

5.6.9. Instructors’ Marital Status and Organizational Commitment

The study found that instructors who were married or divorced had higher organizational
commitment than those who were unmarried. However, the researchers found no statistically
significant difference in the ANOVA summary, meaning that the difference could have occurred
by chance or due to factors not measured in the study. Previous research conducted by Sheikh
(2017) revealed that marital status appears to be a significant factor for female employees who
prioritize a family-friendly work environment. Such an environment at the university facilitates a
better work-life balance, particularly due to the availability of flexible working hours. The
finding relied on self-reports, which could be biased or inaccurate. Another possible explanation
was that confounding variables affected marital status and organizational commitment. For
example, the instructors’ education level, field of study, age, gender, and cultural background
could influence how they perceived and performed their roles in their organizations, as well as
how they decided and experienced their marital relationships. Therefore, the researchers
recommended more rigorous and comprehensive research to examine the relationship between

marital status and organizational commitment in higher education, controlling for other factors.

5.6.10. Instructors’ Marital Status and Turnover Intention
The discovery of a causal relationship between marital status and turnover intention
within higher education is both surprising and statistically significant, indicating that unmarried
instructors exhibit a higher propensity to leave their positions compared to their married

counterparts. Nevertheless, this finding diverges from certain prior studies which have
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underscored the positive influence of marital status on factors such as job satisfaction,
organizational commitment, and work motivation attributes commonly associated with reduced
turnover intention (Mulie & Sime, 2018). The data suggest that married academic staffs are
2.088 times less inclined to leave from their university positions compared to their unmarried
counterparts. One plausible explanation for this inconsistency could be attributed to the reliance
on self-reported measures to gauge turnover intention, which might not wholly capture the actual
behavior of instructors. Additionally, confounding variables could play a significant role,
influencing both marital status and turnover intention. Factors such as educational attainment,
discipline, age, gender, and cultural background may intricately interplay with turnover intention
and marital decisions, thereby warranting further investigation. Thus, it becomes imperative to
conduct additional research to exmine the relationship between marital status and turnover
intention in higher education, while also endeavoring to control for potential moderating and

mediating variables.

5.6.11. Instructors’ Educational Status and Emotional Intelligence

The findings in Table 15 suggest a positive correlation between Emotional Intelligence
(El) and academic status among higher education instructors, with Ph.D./assistant professors
exhibiting the highest level of EI among the compared groups. This aligns with prior research
highlighting EI skills as significant predictors of academic success, crucially impacting student
performance (Halimi et al., 2020). Moreover, some studies have suggested that higher education
can enhance one’s EI as it exposes one to diverse perspectives and challenges (Sanchez-alvarez
et al., 2020). Furthermore, EI may bolster instructors' capacity to navigate the multifaceted
challenges inherent in teaching, including emotion management, student motivation, and
fostering a conducive learning atmosphere (Zhoc et al., 2020). The relationship between
educational attainment and Emotional Intelligence (EI) remains ambiguous within the context of
higher education studies. This ambiguity necessitates further investigation into the factors
influencing the evolution of El across different levels of academic achievement. Specifically, the
discrepancy in EIl levels between Ph.D./assistant professors and associate professors, despite
similar educational backgrounds, raises questions. Could different experiences, expectations, or
opportunities in their academic lines contribute to this contrast? Alternatively, might disparate
personality traits, learning styles, or motivational orientations account for these distinctions?
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These avenues merit further exploration to elucidate the implications of EI within higher
education. Additionally, investigating the integration of EI into academic curricula and
qualification frameworks presents an intriguing prospect. Identifying barriers to and devising
strategies for promoting EI skill acquisition in higher education settings could prove instrumental
(Zhoc et al., 2020).

5.6.12. Instructors’ Educational Status and Turnover Intention

The results of the descriptive statistics indicate that lecturers achieved higher mean scores
than assistant lecturers, assistant professors, and associate professors in terms of turnover
intentions. Statistically significant mean differences were observed among instructors’
educational levels, suggesting that instructors with the academic status of lecturer tend to have
relatively higher turnover intentions compared to others F (3 615 = 6.775, p < 0.01). Education
status, specifically the certification status of teachers, can also impact turnover intentions. For
example, uncertified special education teachers may experience a higher level of turnover
intention than their certified counterparts due to increased challenges and fewer resources in their
work environment (Miller et al., 1999). Conversely, certified teachers often have access to better
opportunities and incentives, such as higher salaries and career advancement, which may
encourage them to remain in their positions. In conclusion, the study’s findings underscore the
significant influence of academic status and certification on educators’ turnover intentions.
Lecturers, in particular, exhibit higher turnover intentions than their higher-ranked counterparts,
a trend that is statistically significant and warrants further investigation. Additionally, the
certification status of teachers emerges as a pivotal factor, with uncertified special education
teachers displaying a greater propensity to leave, likely due to the myriad challenges they
encounter. Conversely, certified teachers are more inclined to stay, motivated by the enhanced
opportunities and rewards that certification affords. These insights highlight the critical need for
targeted interventions and support systems to address the specific needs of uncertified teachers
and to mitigate the turnover rates among lecturers, thereby fostering a more stable and
committed teaching workforce.

5.6.13. Instructors’ Educational Status and Effective Communication
The findings suggest a lack of significant correlation between instructors’ academic

status and their effective communication within higher education. This observation aligns with
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prior research examining the determinants of effective communication in this context. Howard
(2014) posited that factors such as communication styles, audience dynamics, generational
disparities, organizational culture, and intercultural proficiency outweigh academic credentials in
influencing instructors' ability to engage with students, peers, and stakeholders. Notably, Howard
(2014) underscored the importance of intercultural competence, linguistic adaptability, and
empathy in bridging communication gaps across diverse cultural settings within higher
education. However, this finding contrasts with other studies that have identified a positive
correlation between instructors’ academic status and their effective communication in higher
education. For example, Tracey Salamondra (2021) emphasized the pivotal role of effective
communication in student success and highlighted students' inclination to view instructors with
higher academic standing as more credible, knowledgeable, and authoritative sources of

information and guidance.

This discrepancy presents a confusing scenario necessitating further investigation and
clarification. One approach to reconciling these conflicting findings is to analyze the
multifaceted nature of effective communication within higher education, considering various
dimensions and indicators. Effective communication encompasses elements such as clarity,
accuracy, relevance, timeliness, responsiveness, appropriateness, persuasiveness, and rapport.
These facets may be evaluated through diverse metrics including student learning outcomes,
satisfaction ratings, peer evaluations, publication records, citation metrics, and online presence.
Moreover, the significance of these dimensions and indicators may vary based on the
communication's purpose, context, and audience. Hence, future research should investigate the
complex and dynamic relationship between effective communication, instructors’ academic

status, and other contextual factors within higher education.

5.6.14. Instructors’ Educational Status and Job Motivation

Instructors’ job motivation varies significantly by their educational rank, as the finding
shows. Assistant lecturers had the highest level of motivation, followed by assistant professors
and associate professors. Lecturers had lower motivation levels, with lecturers being the least
motivated. Assistant lecturers had significantly higher motivation scores, as a post hoc test
showed, while no significant difference was found between assistant professors and associate

professors. Overall, these results suggest that assistant lecturers were the most motivated group
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among the higher education institutions studied. A possible explanation for this finding is that
assistant lecturers have higher expectations, aspirations, or satisfaction in their work than other
academic ranks, as they may be more eager to advance their careers or more satisfied with their

teaching roles.

The findings of this study challenge the hypothesis that instructors’ job motivation is
directly correlated with their educational rank. While research suggests that instructors with
advanced degrees may be intrinsically motivated by a passion for research and academic
excellence Gagné and Deci (2005), those with lower qualifications might prioritize extrinsic
rewards, such as salary (Gagné & Deci, 2005). Kim (2020) notes that for highly educated and
married women, motivation is a crucial factor in career continuation decisions, providing a
theoretical basis for further research. Nonetheless, this study reveals that educational rank is not
the sole motivator. The school’s academic quality, administrative and collegial support, working
conditions, and instructors’ personal aspirations also significantly influence their motivation.
These elements should be considered in policy and practice to boost motivation and retention in

higher education.

5.6.15. Instructors’ Educational Status and Job Satisfaction

The findings indicate that assistant lecturers exhibit higher levels of job satisfaction
compared to lecturers, assistant professors, and associate professors. Specifically, Table 15
illustrates that both assistant lecturers and associate professors reported high levels of job
satisfaction, whereas assistant professors indicated lower satisfaction levels. However, there was
no statistically significant difference in mean job satisfaction scores when comparing instructors
across different educational levels, suggesting that education level does not significantly
influence job satisfaction among instructors. Stankovska et al. (2017) explored job motivation
and satisfaction among academic staff in higher education, highlighting that personal, social,
cultural, environmental, and financial factors outweigh academic qualifications or rank in
determining satisfaction levels. In fact there was a negative relationship between job motivation
and job satisfaction among assistant lecturers; but positive relationship between job motivation
and job satisfaction among assistant professors, associate professors and full professors. Other
studies have shown mixed associations between instructors' educational attainment and job

satisfaction in higher education. For instance, Pita and Torregrosa (2021) found that the more
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educated workers are, the more satisfied they report to be with the working conditions of their
jobs. Similarly, Khalid et al. (2012) suggested that job satisfaction and motivation among
academic staff significantly impact the quality of institutions and students' learning outcomes.
Their findings indicated that faculty members at private universities exhibit greater satisfaction
with their remuneration, supervisory relationships, and advancement prospects compared to their
counterparts in public institutions. Conversely, public university faculty members report higher
levels of satisfaction regarding collegial interaction and job security. It is also suggested that
elevated educational attainment may bolster instructors’ credibility, expertise, and influence,
which could, in turn, enhance their job satisfaction and motivation. Considering the intricate
array of elements that affect job satisfaction within the realm of higher education, it is imperative
for future studies to explore its multifaceted and evolving characteristics. Such investigations
should encompass not only the educational achievements of faculty but also other relevant
variables. This comprehensive approach will yield a deeper understanding of job satisfaction and
its consequential effects on the various stakeholders within the higher education sector.

5.6.16. Instructors’ Educational Status and Organizational Commitment

The findings from Table 15 indicate that associate professors had the highest mean
scores, followed by assistant professors, lecturers, and assistant lecturers in terms of
organizational commitment. Additionally, there was a significant mean difference observed
among instructors' academic statuses concerning their organizational commitments. This
suggests that academic status influences organizational commitment among instructors, with
higher-ranked positions generally exhibiting greater commitment. This result agrees with some
prior research that has investigated the impact of personal characteristics on faculty members’
attachment to their institutions. For example, Bakan et al. (2011) reported a significant
relationship between education level and organizational commitment among employees in a
Turkey. In conclusion, the analysis substantiates a distinct correlation between academic rank
and organizational commitment among educators. Associate professors exhibited the most
profound commitment, succeeded by assistant professors, lecturers, and assistant lecturers,
respectively. These results are congruent with prior research, underscoring the pivotal role of

individual attributes in shaping educators’ commitment to their respective institutions.
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5.6.17. Instructors’ Work Experience and Emotional Intelligence

As indicted in Table 16 instructors with 16-20 years of teaching experience had the
highest mean score in emotional intelligence, followed by instructors with 11-15 years, 6-10
years, and 1-5 years of experience, respectively. The data suggests a positive correlation
between emotional intelligence and the number of years of teaching experience. Post hoc pair
comparisons in Table 18 showed that instructors with 16-20 years of experience scored
significantly higher than those with 1-5 and 6-10 years of experience, and instructors with 11—
15 years scored significantly higher than those with 1-5 years. There was no significant
difference between instructors with 11-15 and 16—20 years of experience, or between instructors
with 1-5 and 6-10 years. These findings suggest that teaching experience enhances emotional

intelligence among instructors.

These findings align with existing literature that emphasizes the significance of emotional
intelligence (EI) in teachers' effectiveness. Work experience have a positive effect on emotional
intelligence, as it provides opportunities for learning and developing emotional skills in different
situations (Gautam & Khurana, 2017). There are several possible explanations for the observed
positive association between teaching experience and emotional intelligence. Firstly, experienced
instructors may have developed greater self-awareness and self-regulation skills over time,
enabling them to recognize and manage their own emotions effectively, even in challenging
situations. Secondly, interactions with diverse students and colleagues over the years may have
enhanced their social awareness and relationship management skills, enabling them to empathize
and communicate effectively. In conclusion, this study provides evidence of a positive
association between teaching experience and emotional intelligence among higher education

instructors.

5.6.18. Instructors’ Work Experience and Effective Communication
The findings of this study indicate a significant positive correlation between work
experience and effective communication skills among higher education instructors. Instructors
with 16-20 years of work experience demonstrated significantly higher mean scores in effective
communication compared to those with fewer years of experience. This correlation suggests that
as instructors gain more experience, they become more proficient and confident in utilizing

various communication skills in their teaching practices (Maragha, 2021). However, it is
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essential to acknowledge that other factors may also influence the effective communication skills
of instructors, which were not accounted for in this study. For instance, instructors may face
diverse and complex classroom environments that require them to adapt their communication
styles accordingly. Additionally, variations in motivation and interest levels among instructors
may impact their willingness to enhance their communication skills through continuous learning
and professional development initiatives. Therefore, while the findings highlight the importance
of teaching experience in fostering effective communication skills, it is crucial to consider
individual differences and contextual factors when evaluating instructors’ communication
abilities. This nuanced understanding is vital for developing tailored training programs and
support mechanisms to help instructors improve their communication skills effectively. In
conclusion, while the study provides valuable insights into the relationship between teaching
experience and communication skills, caution must be exercised in interpreting these findings.
Future research endeavors should aim to explore this relationship further using rigorous
experimental or quasi-experimental designs to establish causal effects. Additionally,
incorporating a broader range of sources and proposing innovative solutions to address the

limitations of the study could enrich the discourse on this topic.

5.6.19. Instructors’ Work Experience and Job Motivation

Instructors with 11-15 years of work experience had higher job motivation than those
with 1-5, 6 —10, and 16 — 20 years, consistent with previous research on the factors affecting
teacher motivation. Work experience is another significant socio-demographic variable
influencing job motivation in higher education. Novice instructors may experience higher
motivation due to the novelty of the teaching experience and their desire to prove themselves
(Stankovska et al., 2017). Experienced instructors, on the other hand, may find motivation in
mentorship and facilitating the development of younger educators. Recognizing the varying
needs of instructors at different career stages is vital. Cordingley et al. (2019) argue that teacher
motivation is enhanced by measures that improve teachers’ professionalism, such as
collaboration and continuous professional development. However, the relationship between
teaching experience and job motivation is not linear or deterministic. There may be other factors
that moderate or mediate this relationship, such as individual differences in personality traits,

values, beliefs, goals, expectations, and preferences; contextual factors in the school

184



environment; and temporal factors in the course of time. Therefore, it is necessary to conduct
further research to examine these factors in depth and to explore how they interact with each

other to influence teacher motivation.

5.6.20. Instructors’ Work Experience and Job Satisfaction

The findings suggest that instructors with 16—20 years of teaching experience reported
higher job satisfaction levels compared to those with fewer years of experience. Despite these
differences, statistical analysis did not find any significant mean differences in job satisfaction
among instructors with different levels of experience. The finding of this study supports the
findings of previous studies that have demonstrated a positive relationship between teaching
experience and job satisfaction among academic staff in higher education. For example, Kadtong
et al. (2017) reported that the experience of teachers influence their satisfaction level. This may
be attributed to several factors, such as: Teachers with more years of teaching experience may
have gained more knowledge, skills, and confidence in their profession, which may enhance their
sense of competence and fulfillment, as well as developed more effective strategies for managing
classroom dynamics, dealing with diverse student needs, and adapting to changing educational
contexts. Some other studies that have found a positive relationship between job motivation and
job satisfaction among academic staff in higher education (Stankovska et al., 2017). Therefore, it
is possible that job satisfaction is influenced by other factors besides teaching experience, such
as personal values, goals, interests, expectations, rewards system etc. In conclusion, this study
has provided some insights into the relationship between teaching experience and job satisfaction
among academic staff in higher education. However, further research is needed to explore the

underlying mechanisms and moderators of this relationship.

5.6.21. Instructors’ Work Experience and Organizational Commitment
The study found that instructors with 16—20 years of experience had higher commitment
scores compared to those with 1-5 and 6-10 years of experience. This increase in commitment
levels with teaching experience is in line with prior research in the field of education. For
instance, Nazir Haider Shah et al. (2020) observed a positive correlation between teachers’ years
of experience and their organizational commitment. Specifically, teachers across various
experience ranges 1-5, 6-10, 11-15, and 16-20 years demonstrated high levels of job

commitment. Nevertheless, it was also noted that there was no correlation between the teachers’
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educational qualifications, their tenure, and their organizational commitment, as reported by
(Gyeltshen, 2021). A plausible explanation is that teaching experience enhances instructors’
professional experiential learning, which in turn influences their commitment to the organization.
This experiential learning is a key component of professional development, allowing instructors
to meet changing demands and expectations in their field, as well as to improve their pedagogical
techniques and student outcomes. Further research is essential to investigate the mechanisms and
conditions that define the relationship between teaching work experience and organizational
commitment. It is equally important to compare these findings across different educational

contexts and cultures to gain a broader understanding of the phenomenon.

5.6.22. Instructors’ Work Experience and Turnover Intention

The issue of turnover intention among higher education instructors is a multifaceted
phenomenon that has received considerable attention in recent research. A surprising finding has
emerged, showing that instructors with 1-5 years of teaching experience tend to score higher in
terms of turnover intention than their counterparts with 6-10, 11-15, and 16-20 years of
teaching experience. This finding challenges the conventional wisdom regarding the relationship
between teaching experience and turnover intention in higher education. This finding
contradicted with the existing literature on teacher work experience and turnover intention in
higher education. Employees with more work experience are less likely to leave their
organizations, as they have often invested more in the organization and developed stronger ties
with their colleagues. This is also true for teachers, as Miller et al. (1999) demonstrated that
teachers with more years of teaching experience had lower levels of turnover intention than those
with less experience. Moreover, work experience can also affect the level of satisfaction and
commitment that teachers have to their jobs and organizations, which in turn can influence their
turnover intention. A comprehensive meta-analysis by Nazari and Alizadeh Oghyanous (2021)
found a consistent negative correlation between years of teaching work experience and turnover
intention. This suggests that, on average, instructors with more work experience are less likely to
express an intention to leave their current roles. Several factors may contribute to this finding.
One potential explanation is that the challenges faced by early-career instructors are perceived as
more acute, leading to a higher expression of turnover intention during the initial years. As
instructors gain experience and adapt to the demands of academia, their intention to leave may
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decrease. However, the turning point might be different for each individual, explaining the
reversal in the scores among those with 6-10 years of experience. In conclusion, the finding that
instructors with 1-5 years of teaching experience exhibit higher turnover intention than their
more experienced instructors adds a layer of complexity to our understanding of the relationship
between teaching experience and turnover in higher education.
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CHAPTER 6: CONCLUSIONS, IMPLICATIONS,
RECOMMENDATIONS AND LIMITATIONS

6.1. Conclusions

This study demonstrated the extent to which instructors’ emotional intelligence, effective
communication, job motivation, job satisfaction, organizational commitment, and turnover
intention relate, and illustrated their implications for organizational dynamics and instructor

retention.

The main finding of this study was that instructors had a significantly higher level of
emotional intelligence. However, the study also found that instructors had significantly lower
levels of job motivation and satisfaction. They also had lower levels of effective communication
and organizational commitment, although these differences were not statistically significant. The
findings highlight that while instructors demonstrate strong emotional intelligence, indicating
emotional stability and a deep understanding of organizational dynamics, there are notable
challenges in job motivation, satisfaction, effective communication, and organizational
commitment. These findings underscore the importance of addressing organizational issues that
may impact instructor retention and satisfaction. Strategies aimed at enhancing job motivation,
fostering effective communication practices, and strengthening organizational commitment could
potentially improve overall job satisfaction and reduce turnover rates among instructors. Further
research is essential to identify specific root causes of these challenges and develop targeted

interventions that promote a supportive and fulfilling work environment in educational settings.

The correlation analysis showed that emotional intelligence, effective communication,
job motivation, job satisfaction, and organizational commitment were negatively and
significantly related to turnover intention. This means that instructors who scored higher on these
factors were less likely to leave their jobs or orgnaiztions. This suggests that enhancing these
factors could reduce instructor turnover. The analysis also revealed that emotional intelligence
was positively and significantly related to effective communication, job motivation, job
satisfaction, and organizational commitment. This implies that instructors with higher emotional

intelligence also had higher levels of these factors, which could benefit their performance and
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well-being. Additionally, the analysis indicated that effective communication, job motivation,
job satisfaction, and organizational commitment were positively and significantly related to each
other. This demonstrates the interdependence of these factors in the context of higher education

instructors.

The study examined how emotional intelligence affects turnover intention among
instructors, and how this relationship is mediated by effective communication, job motivation,
job satisfaction, and organizational commitment. Previous research suggested that emotional
intelligence reduces instructors’ intention to quit. The study confirmed this finding, showing that
emotional intelligence had a significant negative impact on turnover intention. The study also
revealed two types of mediating effects between emotional intelligence and turnover intention:
partial mediation and serial mediation. In partial mediation, emotional intelligence influenced
turnover intention both directly and indirectly through one or more mediators. In serial
mediation, emotional intelligence influenced turnover intention indirectly through a chain of
mediators. The study identified four mediators: effective communication, job motivation, job
satisfaction, and organizational commitment. Job satisfaction and organizational commitment
were the mediators in both partial and full mediation. Effective communication and job
motivation were the mediators in partial mediation only. The study provided statistical evidence

for each mediation model, and discussed the implications for theory and practice.

The regression analysis showed that emotional intelligence, effective communication, job
motivation, and organizational commitment were all significant predictors of turnover intention,
explaining 30.1% of the total variance. Among these factors, organizational commitment, job
motivation, and emotional intelligence had stronger negative effects on turnover intention among
instructors, while effective communication had a weaker positive significant effect on turnover
intention. However, job satisfaction also had a positive but not significant effect on turnover
intention, but it still added to the overall understanding of the phenomenon. In contrast,
organizational commitment was the most influential factor. Job motivation was the second most
predictor, and emotional intelligence was the third most influential factor influencing instructors’
turnover intention behavior in higher education. Overall, organizational commitment was the
most crucial predictor, with job motivation and emotional intelligence also playing significant

roles in influencing instructors' turnover intentions in higher education.
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This study examined the impact of gender on emotional intelligence, effective
communication, job motivation, job satisfaction, organizational commitment, and turnover
intention among instructors. The findings indicated that female instructors exhibited higher job
motivation compared to male instructors, while no significant gender differences were observed
in the other variables. These results suggest that gender influences certain aspects of instructors'

attitudes and behaviors more than others.

The one-way analysis of variance (ANOVA) showed the relationships among the
variables. Age was a significant factor in several aspects. Instructors aged 36-45 scored higher on
emotional intelligence, job motivation, and organizational commitment than those aged 25-35.
These findings suggest that older instructors demonstrate enhanced emotional intelligence,
increased job motivation, and greater organizational commitment. The findings indicate that
younger instructors (25-35) exhibited higher turnover intention, suggesting a positive association
between age and turnover intention. This implies that younger instructors are more likely to

consider leaving their positions compared to their older counterparts.

The findings also indicated that marital status significantly influences the independent
and dependent variables. Married instructors’ demonstrated higher emotional intelligence
compared to their unmarried counterparts, while unmarried instructors exhibited higher turnover
intention than married instructors. The findings suggest that marital status plays a crucial role in
shaping both emotional intelligence and turnover intention among instructors. Specifically, being
married is associated with higher emotional intelligence, whereas being unmarried is linked to a
greater likelihood of considering leaving their positions. This implies that marital status may be
an important factor to consider when addressing issues related to emotional well-being and

retention strategies in educational institutions.

The findings suggest that educational levels have a significant impact on various aspects
of instructors' professional attitudes and behaviors. For instance, instructors with Ph.D. or
assistant professor qualifications demonstrated higher emotional intelligence compared to those
with lower academic ranks. Assistant lecturers exhibited higher job motivation than lecturers.
Associate professors showed greater organizational commitment compared to other academic
ranks and lecturers displayed higher turnover intention than assistant lecturers. These

implications highlight the importance of educational attainment in influencing emotional
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intelligence, job motivation, organizational commitment, and turnover intention among
instructors. They underscore the potential benefits of higher academic qualifications in
enhancing these professional attributes and reducing turnover intentions within academic

settings.

The findings underscore the influence of years of work experience on various dimensions
among instructors. Specifically, instructors with 11-15 and 16-20 years of experience
demonstrated higher levels of emotional intelligence, effective communication, job motivation,
and organizational commitment compared to their less experienced counterparts. Conversely,
instructors with 1-5 years of experience exhibited higher turnover intention than those with
greater tenure. These results highlight the significant impact of professional experience in
shaping both positive professional attributes and potential challenges such as turnover intention

among instructors in educational settings.

6.2. The Relevance and Implications of Theories

This study offers significant insights into turnover intentions within a specific higher
education context, providing theoretical understanding and practical applications. It analyzes
four key theoretical frameworks: the Theory of Reasoned Action or Planned Behavior,
Emotional Social Intelligence theory, Social Exchange theory, and Herzberg’s Two-Factor
Theory. By aligning its analysis with these frameworks, the study achieves a comprehensive
understanding of the factors influencing turnover intentions. Furthermore, empirical evidence
gathered in the study substantiates and validates these theoretical perspectives. Through rigorous
research methods and data analysis, the study illustrates how factors such as emotional
intelligence, effective communication, job motivation, job satisfaction, and organizational
commitment contribute to turnover intentions among individuals in higher education. Overall,
the study's findings contribute not only to theoretical understanding but also offer practical
implications for educators, administrators, and policymakers. By acknowledging the multifaceted
nature of turnover intentions and the interaction of various factors, stakeholders can devise
targeted interventions and strategies to enhance employee retention and organizational

effectiveness in higher education environments.
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Reasoned Action or Planned Behavior Theory

The Theory of Reasoned Action or Planned Behavior is highly relevant in understanding
the turnover intentions of academic staff in higher education. This theory, proposed by Fishbein
and Ajzen (1975) and Ajzen (1991), provides a framework to predict and explain instructors’
decisions to stay or leave their jobs. The theory suggests that human behavior is rational and
planned, and it is determined by the intention to perform the behavior. This intention is
influenced by their attitudes, subjective norms, and perceived behavioral control. Attitude is the
individual’s evaluation of the pros and cons of performing the behavior. For instance, an
instructor may have a positive attitude towards staying in their job if they believe it will provide
them with satisfaction, recognition, and security. Subjective norm is the individual’s perception
of the social pressure from significant others, such as peers, the media, or family, regarding
whether or not they should perform the behavior. For instance, an instructor may feel a strong
subjective norm to leave their job if they think that their colleagues, friends, or family want them
to do so or would approve of their decision. Perceived behavioral control is the individual’s
perception of their ability to perform the behavior. For instance, an instructor may have a high
perceived behavioral control to stay in their job if they believe that they have the skills,
knowledge, and support to do their work effectively and efficiently. The theory can be applied to
understand how instructors’ turnover intentions and behaviors are related to their commitments,
compensation fairness, job satisfaction, and other factors. For example, Munir and Rahman
(2016) found that instructors’ turnover intentions were negatively influenced by their job
satisfaction and positively influenced by their subjective norm and perceived behavioral control.
They also found that job satisfaction was positively influenced by the commitments of
instructors and the fairness of compensation. However, the theory has some limitations and
criticisms, such as the assumption of rationality and planning, the reliance on self-reported
measures, the lack of specification of the interactions and influences of the model components,
and the difficulty of measuring and operationalizing the behavior of interest. Therefore, it is

important to acknowledge these issues and to use the theory with caution and rigor.

Emotional social intelligence Theory
The theory of emotional-social intelligence, developed by Bar-On, is highly relevant to
the turnover intention of academic staff in higher education. This theory suggests that emotional

and social abilities, skills, and facilitators are interrelated and essential for how well we perceive
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ourselves and others, express ourselves, and cope with daily life demands. In the context of
higher education, academic staff members who have high emotional intelligence are more likely
to be effective communicators. They can use their emotions to guide their thoughts and
behaviors, understand their own and others’ feelings accurately, and manage their interactions
effectively. This ability to understand and manage emotions can enhance interpersonal
interactions, increase psychological well-being, and lead to more favorable judgments by others.
Moreover, the theory suggests that high emotional intelligence can lead to more emotional
exhaustion as these individuals tend to analyze the use of emotion in themselves and others more
often. This could potentially influence their turnover intentions as they might seek environments
that are less emotionally demanding. Furthermore, the theory is supported by the social exchange
theory, which indicates that staff members in higher education institutions have social
relationships with their colleagues, department heads, program chairs, students, and academic
communities. They contribute to teaching, research, and community service, for which they
expect benefits and promotional opportunities. If these expectations are not met, it could
influence their turnover intentions. In conclusion, the theory of emotional-social intelligence has
significant implications for understanding the turnover intentions of academic staff in higher
education. It provides a framework for understanding how emotional and social competencies
influence staff members’ interactions, job satisfaction, and ultimately, their decisions to stay or

leave their positions.

Social Exchange Theory

The theoretical implications of the Social Exchange Theory (SET) are profound. SET
posits that individuals engage in social interactions aiming to maximize rewards and minimize
costs, thus forming and sustaining mutually beneficial relationships. This theory can be applied
to various contexts, such as the workplace, education, and family, to explain how individuals
evaluate their current and alternative situations, and how their satisfaction and commitment
levels influence their decisions and behaviors. In the context of the workplace, SET contributes
to understanding the relationship between turnover intention, emotional intelligence, effective
communication, job motivation, job satisfaction, and organizational commitment. El, the ability
to be aware of and understand one’s own emotions and the emotions of others, and to use this
information to guide one’s actions and interactions, is a key factor in social exchanges. High El

can lead to more positive social exchanges, enhancing job satisfaction and organizational
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commitment, and reducing turnover intentions. Effective communication, the skill of conveying
and receiving messages clearly and accurately, and of establishing rapport and trust with others,
is crucial for successful social exchanges. Effective communication can improve job satisfaction
and organizational commitment, and decrease turnover intentions. Organizational commitment,
the degree of attachment and loyalty that individuals have towards their organizations, and their
willingness to contribute to its goals and values, can be influenced by the quality of social
exchanges. Positive social exchanges can strengthen organizational commitment and reduce
turnover intentions. Turnover intentions, the psychological state of individuals who are
considering leaving their organizations voluntarily, can be understood through the lens of SET.
Negative social exchanges can increase turnover intentions, while positive social exchanges can
decrease them. By applying SET to research, we can explore how EI and effective
communication predict organizational commitment and turnover intentions among instructors in
higher education, through reciprocal exchanges, mutual benefit, and the evaluation of rewards
and costs within their social relationships. We can also examine how other variables, such as
work environment, job satisfaction, and career opportunities, may mediate these relationships.
This can provide useful implications for retaining and motivating instructors in higher education,

as well as improving their performance and well-being.

Herzberg’s two-factor theory

The theoretical implications of Herzberg’s two-factor theory are profound and have
significantly contributed to our understanding of job satisfaction and motivation. Herzberg’s
theory posits that job satisfaction is influenced by both hygiene and motivator factors. While
hygiene factors can prevent dissatisfaction, they do not necessarily contribute to satisfaction. On
the other hand, motivator factors can truly enhance job satisfaction by fulfilling individuals’
needs for personal growth and recognition. Moreover, Herzberg’s theory directly addresses job
motivation, suggesting that it is primarily driven by motivator factors. These intrinsic factors,
such as the opportunity for training and development or recognition, provide a sense of personal
growth and achievement, thereby enhancing job motivation. According to Herzberg, employees
are more likely to consider leaving their jobs if hygiene factors (extrinsic factors such as working
conditions and compensation) are insufficient or if motivator factors (intrinsic factors such as
recognition and career development) are lacking. This aligns with the observation that low job

satisfaction can increase the risk of high turnover intention. In conclusion, Herzberg’s two-factor
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theory provides a comprehensive framework for understanding the complex relationship between
various factors that influence job satisfaction and motivation, and their subsequent impact on
turnover intention and organizational commitment. It underscores the importance of addressing
both extrinsic (hygiene) and intrinsic (motivator) factors to enhance job satisfaction, motivation,
and organizational commitment, and reduce turnover intention. This theory can be particularly
useful in informing human resource strategies and practices in various organizational contexts,

including universities in Ethiopia.

6.3. Practical Implications

The findings of this study have significant implications for academia and organizational
management in Ethiopian public universities. They reveal disparities in communication,
motivation, satisfaction, and commitment among instructors, which require targeted
interventions. These interventions could include improving communication channels through
regular feedback sessions, fostering a supportive work environment where instructors feel valued
and respected, and providing opportunities for professional development such as training
workshops and mentoring programs. By implementing these measures, instructors' satisfaction
and commitment could be increased, and their turnover intentions reduced. Moreover, the
correlation results highlight the importance of five factors in influencing instructors' attitudes and
intentions: emotional intelligence, effective communication, job motivation, job satisfaction, and
organizational commitment. Institutions can utilize these findings to develop strategies that
promote a supportive and conducive work environment, leading to employee satisfaction,
retention, and organizational success. Furthermore, the ability of emotional intelligence, job
motivation, and job satisfaction to predict instructors' turnover intention and organizational
commitment suggests opportunities for institutions to design interventions that mitigate turnover
intention and promote employee retention and satisfaction. Additionally, the complex
relationship between socio-demographic variables and professional attributes among instructors
reflects the multifaceted nature of factors that influence their attitudes and intentions. This calls
for comprehensive strategies that address the various dynamics of academic and organizational

environments, as well as employee well-being, within Ethiopian public universities.
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6.4. Recommendations
Based on the conclusions drawn from the study, we propose the following
recommendations to address the identified issues and enhance the overall satisfaction and

retention of instructors in the educational setting:

Implement Emotional Intelligence Training for Instructors

Emotional intelligence (EI) refers to the ability to understand and manage one's own
emotions as well as the emotions of others. It encompasses skills like self-awareness and self-
regulation. Instructors greatly benefit from EI, as it helps reduce turnover intention, improve
communication, increase job motivation and satisfaction, and foster organizational commitment.
Therefore, we suggest that institutions introduce training programs that focus on enhancing El
skills among instructors. These programs can be delivered through workshops, seminars, or
online courses, depending on the instructors’ availability and preferences. The Human Resources
department can collaborate with external trainers or develop internal training programs on El,
based on the best practices and research findings in the field. The Training and Development
team should be responsible for designing and delivering the EI training sessions, as well as
evaluating their impact and effectiveness. Instructors should actively participate in the training
and apply the acquired skills in their work. This has the potential to enhance their emotional
stability, understanding of behavior, and perception of the work environment, ultimately leading

to improved performance and outcomes.

Improving Effective Communication of Instructors

Effective communication is crucial in establishing a strong connection between emotional
intelligence and turnover intention. To foster this connection, institutions should encourage a
culture of open and transparent communication, facilitating dialogue and information exchange
among instructors and administrative staff. This can be achieved through regular meetings, the
use of online communication tools, and the establishment of feedback mechanisms. The
department of communication, learning, and professional development should also design and
deliver effective training programs or workshops to enhance instructors' communication skills. It
is important for instructors to actively participate in these sessions and apply the acquired skills
in their interactions with colleagues and students. This can potentially lead to increased

organizational commitment and decreased turnover intention.
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Enhancing Job Motivation of Instructors

Job motivation is a driving force that significantly impacts instructors' turnover
intentions, overall performance, and productivity. Therefore, it is crucial to boost instructors'
motivation levels. To achieve this, we propose implementing initiatives that focus on key areas.
Firstly, providing ample opportunities for instructors to expand their skill sets, update their
knowledge, and advance their careers is essential. This could involve offering comprehensive
training programs, establishing mentorship schemes, or granting access to relevant online
courses. Close collaboration between the Human Resources department and the Training and
Development team is vital to tailor these opportunities to instructors' specific needs and interests.
Secondly, recognizing and appreciating instructors' achievements and contributions is vital for
sustaining their motivation. Regular feedback and acknowledgment for outstanding performance
are effective means to achieve this. University presidents, college deans, and department or
program managers should establish fair and transparent recognition systems and effectively
communicate the value of instructors' work to the institution and society. Lastly, cultivating a
work environment that instills a sense of purpose and fulfillment in instructors is indispensable.
This involves clearly defining the institution's vision, mission, and goals for both the institution
and the instructors. Providing autonomy, flexibility, and adequate resources to carry out their
responsibilities further enhances job satisfaction. Cultivating a culture of trust, respect, and
collaboration among instructors and other stakeholders is paramount. Additionally, promptly
addressing any issues or challenges that impede work satisfaction and motivation is essential for
sustaining a positive work environment. In summary, by prioritizing initiatives aimed at
enhancing job motivation, institutions can cultivate a more engaged and productive workforce

among their instructors, ultimately benefiting both the institution and its stakeholders.

Enhancing Job Satisfaction for Instructors

Job satisfaction refers to the level of contentment and fulfillment that instructors
experience in their work. It has a significant impact on turnover intentions, as well as overall
performance and productivity. Therefore, it is crucial to prioritize the enhancement of job
satisfaction for instructors. The Human Resources department can play a key role in this effort
by evaluating and improving existing policies, benefits, and work conditions. This may involve

offering competitive salaries, flexible schedules, comprehensive health insurance, and other

197



attractive incentives. Additionally, university presidents, college deans, and department or
program managers have the responsibility of fostering a positive work environment. They can
achieve this by providing consistent support and duly recognizing the accomplishments of
instructors. Examples of recognition include offering constructive feedback, tangible rewards,
and heartfelt appreciation for their dedication and hard work. Above all, it is essential to cultivate
a culture of value, respect, and trust within the organization. Instructors should feel genuinely
appreciated and supported in their roles, which will contribute to a harmonious and productive

work environment.

Enhancing Organizational Commitment for Instructors

Organizational commitment is the degree to which instructors identify with and are loyal
to the institution. Organizational commitment also mediates the relationship between emotional
intelligence and turnover intentions and enhances performance and productivity. Therefore, it is
important to increase organizational commitment of instructors. The Human Resources
department could provide opportunities for growth and advancement for instructors, such as
career development, mentoring, and training programs. They should also involve instructors in
decision-making processes, such as curriculum design, policy formulation, and strategic
planning. Instructors could express their needs and concerns to the appropriate stakeholders and
participate in professional development opportunities. They should also actively engage in the
organization, contribute to its goals, and participate in activities that strengthen their
commitment. For example, they could join committees, teams, or clubs, attend events, or
volunteer for projects. This could involve creating a sense of belonging and loyalty to the

institution.

Addressing Demographic Diversity

The study found significant differences in emotional intelligence, job motivation,
organizational commitment, and turnover intention based on factors such as age, marital status,
educational level, and years of work experience. Therefore, institutions should develop and
implement support programs or initiatives that provide to the specific needs of different
demographic groups, such as younger instructors or those with less experience. This could
involve mentorship programs, targeted resources, and policies that accommodate varying life

stages and career aspirations. By addressing the demographic diversity of instructors, institutions
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can improve their emotional intelligence, job motivation, and organizational commitment while

reducing turnover intention.

Strategies for Long-Term Retention

Implement long-term retention strategies that focus on creating a supportive and inclusive
work environment where instructors feel valued, engaged, motivated, and satisfied with their
institution. This may include offering competitive compensation packages, opportunities for

career advancement, and a commitment to ongoing professional development.

Continuous Monitoring and Evaluation

Establish mechanisms for continuously monitoring and evaluating the effectiveness of
these recommendations. Regularly assess key metrics such as turnover rates, job satisfaction
levels, and employee engagement to identify areas for improvement and make necessary

adjustments.

Further Research

Future research should examine the underlying factors contributing to observed disparities
among instructors in Ethiopian public universities. This can be achieved through longitudinal
studies and qualitative inquiries, which can provide a nuanced understanding of the relationship
between emotional intelligence, effective communication, job motivation, job satisfaction,
organizational commitment, turnover intention, and other key variables. Additionally, exploring
the impact of organizational culture, leadership styles, institutional policies, and gender
differences on instructor experiences would provide actionable insights for organizational
management and policy development. By implementing these recommendations, educational
institutions can strive to create a positive and supportive environment that promotes the well-
being, satisfaction, and retention of instructors, ultimately enhancing the quality of education

delivery and institutional success.

6.5. Limitations of the Study

This study has limitations that must be acknowledged. Firstly, the sample size was
relatively small, limiting the generalizability of the findings to Ethiopian higher education
instructors as a whole. Increasing the diversity and size of the sample would improve the external

validity and representativeness of the study. Secondly, the study relied on self-report measures,
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which introduce common method bias and subjectivity. Such measures may not accurately
capture instructors' actual behaviors and outcomes, as they can be influenced by social
desirability, recall bias, or mood effects. Future research should consider using more objective
and reliable measures, such as behavioral observations or performance ratings. Thirdly, the study
had a cross-sectional design, which prevents drawing causal conclusions or determining the
directionality of observed relationships. This design does not account for the temporal order,
stability, or changes in the variables over time. Future research should utilize longitudinal and
experimental methods to investigate the causal mechanisms and moderators of the emotional

intelligence-turnover intention relationship.

Despite these limitations, this research enhances the existing literature by providing a
contextualized analysis within the Ethiopian educational context and suggesting potential
explanatory factors such as organizational culture, leadership styles, and institutional policies.
Furthermore, we introduced a new framework tailored specifically to the Ethiopian context. This
framework demonstrates how emotional intelligence, effective communication, job motivation,
job satisfaction, and organizational commitment predict turnover intention among public
university instructors in Ethiopia. It can serve as a valuable guide for future research and
interventions. Our findings indicate that enhancing instructors' emotional intelligence, effective
communication, job motivation, job satisfaction, and organizational commitment can increase
retention and reduce turnover intention. In summary, this study sheds light on the complex
dynamics of emotional intelligence, effective communication, job motivation, job satisfaction,
organizational commitment, and turnover intention in Ethiopian higher education. It confirms the
importance of these variables while highlighting their multifaceted nature. We hope that this
research inspires further exploration and practical interventions to enhance the effectiveness and

satisfaction of Ethiopian public university instructors.

200



REFERENCES

Abbas Madandar Arani & Parvin Abbasi. (2008). A Comparative Study of Secondary School
Teachers’ Job Satisfaction in Relation to School Organizational Climate in Iran and India.

Abdolrezapour, P. (2018). The relationship between emotional intelligence and complexity,
accuracy and fluency in EFL learners’ oral performance. Cypriot Journal of Educational
Sciences, 13(3), 310-318. https://doi.org/10.18844/cjes.v13i3.3452

Abdullah, Z., & Hui, J. (2014). The Relationship between Communication Satisfaction and
Teachers’ Job Satisfaction in the Malaysian Primary School. Asian Journal of Humanities
and Social Sciences, 2(2), 2320-9720. www.ajhss.org

Abebe, D. W., & Singh, D. P. (2023). The Relationship between Emotional Intelligence, Job
Satisfaction, and Job Performance: Empirical Evidence from Public Higher Education
Institutions. European Journal of Business and Management Research, 8(3), 45-52.
https://doi.org/10.24018/ejbmr.2023.8.3.1928

Abebe, T., & Markos, S. (2016). The Relationship between Job Satisfaction and Organizational
Commitment in Public Higher Education Institution: The Case of Arba Minch University,
Ethiopia Back Ground of the Study. International Journal of Research in Business
Management, 4(8), 2347-4572.

Abi Ealias and Jijo George. (2012). Emotional Intelligence and Job Satisfaction: A Correlational
study. 1(4), 74-94. https://doi.org/10.4324/9780203938034.ch6

Abou Harash, H., & Penderghast, T. (2010). An analysis of the relationship between the
perceived leadership styles of educational leaders and the job satisfaction of faculty
members who serve under them within community colleges. 3423555, 132.

Abraham Maslow. (1954). Motivation and Personality. Harper & Row,Publishers, Inc., 110-
133. https://doi.org/10.4135/9781446221815.n7

Abraham, R. (2000). The role of job control as a moderator of emotional dissonance and
emotional intelligence—outcome relationships. Journal of Psychology: Interdisciplinary and
Applied, 134(2), 169-184. https://doi.org/10.1080/00223980009600860

Abu Said, A. M., Mohd Rasdi, R., Abu Samah, B., Silong, A. D., & Sulaiman, S. (2015). A
career success model for academics at Malaysian research universities. European Journal of
Training and Development, 39(9), 815-835. https://doi.org/10.1108/EJTD-03-2015-0022

Adams, J. S. (1965). Inequity In Social Exchange. Advances in Experimental Social Psychology,

201



2(C), 267-299. https://doi.org/10.1016/S0065-2601(08)60108-2

Aftab, N., Ali Shah, S. A.,, & Khan, Z. (2020). The moderating effect of gender on the
relationship between organizational commitment and organizational citizenship behavior in
Pakistani  university teachers. Cogent Psychology, 7(1). https://doi.org/10.1080/
23311908.2020.1860480

Aghdasi, S., Kiamanesh, A. R., & Ebrahim, A. N. (2011). Emotional intelligence and
organizational commitment: Testing the mediatory role of occupational stress and job
satisfaction. Procedia - Social and Behavioral Sciences, 29, 1965-1976. https://doi.org/
10.1016/j.sbspro.2011.11.447

Agmasu, M. (2021). Organizational Commitment and Turnover Intentions of Academic Staff
Employee at Woldia. 29, 76-79.

Agu, O. L. (2016). Work engagement, organizational commitment, self efficacy and
organizational growth : A literature review. Information Impact: Journal of Information and
Knowledge Management, 6(1), 14-29. https://www.ajol.info/ index.php /iijikm/
article/view/144583

Aguinis, H., & Glavas, A. (2012). What We Know and Don’t Know About Corporate Social
Responsibility: A Review and Research Agenda. Journal of Management, 38(4), 932-968.
https://doi.org/10.1177/0149206311436079

Ahmad, M. F., Safwan, N. S. Z., Salamuddin, N., Surat, S., Basar, A., Hussain, R. N. J. R., Rajli,
M. A, Lamat, S. A., Azemi, M. A., Hassan, M. H., Nazuri, N. S., & Suhaimi, S. S. A.
(2023). Gender Differences in Organizational Commitment. Journal of Law and
Sustainable Development, 11(8), e518. https://doi.org/10.55908/sdgs.v11i8.518

Ahmad Saufi, R., Aidara, S., Che Nawi, N. B., Permarupan, P. Y., Zainol, N. R. B., & Kakar, A.
S. (2023). Turnover intention and its antecedents: The mediating role of work-life balance
and the moderating role of job opportunity. Frontiers in Psychology, 14(April).
https://doi.org/10.3389/fpsyg.2023.1137945

Ajzen. (1991). The Theory of Planned Behavior. Organizational Behavior and Human Decision
Processes, 50, 179-211. https://doi.org/10.1080/10410236.2018.1493416

Akala, H. S. (2012). Factors influencing employee retention among the non-teaching staff at the
University of Nairobi, Kenya. Unpublished MBA Thesis, University of Nairobi.

Akhtar, M. W., Ghufran, H., & Fatima, T. (2017). The Effect of Emotional Intelligence on

202



Turnover Intentions; The Role of Employee Well-being, Engagement and Perceived
Organizational Support. Jinnah Business Review, 5(2), 69-80. https://doi.org
/10.53369/skye6894

Akhyerkye Tabigat. (2022). Secondary School Teachers’ Trait Emotional Intelligence, Job
Satisfaction, and Self- Efficacy. 8.5.2017.

Akosile, A. L., & Ekemen, M. A. (2022). The Impact of Core Self-Evaluations on Job
Satisfaction and Turnover Intention among Higher Education Academic Staff: Mediating
Roles of Intrinsic and Extrinsic Motivation. Behavioral Sciences, 12(7). https://doi.org/
10.3390/bs12070236

Al-Omari, A. A., Qablan, A. M., & Khasawneh, S. M. (2002). Faculty Members ’ Intentions to
Stay in Jordanian Public Universities. ljaes, 1(1), 26-43.

Al-Rubaish, A. M., Rahim, S. I. A., Abumadini, M. S., & Wosornu, L. (2011). Academic job
satisfaction questionnaire: Construction and validation in Saudi Arabia. Journal of Family
and Community Medicine, 18(1), 1-7. https://doi.org/10.4103/1319-1683.78630

Al-Suraihi, W. A., Samikon, S. A., Al-Suraihi, A.-H. A., & lbrahim, I. (2021). Employee
Turnover: Causes, Importance and Retention Strategies. European Journal of Business and
Management Research, 6(3), 1-10. https://doi.org/10.24018/ejbmr.2021.6.3.893

Alemayehu, B. Z., & Woldemariam, G. K. (2020). Academic staff flight from Ethiopian public
universities: Causes and possible solutions. Higher Education Quarterly, October 2019, 1-
19. https://doi.org/10.1111/hequ.12241

Alemu, D. S., & Pykhtina, O. (2020). To Leave or to Stay: Faculty Mobility in the Middle East.
International Journal of Education Policy and Leadership, 16(1), 1-18.
https://doi.org/10.22230/ijepl.2020v16n1a895

Ali Yusuf, F., & Widodo, W. (2023). The secret of reducing turnover intention: Evidence from
Indonesia. Cogent Business and Management, 10(2). https://doi.org/10.1080/
23311975.2023.2202026

Alismail, S. S., Pio, L., & Cavaliere, L. (2022). The Effect of Emotional Intelligence on Job
Satisfaction and Organizational Commitment in the Case of Educational Sector. Webology,
19(1), 5236-5258. https://doi.org/10.14704/WEB/V1911/WEB19352

Allen & Meyer. (1990). The measurement and antecedents of affective, continuance and

normative commitment to the organization. Journal of Occupational Psychology., 63, 1-18.

203



Allen, D., Bryant, P., & Vardaman, J. (2010). Retaining Talent: Replacing misconceptions with
evidence-based strategies. Academy of Management Perspectives, 24(2), 48-64.
https://doi.org/10.5465/AMP.2010.51827775

Allen, D. G., Bryant, P. C., & Vardaman, J. M. (2010). Retaining Talent: Replacing
Misconceptions With. Academy of Management Perspectives, 24(2), 48-64.

Alonderiene, R., & Majauskaite, M. (2016). Leadership style and job satisfaction in higher
education institutions. International Journal of Educational Management, 30(1), 140-164.
https://doi.org/10.1108/1JEM-08-2014-0106

Alrousan, A. A, & Ahmad, Z. A. (2015). The Mediating Role of Interactional Justice on
Psychological Stress with Psychological Well-Being in the Jordanian Qualified Industrial
Zones. International Review of Management and Business Research, 4(3), 771-781.

Alsughayir, A. (2021). The effect of emotional intelligence on organizational commitment:
Understanding the mediating role of job satisfaction. Management Science Letters,
November, 1309-1316. https://doi.org/10.5267/j.msl.2020.11.008

Altinoz, M. (2009). An Overall Approach to the Communication of Organizations in
Conventional and Virtual Offices. International Journal of Social Sciences, 4(July 2008),
217-223.
http://www.scopus.com/redirect/linking.url?targetURL=http://www.csa.com/ids70/ipauthen
ticate.php?vid=1&auth_Type=ip&san=201006073(SA)&amp

Ambrose, S., Huston, T., & Norman, M. (2005). A qualitative method for assessing faculty
satisfaction. Research in Higher Education, 46(7), 803-830. https://doi.org/10.1007/
$11162-004-6226-6

Amos, T. L. Pearson, NJ. Ristaw, A. & Ristaw, L. (2008). Human resource management. (3rd
ed.). Cape Town: Juta & Co. 2008.

Anari, N. N. (2012). Teachers: Emotional intelligence, job satisfaction, and organizational
commitment. Journal of Workplace Learning, 24(4), 256-269. https://doi.org/
10.1108/13665621211223379

Anderson, M., & Martin, M. M. (1995). Why Employees Speak to Coworkers and Bosses:
Motives, Gender, and Organizational Satisfaction. The Journal of Business Communication,
249-265.

204



Andy Hargreaves. (2005). Educational change takes ages : Life , career and generational factors
in teachers ° emotional responses to educational change. 21, 967-983.
https://doi.org/10.1016/j.tate.2005.06.007

Anyamene Ada and Etele Anulika Valentina. (2020). Relationship between Emotional
Intelligence and Marital Satisfaction of Male and Female Married Teachers in Anambra
State. 7(3). https://doi.org/10.19044/ejes.v7no3al

Armstrong, M. (2009). Armstrong * S Handbook. file:///C:/Users/HP/Downloads/Armstrong’s
handbook of human resource management practice 11th edition3086.pdf

Asfahani, A. M. (2022). The impact of role conflict on turnover intention among faculty
members: A moderated mediation model of emotional exhaustion and workplace relational
conflict. Frontiers in Psychology, 13(December), 1-11. https://doi.org/10.3389
[fpsyg.2022.1087947

Austin, A. E. (2002). Preparing the Next Generation of Faculty: Graduate School as
Socialization to the Academic Career. The Journal of Higher Education, 73(1), 94-122.
https://doi.org/10.1353/jhe.2002.0001

Averill, J. R. (1983). Studies on Anger and Aggression Implications for Theories of Emotion.
1145-1160.

Awang, A. & Z. (2015). Modelling Job Satisfaction And Work Commitment Among Lecturers : A
Case Modelling Job Satisfaction And Work Commitment Among Lecturers: A Case Of
UiTM Kelantan. 1(January 2015), 45-59.

Awang, A., lbrahim, I. I., & Nor, M. N. (2015). Academic Factors and Turnover Intention :
Impact of Organization Factors. 5(3), 24-44. https://doi.org/10.5539/hes.v5n3p24

Aydin, A., Sarier, Y., & Uysal, S. (2011). The effect of gender on organizational commitment of
teachers: A meta analytic analysis. Kuram ve Uygulamada Egitim Bilimleri, 11(2), 628—
632.

Azem, S., & Akhtar, N. (2014). Job Satisfaction and Organizational Commitment among Public
Sector Employees Department of Management Sciences Department of Management
Sciences Job Satisfaction : International Journal Business and Social Sciences, 5(7), 127—
133.

Azlan, N. N. A., Abdullah, N., Fadhilah, A., & Zahari, A. S. M. (2017). The Organizational

Commitment towards Employee ’ s Performance : A Case Study at Elektro Serve (M ) Sdn

205



Bhd The Organizational Commitment towards Employee ’ s Performance : A Case Study at
Elektro Serve ( M ) Sdn Bhd. Journal of Applied Environmental and Biological Sciences,
7(September), 134-145.

Babey, A.-M. (2019). Doing your research project. A guide for first-time researchers. Higher
Education Research & Development, 39(4), 852-854. https://doi.org/10.1080/
07294360.2019.1675294

Bahjat Abdallah, A., Yousef Obeidat, B., Osama Aqgqgad, N., Khalil Al Janini, M. N., & Dahiyat,
S. E. (2017). An Integrated Model of Job Involvement, Job Satisfaction and Organizational
Commitment: A Structural Analysis in Jordan’s Banking Sector. Communications and
Network, 09(01), 28-53. https://doi.org/10.4236/cn.2017.91002

Bakan, I., Buyukbese, T., Ersahan, B., & Resources, C. M. (2011). the Relationship Between
Employees’ Education Level and Organizational Commitment: an Empirical Study.
International Conference on Management (lcm 2011), International Conference on
Management (ICM), 1192-1206 WE-Conference Proceedings Citation In.

Bakhshi, A. (2011). Organizational Commitment as predictor of Organizational Citizenship
Behavior. 3(4), 78-87.

Bandalos, D. L., & Finney, S. J. (2001). Item parceling issues in structural equation modeling. In
G. A. Marcoulides & R. E. Schumacker (Eds.), New developments and techniques in
structural equation modeling (pp. 269-296). Lawrence Erlbaum Associates Publ. Lawrence
Erlbaum Associates Publishers., 269-296.

Bar-on, R. (2010). Emotional intelli ence : an integral part of positive psychology. 40(1), 54-62.

Bar-On, R. (2000). Emotional and social intelligence: Insights from the Emotional Quotient
Inventory. In R. Bar-On & J. D. A. Parker (Eds.), The handbook of emotional intelligence:
Theory, development, assessment, and application at home, school, and in the workplace
(pp. . 2000.

Bar-On, R. (2004). The Bar-On Emotional Quotient Inventory (EQ-i): Rationale, description and
summary of psychometric properties. Measuring Emotional Intelligence: Common Ground
and Controversy, 115-145.

Bar-On R. (2006). The Bar-On model of emotional-social intelligence (ESI). Psicothema, 18,
13-25.

206



Barbara, B., Alberto, P., & Dormio, A. I. (2005). Organizational socialization, career aspirations
and turnover intentions among design engineers. Leadership & Organization Development
Journal, 26(6), 424-441.

Bayissa, W., & Zewdie, S. (2011). Academic Staff Reward System: A Case of Jimma
University. Ethiopian Journal of Education and Sciences, 6(1), 13-27. https://doi.org/
10.4314/ejesc.v6i1.65378

Bechter, B. E., Whipp, P. R., Dimmock, J. A., & Jackson, B. (2023). Emotional intelligence and
interpersonal relationship quality as predictors of high school physical education teachers’
intrinsic motivation. Current Psychology, 42(9), 7457-7465. https://doi.org/10.1007/
$12144-021-02096-6

Belete Ak. (2018). Turnover Intention Influencing Factors of Employees: An Empirical Work
Review. Journal of Entrepreneurship & Organization Management, 07(03), 3-7. https://
doi.org/10.4172/2169-026x.1000253

Bendermacher, G. W. G., oude Egbrink, M. G. A., Wolfhagen, H. A. P., Leppink, J., &
Dolmans, D. H. J. M. (2019). Reinforcing pillars for quality culture development: a path
analytic model. Studies in Higher Education, 44(4), 643-662. https://doi.org/10.1080/
03075079.2017.1393060

Bibi, P., Ahmad, A., & Majid, A. H. A. (2018). The impact of training and development and
supervisors support on employees retention in academic institutions in Pakistan: The
moderating role of the work environment. Gadjah Mada International Journal of Business,
20(1), 113-131. https://doi.org/10.22146/gamaijb.24020

Billingsley, B. S. (2004a). Promoting Teacher Quality and Retention in Special Education.
37(3), 370-376.

Billingsley, B. S. (2004b). Special education teacher retention and attrition: A critical analysis of
the research literature. Journal of Special Education, 38(1), 39-55. https://doi.org/
10.1177/00224669040380010401

Blau, P. M. (1964a). Exchange and Power in Social Life.

Blau, P. M. (1964b). Exchange and power in social life. Exchange and Power in Social Life, 1
352. https://doi.org/10.4324/9780203792643

207



Boateng, F. (2020). Encyclopedia of International Higher Education Systems and Institutions.
Encyclopedia of International Higher Education Systems and Institutions, February 2020.
https://doi.org/10.1007/978-94-017-9553-1

Bohdrquez, N. B. (2014). Organizational Commitment and Leadership in Higher Education
Institutions. Revista Civilizar de Empresa y Economia, 5(9), 7. https://doi.org/10.22518/
2462909x.263

Bonesso, S., Gerli, F., Zampieri, R., & Boyatzis, R. E. (2020). Updating the Debate on
Behavioral Competency Development: State of the Art and Future Challenges. Frontiers in
Psychology, 11(June). https://doi.org/10.3389/fpsyg.2020.01267

Bothma, C. F. C., & Roodt, G. (2013). The validation of the turnover intention scale. SA Journal
of Human Resource Management, 11(1), 1-12. https://doi.org/10.4102/sajhrm.v11i1.507

Bozpolat, E. (2016). Identification of the Predicator Variables of Candidate Teacher Teaching
Motivations.  International Journal of Higher Education, 5(2), 148-162.
https://doi.org/10.5430/ijhe.v5n2p148

Brackett, M. A., Bailey, C. S., Hoffmann, J. D., & Simmons, D. N. (2019). RULER: A Theory-
Driven, Systemic Approach to Social, Emotional, and Academic Learning. Educational
Psychologist, 54(3), 144-161. https://doi.org/10.1080/00461520.2019.1614447

Brackett, M. A., Rivers, S. E., & Salovey, P. (2011). Emotional intelligence: Implications for
personal, social, academic, and workplace success. Social and Personality Psychology
Compass, 5(1), 88-103. https://doi.org/10.1111/j.1751-9004.2010.00334.x

Brad Shuck, M., Rocco, T. S., & Albornoz, C. A. (2011). Exploring employee engagement from
the employee perspective: Implications for HRD. Journal of European Industrial Training,
35(4), 300-325. https://doi.org/10.1108/03090591111128306

Brewster, T. J. (2020). Emotional Intelligence, Turnover Intention, and Commitment among
Nonprofit Employee. Walden Dissertations and Doctoral Studies Collection, 42—-165.

Brimeyer, T. M., Perrucci, R., & Wadsworth, S. M. D. (2010). Age, tenure, resources for control,
and organizational commitment*. Social Science Quarterly, 91(2), 511-530.
https://doi.org/10.1111/j.1540-6237.2010.00705.x

Brint, S. (2016). Thinking about Schools and Universities as Social Institutions. Leaders in the
Sociology of Education, January 2016. https://doi.org/10.1007/978-94-6300-717-7

208



Buenviaje, M. G., Morcilla, G. P., Fernanrefozar, R., Macalalad, J. A., & Laguador, J. M. (2016).
Role of Effective Communication in the Organizational Commitment and Employee
Behavior as Input to Human Resource Management. Quarterly Journal of Business Studies,
2(4), 193-200. http://www.rassweb.com

Burch, G. F., Bennett, A. A., Humphrey, R. H., Batchelor, J. H., & Cairo, A. H. (2016).
Unraveling the complexities of empathy research: A multi-level model of empathy in
organizations.  Research on  Emotion in  Organizations, 12, 169-189.
https://doi.org/10.1108/S1746-979120160000012006

Burguerfio, R., Calderon, A., Sinelnikov, O., & Medina-Casaubon, J. (2022). Development and
Initial Validation of the Sport Education Scale. Measurement in Physical Education and
Exercise Science, 26(1), 73-87. https://doi.org/10.1080/1091367X.2021.1948415

Burke and Larry. (2014). Educational Research: Quantitative, Qualitative, and Mixed
Approaches.

Byrne, B. M. (2010). Structural equation modeling with AMOS: Basic concepts, applications,
and programming (2nd ed.). Routledge/Taylor & Francis Group.

Byrne, B. M. (2016). Structural Equation Modeling With AMOS. In Structural Equation
Modeling With AMOS. https://doi.org/10.4324/9781315757421

Byron, K. (2005). A meta-analytic review of work-family conflict and its antecedents. Journal of
Vocational Behavior, 67(2), 169-198. https://doi.org/10.1016/j.jvb.2004.08.009

Caglar Dogru. (2022). A Meta-Analysis of the Relationships Between Emotional Intelligence and
Employee Outcomes. 13(April), 1-12. https://doi.org/10.3389/fpsyg.2022.611348

Campbell, J. W., & Im, T. (2016). PSM and Turnover Intention in Public Organizations: Does
Change-Oriented Organizational Citizenship Behavior Play a Role? Review of Public
Personnel Administration, 36(4), 323-346. https://doi.org/10.1177/0734371X14567366

Carmeli, A. (2003). The relationship between emotional intelligence and work attitudes,
behavior and outcomes: An examination among senior managers. Journal of Managerial
Psychology, 18(7-8), 788-813. https://doi.org/10.1108/02683940310511881

Carrigan, C., O’Leary, K., Riskin, E., Yen, J., & O’Donnell, M. (2017). On-ramping: following
women scientists and engineers through their transition from nonacademic to faculty
careers. Journal of Technology Transfer, 42(1), 98-115. https://doi.org/10.1007/s10961-
015-9460-5

209



Cefai, C., Cooper, P., & Camilleri, L. (2009). Social , emotional and behaviour difficulties in
Maltese schools. 1(1), 8-49.

Cekmecelioglu, H. G., Giinsel, A., & Ulutas, T. (2012). Effects of Emotional Intelligence on Job
Satisfaction: An Empirical Study on Call Center Employees. Procedia - Social and
Behavioral Sciences, 58, 363-369. https://doi.org/10.1016/j.sbspro.2012.09.1012

Cha, S. (2008). Florida State University Libraries Explaining Teachers * Job Satisfaction , Intent
to Leave , and Actual Turnover : A Structural Equation Modeling Approach.

Chala Wata and Shashi Kant. (2022). Review of Ethiopia Education Sector Development
Programme V1 in Perspectives of Filling the Labour Market Skill Gap. Journal of Culture,
Society and Development, 67, 1-4. https://doi.org/10.7176/jcsd/67-01

Che Nawi, N., Ismail, M., Ibrahim, M. A. H., Raston, N. A., Zamzamin, Z. Z., & Jaini, A.
(2016). Job Satisfaction among Academic and Non-Academic Staff in Public Universities in
Malaysia: A Review. International Journal of Business and Management, 11(9), 148.
https://doi.org/10.5539/ijbm.v11n9p148

Cherniss, C., Goleman, D., Emmerling, R., Cowan, K., & Adler, M. (1998). Bringing emotional
intelligence to the workplace. New Brunswick, NJ: Consortium for Research on Emotional
Intelligence in Organizations, Rutgers University, 1-34.

Cheung, G. W., Cooper-Thomas, H. D., Lau, R. S., & Wang, L. C. (2023). Reporting reliability,
convergent and discriminant validity with structural equation modeling: A review and best-
practice recommendations. In Asia Pacific Journal of Management (Issue 0123456789).
Springer US. https://doi.org/10.1007/s10490-023-09871-y

Chidi, N., & Victor, A. A. (2017). Principals’ Human Capital Development Practices for
Enhancing Staff Personnel Administration in Secondary Schools in Oyo State, Nigeria.
Online Submission, 1(5), 356-361.

Child, D. (2006). The Essentials of Factor Analysis. 3rd edit. New York: Continuum.

Choi Sang, L., Mardhiah, Y., & Ten Wee, C. (2016). The Impact of Emotional Intelligence on
Job Satisfaction among Teachers. International Journal Of Management, Accounting &
Economics, 3(8), 544-552.

Chris Barker and Nancy Pistrang, R. E. (2015). Handbook of Research Methods in Clinical
Psychology, 2nd Edition. In Behaviour Research and Therapy (Vol. 40, Issue 4).
https://doi.org/10.1016/s0005-7967(01)00040-7

210



Chughtai, A. A, & Zafar, S. (2006). Antecedents and Consequences of Organizational
Commitment Among Pakistani University Teachers. 11(1), 39-64.

Chun, C., Kam, S., & Meyer, J. P. (2015). How Careless Responding and Acquiescence
Response Bias Can Influence Construct Dimensionality : The Case of Job Satisfaction. 1—
30. https://doi.org/10.1177/1094428115571894

Clampitt, P. G., & Downs, C. (1993). Employee Perceptions of the Relationship Between
Communication and Productivity: A Field Study. Journal of Business Communication,
30(1), 5-28. https://doi.org/10.1177/002194369303000101

Clark, A., Oswald, A., & Warr, P. (1996). Is job satisfaction U-shaped in age? Journal of
Occupational and Organizational Psychology, 69(1), 57-81. https://doi.org/10.1111/j.2044-
8325.1996.th00600.x

Cobb-clark, D. A., Dahmann, S. C., Kamhdofer, D. A., Schildberg-hérisch, H., Cobb-clark, D. A.,
& Dahmann, S. C. (2019). Self-Control: Determinants , Life Outcomes and
Intergenerational Implications. 12488.

Coetzee, M., & Stoltz, E. (2015). Employees’ satisfaction with retention factors: Exploring the
role of career adaptability. Journal of Vocational Behavior, 89, 83-91.
https://doi.org/10.1016/j.jvb.2015.04.012

Conley, S., & You, S. (2017). Key influences on special education teachers’ intentions to leave:
The effects of administrative support and teacher team efficacy in a mediational model.
Educational Management Administration and Leadership, 45(3), 521-540.
https://doi.org/10.1177/1741143215608859

Constantin Mircioiu and Jeffrey Atkinson. (2017). A Comparison of Parametric and Non-
Parametric Methods Applied to a Likert Scale. https://doi.org/10.3390/pharmacy5020026

Cordingley, P., Crisp, B., Johns, P., Perry, T., Campbell, C., Bell, M., & Bradbury, M. (2019).
Constructing Teachers’ Professional Identities Education International Research (Issue
February).

Creswell, J. W. (2012). Educational Research: Planning, Conducting, and Evaluating
Quantitative and Qualitative Research.

Cristina Pita and Ramon Torregrosa. (2021). Education and Job Satisfaction. February.
https://doi.org/10.13140/RG.2.2.21579.72481

211



Daly, C. J., & Dee, J. R. (2006). Greener pastures: Faculty turnover intent in urban public
universities. Journal of Higher Education, 77(5), 776-803.
https://doi.org/10.1353/jhe.2006.0040

Daly, C. J.,, Dee, J. R., & Dee, J. R. (2017). Faculty Turnover Intent in Urban Public Universities
Greener Pastures : Faculty Turnover Intent in Urban Public Universities. 1546(February).

Daniel Goleman. (1995). Emotional intelligence: Why it can matter more than 1Q for character,
health and lifelong achievement. New York: Bantam Books. 1995.

Danquah, M., & Amankwah-Amoah, J. (2017). Assessing the relationships between human
capital, innovation and technology adoption: Evidence from sub-Saharan Africa.
Technological Forecasting and Social Change, 122(August 2016), 24-33.
https://doi.org/10.1016/j.techfore.2017.04.021

de los Santos, S., & Norland, E. (1994). Factors Related To Commitment Of Extension
Professionals In The Dominican Republic: Implications For Theory And Practice. Journal
of Agricultural Education, 35(3), 57—-63. https://doi.org/10.5032/jae.1994.03057

De Simone, S., Planta, A., & Cicotto, G. (2018). The role of job satisfaction, work engagement,
self-efficacy and agentic capacities on nurses’ turnover intention and patient satisfaction.
Applied Nursing Research, 39, 130-140. https://doi.org/10.1016/j.apnr.2017.11.004

Deci, E. L., & Ryan, R. M. (2008). Self-determination theory: A macrotheory of human
motivation, development, and health. Canadian Psychology, 49(3), 182-185.
https://doi.org/10.1037/a0012801

Deci, E. L., Ryan, R. M., Vallerand, R. J., & Pelletier, L. G. (1991). Motivation and Education:
The Self-Determination Perspective. Educational Psychologist, 26(3-4), 325-346.
https://doi.org/10.1080/00461520.1991.9653137

Delfanti, R. L., Piccioni, D. E., Handwerker, J., Bahrami, N., Krishnan, A. P., Karunamuni, R.,
Hattangadi-Gluth, J. A., Seibert, T. M., Srikant, A., Jones, K. A., Snyder, V. S., Dale, A.
M., White, N. S., McDonald, C. R., Farid, N., Louis, D. N., Perry, A., Reifenberger, G., von
Deimling, A., ... Papers, G. (2018). Contrbuting Factors to Teachers’ Turnover in Gambella
Region Education and Health College. New England Journal of Medicine, 372(2), 2499—
2508.

212



Denson, N., & Szelényi, K. (2022). Faculty perceptions of work-life balance: the role of
marital/relationship and family status. Higher Education, 83(2), 261-278.
https://doi.org/10.1007/s10734-020-00654-8

Dey, R., Pakira, J., & Mohakud, L. L. (2016). Job Satisfactions among Secondary School
Teachers: A study in Hooghly District of West Bengal. THE SCHOLAR A Multi
Disciplinary Refereed National Journal of Academic Excellence, 01(02), 9-18.
www.pdffactory.com

Dillon, E. (2016). Development Education in Theory and Practice. 11-20.

Dodd-McCue, D., & Wright, G. B. (1996). Men, Women and Attitudinal Commitment: The
effects. Human Relations, 49(8).

DORIEN T. A. M. KOOWJ1*, A. H. D. L., & PAUL G. W. JANSEN1, R. K. A. J. S. E. D.
(2011). Age and work-related motives: Results of a meta-analysis. Journal of Marriage and
Family, 32(1), 197-225. https://doi.org/10.1002/job

Down & Hazen. (1990). A factor analytic study of communication satisfaction. The Journal of
Business Communication, 14(3), 63-73.

Durick, C. G. and M. (1988). Predictors of Job Satisfaction and Organizational Commitment in
Human Service Organizations. Adminstrative Sciences, 9(2), 20-33.

Dwyer, P. (2019). UNDERSTANDING MEDIA (Issue November). https://doi.org/
10.4324/9781315298054-2

Ekundayo Haastrup, Konwea Patience, F. M. O. and B. A. B. (2010). Towards Redressing the
Brain Drain Syndrome in Nigerian Universities.

Elfenbein, H. A., Foo, M. Der, White, J., Tan, H. H., & Aik, V. C. (2007). Reading your
counterpart: The benefit of emotion recognition accuracy for effectiveness in negotiation.
Journal of Nonverbal Behavior, 31(4), 205-223. https://doi.org/10.1007/s10919-007-0033-
7

Ellickson, M. C., & Logsdon, K. (2002). Determinants of job satisfaction of municipal
government  employees.  Public  Personnel  Management, 31(3), 343-358.
https://doi.org/10.1177/009102600203100307

Endris Seid Kassaw and Dawit Negassa Golga. (2019). Academic Staffs ° Level of
Organizational Commitment in Higher Educational Setting : The Case of Haramaya
University. 8(2). https://doi.org/10.5430/ijhe.v8n2p87

213



Ertiirk, R. (2022). The Effect of Teachers’ Quality of Work Life on Job Satisfaction and
Turnover Intentions. International Journal of Contemporary Educational Research, 9(1),
191-203. https://doi.org/10.33200/ijcer.1022519

Esther, N.-O., Byron, B., Debra, R. W., Ntonghanwah, F., James, G. L., & Thabo, T. F. (2019).
The affective commitment of academics in a university in Botswana. International Journal
of Educational Administration and Policy Studies, 11(2), 12-19. https://doi.
0rg/10.5897/ijeaps2019.0595

Faloye, D. O. (2014). Organisational commitment and turnover intentions: evidence from
Nigerian paramilitary organisation. 2(3), 23-34.

Fernandez-Berrocal, P., Cabello, R., Castillo, R., & Extremera, N. (2012). Gender differences in
emotional intelligence: The mediating effect of age. Behavioral Psychology/ Psicologia
Conductual, 20(1), 77-89.

Figueroa, O. (2015a). The Influences Impacting Staff Turnover in Higher Education. Journal of
Management and Sustainability, 5(4), 86. https://doi.org/10.5539/jms.v5n4p86

Figueroa, O. (2015b). The Influences Impacting Staff Turnover in Higher Education. December.
https://doi.org/10.5539/jms.v5n4p86

Filak, V. F., & Sheldon, K. M. (2003). Student Psychological Need Satisfaction and College
Teacher-Course Evaluations. Educational Psychology, 23(3), 235-247. https://doi.org/10.
1080/0144341032000060084

Finn, A. N., & Schrodt, P. (2012). Students’ perceived understanding mediates the effects of
teacher clarity and nonverbal immediacy on learner empowerment. Communication
Education, 61(2), 111-130. https://doi.org/10.1080/03634523.2012.656669

Fiori, M., & Vesely-maillefer, A. K. (2017). Emotional Intelligence as an Ability : Theory |,
Challenges , and New Directions. December 2019. https://doi.org/10.1007/978-3-319-
90633-1

Fisher, G. A., & Chon, K. K. (2013). Durkheim and the Social Construction of Emotions. 52(1), 1-9.

Fisher, R., Boyle, M. V, & Fulop, L. (2010). How gendered is organizational commitment ? The
case of academic faculty. 18(3), 280-294. https://doi.org/10.1108/19348831011062139

Friede, G., Busch, T., & Bassen, A. (2015). ESG and financial performance: aggregated evidence
from more than 2000 empirical studies. Journal of Sustainable Finance and Investment,
5(4), 210-233. https://doi.org/10.1080/20430795.2015.1118917

214



Fuhrmann, T. (2006). Motivating Employees Take Home Message : 18, 93—-101.

Gagné, M., & Deci, E. L. (2005). Self-determination theory and work motivation. Journal of
Organizational Behavior, 26(4), 331-362. https://doi.org/10.1002/job.322

Gara Bach Ouerdian, E., Mansour, N., Gaha, K., & Gattoussi, M. (2021). Linking emotional
intelligence to turnover intention: LMX and affective organizational commitment as serial
mediators. Leadership and Organization Development Journal, 42(8), 1206-1221.
https://doi.org/10.1108/LODJ-01-2021-0016

Gardner, H. (1983). The theory of multiple intelligences. Annals of Dyslexia, 37(1), 19-35.
https://doi.org/10.1007/BF02648057

Garland, B. E., McCarty, W. P., & Ruohui Zhao. (2009). Job satisfaction and organizational
commitment in prisons: An examination of psychological staff, teachers, and unit
management  staff. ~ Criminal  Justice and  Behavior, 36(2), 163-183.
https://doi.org/10.1177/0093854808327343

Gautam, A., & Khurana, C. (2019). Demographic Variables As Indicators of Emotional
Intelligence: a Study of Selected Enterprises of Uttarakhand. Journal of Management, 6(1),
10-20. https://doi.org/10.34218/jom.6.1.2019.002

Geng, Y., Zhu, H., Zhao, N., & Zhai, Q. (2020). A New Framework to Evaluate Sustainable
Higher Education: An Analysis of China. Discrete Dynamics in Nature and Society, 2020.
https://doi.org/10.1155/2020/6769202

George, J. M. (2000). Emotions and leadership: The role of emotional intelligence. Human
Relations, 53(8), 1027-1055. https://doi.org/10.1177/0018726700538001

Gessesse, K. T., & Premanandam, P. (2024). Gender , age , and turnover intention among
academic employees in higher education institutions in Addis Ababa , Ethiopia. Cogent
Social Sciences, 10(1). https://doi.org/10.1080/23311886.2023.2294560

Giao, H. N. K., Vuong, B. N., Huan, D. D., Tushar, H., & Quan, T. N. (2020). The effect of
emotional intelligence on turnover intention and the moderating role of perceived
organizational support: Evidence from the banking industry of vietnam. Sustainability
(Switzerland), 12(5), 1-25. https://doi.org/10.3390/su12051857

Gilar-Corbi, R., Pozo-Rico, T., Sdnchez, B., & Castejon, J. L. (2018). Can emotional competence
be taught in higher education? A randomized experimental study of an Emotional

Intelligence Training Program using a multimethodological approach. Frontiers in

215



Psychology, 9(JUN). https://doi.org/10.3389/fpsyg.2018.01039

Gilman, J., Keating, T., & Blake, G. (1995). Attrition / Retention Of Urban Special Education
Teachers : Project Directors : Research Staff: 80. An Special Education Teachers : Project
Directors : Research Staff : 80.

Girma Alem and Habtamu Abera. (2015). Assessment of Factors Affecting Turnover Intention
Among Nurses Working at Governmental Health Care Institutions. 4(3), 107-112.
https://doi.org/10.11648/j.ajns.20150403.19

Glissmeyer, M., Bishop, J. W., & Fass, R. D. (2007). Role conflict, role ambiguity, and intention
to quit the organization: the case of law enforcement officers. 38th Southwest Decision
Sciences Institute Annual Conference, 458-469.

Gohm, C. L., Corser, G. C., & Dalsky, D. J. (2005). Emotional intelligence under stress: Useful,
unnecessary, or irrelevant? Personality and Individual Differences, 39(6), 1017-1028.
https://doi.org/10.1016/j.paid.2005.03.018

Goleman, D. (2001). An El-Based Theory of Performance. 1-18.

Goleman, D., & Boyatzis, R. (2017). Emotional intelligence has 12 elements. Which do you
need to work on. Harvard Business Review, 84, 1-5.

Gorden, W. I, & Infante, D. A. (1991). Test of a Communication Model of Organizational
Commitment. Communication Quarterly, 39(2), 144-155. https://doi.org/10.1080/014633
79109369792

Graziano, W. G., Habashi, M. M., Sheese, B. E., & Tobin, R. M. (2007). Agreeableness,
Empathy, and Helping: A Person x Situation Perspective. Journal of Personality and Social
Psychology, 93(4), 583-599. https://doi.org/10.1037/0022-3514.93.4.583

Green, J. (2000). Job Satisfaction of Community College Chairpersons in Educational
Leadership and Policy Studies. November, 1-92.

Greenberg, M. T., Weissberg, R. P., Brien, M. U. O., Zins, J. E., Fredericks, L., Resnik, H., &
Elias, M. J. (2003). Enhancing School-Based Prevention and Youth Development Through
Coordinated Social, Emotional, and Academic Learning. 58(6), 466-474.
https://doi.org/10.1037/0003-066X.58.6-7.466

Griffeth, R. W., Hom, P. W., & Gaertner, S. (2000). A Meta-Analysis of Antecedents and
Correlates of Employee Turnover : Update , Moderator Tests , and Research Implications

for the Next Millennium. 26(3), 463-488.

216



Griffin Em. (2012). First Look at Communication Theory: Eight Edition. McGraw Hill. New
York.

Guixia, W., & Abdullah, M. R. (2019). Relationship between Job Satisfaction and Turnover
Intention among Lecturers in Private Higher Educational Institutions in Shandong Province
in China. Journal of Academic Research in Business and Social Sciences, 9(12), 590-607.
https://doi.org/10.6007/1IJARBSS/Vv9-i12/6754

Guleryiiz, G., Gilney, S., Aydin, E. M., & Asan, O. (2008). The mediating effect of job
satisfaction between emotional intelligence and organisational commitment of nurses: A
questionnaire survey. International Journal of Nursing Studies, 45(11), 1625-1635.
https://doi.org/10.1016/j.ijnurstu.2008.02.004

Gulnaz, F., Ahmad, A., & Yusuf Mandouh, S. (2016). an Exploration of the Demotivational
Factors Affecting Teaching and Learning of English As a Foreign Language of Efl Learners
in Gulf Countries. PEOPLE: International Journal of Social Sciences, 2(1), 17-32.
https://doi.org/10.20319/pijss.2016.21.17.32

Gunasekera, G., Liyanagamage, N., & Fernando, M. (2021). The role of emotional intelligence
in student-supervisor relationships: Implications on the psychological safety of doctoral
students. International Journal of Management Education, 19(2), 100491.
https://doi.org/10.1016/j.ijme.2021.100491

Gupta, S. K., Bhatia, N., & Bhagat, M. (2022). A Review of Employee Turnover Models and
their Role in Evolution of Turnover Literature. Indian Journal of Labour Economics, 65(1),
185-214. https://doi.org/10.1007/s41027-022-00366-w

Guzeller, C. O., & Celiker, N. (2020). Examining the relationship between organizational
commitment and turnover intention via a meta-analysis. International Journal of Culture,
Tourism, and Hospitality Research, 14(1), 102-120. https://doi.org/10.1108/1JCTHR-05-
2019-0094

Gyeltshen, L. (2021). Examining teachers’ organizational commitment: Does teachers’
educational qualification, teaching experience and gender matter? Humanities, Arts and
Social Sciences Studies, 21(1), 88-94. https://doi.org/10.14456/hasss.2021.9

Hagedorn, L. S. (2000). Conceptualizing Faculty Job Satisfaction: Components, Theories, and
Outcomes. New Directions for Institutional Research, 2000(105), 5-20. https://doi.org/
10.1002/ir.10501

217



Haileyesus, M. (2019). Determinants of University Staff Turnover Intention: The Case of Dire
Dawa University, Ethiopia. Journal of Economics and Sustainable Development, 10(17),
20-28. https://doi.org/10.7176/jesd/10-17-03

Hair, J. F., Sarstedt, M., Pieper, T. M., & Ringle, C. M. (2012). The Use of Partial Least Squares
Structural Equation Modeling in Strategic Management Research: A Review of Past
Practices and Recommendations for Future Applications. Long Range Planning, 45(5-6),
320-340. https://doi.org/10.1016/j.Irp.2012.09.008

Halimi, F., AlShammari, I., & Navarro, C. (2020). Emotional intelligence and academic
achievement in higher education. Journal of Applied Research in Higher Education, 13(2),
485-503. https://doi.org/10.1108/JARHE-11-2019-0286

Hameed, F., Ahmed-Baig, I., & Cacheiro-Gonzélez, M. L. (2018). Job satisfaction of teachers
from public and private sector universities in Lahore, Pakistan: A comparative study.
Economics and Sociology, 11(4), 230-245. https://doi.org/10.14254/2071-789X.2018/11-
4/15

Hameli, K., & Ordun, G. (2022). The mediating role of self-efficacy in the relationship between
emotional intelligence and organizational commitment. European Journal of Management
Studies, 27(1), 75-97. https://doi.org/10.1108/ejms-05-2021-0033

Hanaysha, J. R., & Majid, M. (2018). Employee Motivation and its Role in Improving the
Productivity and Organizational Commitment at Higher Education Institutions. Journal of
Entrepreneurship and Business, 6(1), 17-28. https://doi.org/10.17687/jeb.0601.02

Hancock, J. 1., Allen, D. G., Bosco, F. A., Mcdaniel, K. R., Pierce, C. A., Hancock, J. I., Allen,
D. G., & Pierce, C. A. (2013). as a Predictor of Firm Performance. October 2011.
https://doi.org/10.1177/0149206311424943

Hannum, E., & Buchmann, C. (2005). Global educational expansion and socio-economic
development: An assessment of findings from the social sciences. World Development,
33(3), 333-354. https://doi.org/10.1016/j.worlddev.2004.10.001

Hargie, O., & Tourish, D. (2009). Auditing organizational communication: A handbook of
research, theory and practice. In Routledge. https://doi.org/10.4324/9780203883990

Hatam Siavoshi, Ali Jahanian, Mojtaba Abbasi Asl, M. M. (2016). The relationships between
emotional intelligence, sensation seek-ing, and marital satisfaction among female teachers.
SDH, 2(4), 148-154. https://doi.org/10.22037/sdh.v2i4.16273

218



Healy, R., Ryan, J. F., & Hall, A. (2009). Predictors of Faculty Intent to Leave a Public
Research University. 614.

Hernandez, H. (2021). Optimal Significance Level and Sample Size in Hypothesis Testing. 6.
Testing Regression. July. https://doi.org/10.13140/RG.2.2.21739.46888

Herzberg, F. (1966). Work and the Nature of Man. Cleveland: World Publishing Company.

Hoelzle, J. B., & J. Meyer, G. (2013). Exploratory Factor Analysis: Basics and Beyond.
Handbook of Psychology, Second Edition, 164-188. https://doi.org/10.1002
/9781118133880.hop202006

Hong, J. Y. (2010). Pre-service and beginning teachers’ professional identity and its relation to
dropping out of the profession. Teaching and Teacher Education, 26(8), 1530-1543.
https://doi.org/10.1016/j.tate.2010.06.003

Honingh, M. E., & Oort, F. J. (2009). Teachers’ organisational behaviour in public and private
funded schools. International Journal of Educational Management, 23(2), 172-184.
https://doi.org/10.1108/09513540910933521

Hopkins, M. M., Bilimoria, D., & Hopkins, M. M. (2008). Social and emotional competencies
predicting success for male and female executives. https://doi.org/10.1108/026217
10810840749

Hoppock, R. (1935). Job Satisfaction. American, New York: Harper.

Hoque, K. E., Wang, X., Qi, Y., & Norzan, N. (2023). The factors associated with teachers’ job
satisfaction and their impacts on students’ achievement: a review (2010-2021). Humanities
and Social Sciences Communications, 10(1), 1-7. https://doi.org/10.1057/s41599-023-
01645-7

Howard, C. (2015). Understanding and Mitigating Sources of Teacher Dissatisfaction.

Howard, M. (2014). Effective Communication in Higher Education. 1-22.

Hoy, W. K., & Cecil G. Miskel. (2017). Cases for Leadership and Leadership Standards.

Hu, H., Wang, C., Lan, Y., & Wu, X. (2022). Nurses’ turnover intention, hope and career
identity: the mediating role of job satisfaction. BMC Nursing, 21(1), 1-11.
https://doi.org/10.1186/s12912-022-00821-5

Humphrey, N., Curran, A., Morris, E., Farrell, P., & Woods, K. (2007). Emotional intelligence
and education: A critical review. Educational Psychology, 27(2), 235-254.
https://doi.org/10.1080/01443410601066735

219



Hundera, M. B. (2015). Factors Affecting Academic Staff Turnover Intentions and The. October
2014.

Hussain, M. A., Ahmed, I., & Zubair Haider, S. (2014). Investigating the Relationship among
Organizational Commitment, Job Satisfaction and Emotional Intelligence: Evidence from
Teachers at Secondary Level in Pakistan.

Hussain, S., Saba, N. us, Ali, Z., Hussain, H., Hussain, A., & Khan, A. (2022). Job Satisfaction
as a Predictor of Wellbeing Among Secondary School Teachers. SAGE Open, 12(4), 1-9.
https://doi.org/10.1177/21582440221138726

Ibrahim, I. Y., Kassa, R. N., & Tasisa, G. G. (2017). Academic Staff Turnover Intention in
Madda Walabu University, Bale Zone, South-east Ethiopia. International Journal of Higher
Education, 6(3), 21. https://doi.org/10.5430/ijhe.v6n3p21

Id, Y. G., & Yan, Y. (2021). Higher education and science popularization : Can they achieve
coordinated growth ? 1-25. https://doi.org/10.1371/journal.pone.0256612

Imtiaz, H. N., Muhammad, I., & Shafat, N. (2016). The relationship between emotional
intelligence and performance of secondary school teachers. Bulletin of Education and
Research, 38(1), 209-224.

Ince, M., & Giil, H. (2011). The role of the organizational communication on employees’
perception of justice: A sample of public institution from turkey. European Journal of
Social Sciences, 21(1), 106-124.

Ironson, G. H., Smith, P. C., Brannick, M. T., Gibson, W. M., & Paul, K. B. (1989).
Construction of a Job in General Scale: A Comparison of Global, Composite, and Specific
Measures. Journal of Applied Psychology, 74(2), 193-200. https://doi.org/10.1037/0021-
9010.74.2.193

Isenbarger, L., & Zembylas, M. (2006). The emotional labour of caring in teaching. 22, 120—
134. https://doi.org/10.1016/j.tate.2005.07.002

Issah, M. (2018). Change Leadership: The Role of Emotional Intelligence. SAGE Open, 8(3).
https://doi.org/10.1177/2158244018800910

Iverson, R. D., & Buttigieg, D. M. (1999). Affective, normative and continuance commitment:
Can the “right kind” of commitment be managed? Journal of Management Studies, 36(3),
307-333. https://doi.org/10.1111/1467-6486.00138

220



Iverson, R. D., & Roy, P. (1994). A Causal Model of Behavioral Commitment: Evidence From a
Study of Australian Blue-collar Employees. Journal of Management, 20(1), 15-41.
https://doi.org/10.1177/014920639402000102

Jackson, D. L. (2003). Revisiting Sample Size and Number of Parameter Estimates: Some
Support for the N:q Hypothesis, Structural Equation Modeling. Structural Equation
Modeling A Multidisciplinary Journal, 10, 128-141.
https://doi.org/10.1207/S15328007SEM1001

Jacobs, E., & Roodt, G. (2007). The development of a knowledge sharing construct to predict
turnover intentions. Aslib Proceedings: New Information Perspectives, 59(3), 229-248.
https://doi.org/10.1108/00012530710752034

Jacobs, E., & Roodt, G. P. (2008). Organisational Culture of Hospitals to Predict Turnover
Intentions of Professional Nurses Prof G Roodt Background and Problem State- Ment.
Health Sa Gesondheid, 13(1), 63-78.

James L. Price. (1977). The-impact-of-turnover-on-the-organization.

Jayaraman, |., & Tamizhchelvan, M. (2015). An empirical analysis of the relationship between
marital status & job satisfaction of library professionals. International Journal of Applied
Engineering Research, 10(8), 21383-21394.

Johan, R., & Harlan, J. (2014). Education Nowadays. International Journal of Educational, 4(5),
6.

John D. Pettit, Jr.,, J. R. G., & Vaught, B. C. (1997). An Examination of Organizational
Communication as a Moderator of the Relationship Between Job Performance and Job
Satisfaction. 81-98.

John, K., & Birbirsa, Z. A. (2014). the Impact of Organizational Climate Factors on Turnover
Intention of Academic Staffs in Central and Western Ethiopian Public Universities . EXCEL
International Journal of Multidisciplinary Management Studies, 4(12), 80-91.

John P. Meyer and Natalie J. Allen. (1991). A three-component conceptualization of
organizational commitment. Partnership and the High Performance Workplace, 1(1), 108—
135. https://doi.org/10.1057/9780230501997_5

Jones, S. M., Bouffard, S. M., & Weissbourd, R. (2013). Educators’ social and emotional skills
vital to learning. Phi Delta Kappan, 94(8), 62-65.
https://doi.org/10.1177/003172171309400815

221



Jordan, P. J., & Troth, A. (2011). Emotional intelligence and leader member exchange: The
relationship with employee turnover intentions and job satisfaction. Leadership and
Organization  Development Journal, 32(3), 260-280. https://doi.org/10.1108/
01437731111123915

Jorfi, H., Yaccob, H. F. Bin, & Shah, I. M. (2011). the Relationship Between Demographics
Variables, Emotional Intelligence, Communication Effectiveness, Motivation, and Job
Satisfaction. International Journal of Academic Research in Business and Social Sciences,
1(1), 17. https://doi.org/10.6007/ijarbss.v1il.7

Joseph, D. L., & Newman, D. A. (2010). Emotional Intelligence: An Integrative Meta-Analysis
and Cascading Model. Journal of Applied Psychology, 95(1), 54-78.
https://doi.org/10.1037/a0017286

Kacmar, K. M., Carlson, D. S., & Brymer, R. A. (1999). Antecedents and consequences of
organizational commitment: A comparison of two scales. Educational and Psychological
Measurement, 59(6), 976-994. https://doi.org/10.1177/00131649921970297

Kadtong, Maeda Langguyuan, Musa A. Unos, T. and M. A. (2017). Teaching Performance and
Job Satisfaction Among Teachers At Region xii. 4(1).

Kafetsios, K., Athanasiadou, M., & Dimou, N. (2014). Leaders > and subordinates > attachment
orientations , emotion regulation capabilities and affect at work : A multilevel analysis .
The Leadership Quarterly, 25(3), 512-527. https://doi.org/10.1016/j.leaqua.2013.11.010

Kafetsios, K., & Zampetakis, L. A. (2008). Emotional intelligence and job satisfaction: Testing
the mediatory role of positive and negative affect at work. Personality and Individual
Differences, 44(3), 712—722. https://doi.org/10.1016/j.paid.2007.10.004

Kaiser, H. F. (1974). An index of factorial simplicity. Psychometrika, 39(1), 31-36.
https://doi.org/10.1007/BF02291575

Kakar, A. S., Saufi, R. A., Devadhasan, B. D., Meyer, N., Vetrivel, S. C., & Magda, R. (2021).
The mediating role of person-job fit between work-life balance (WIb) practices and
academic turnover intentions in india’s higher educational institutions. Sustainability
(Switzerland), 13(19). https://doi.org/10.3390/su131910497

Kamal Gautam and Gurudatt Kakkar. (2017). The Relationship between Emotional Intelligence
and Job Satisfaction. Advances in Environmental Biology, 1(1).

Kamau, O., Muathe, S. M. A., Wainaina, L., Kamau, O., Muathe, S. M. A., & Wainaina, L.

222



(2021). Teachers’ Turnover Intentions: Role of HRM Practices in Public Secondary Schools
in Kenya. Cogent Business & Management, 8(1). https://doi.org/10.1080/23311975.
2021.1980262

Kanu, G. C., Ugwu, L. E., Ogba, F. N., Ujoatuonu, I. V., Ezeh, M. A., Eze, A., Okoro, C.,
Agudiegwu, M., & Ugwu, L. I. (2022). Psychological Contract Breach and Turnover
Intentions Among Lecturers: The Moderating Role of Organizational Climate. Frontiers in
Education, 7(March), 1-14. https://doi.org/10.3389/feduc.2022.784166

Karakus, M., Usak, M., & Ersozlu, A. (2021). Emotions in Learning, Teaching, and Leadership:
A Bibliometric Review of Asian Literature (1990-2018). SAGE Open, 11(1).
https://doi.org/10.1177/2158244020988865

Kassem, D. G. (2020). Gender, Leadership Styles, and Employee Turnover Intention: A Case of
Higher Education. 167(1), 1-5. https://www.e-ir.info/2018/01/14/securitisation-theory-an-
introduction/

Kaur, J., & Sharma, A. (2019). Emotional Intelligence and Work Performance. 2.

Kebede, A. G., & Fikire, A. H. (2022). Demographic and job satisfaction variables influencing
academic staffs’ turnover intention in Debre Berhan University, Ethiopia. Cogent Business
and Management, 9(1). https://doi.org/10.1080/23311975.2022.2105038

Kelly, N., Cespedes, M., Clara, M., & Danaher, P. A. (2019). Early career teachers’ intentions to
leave the profession: The complex relationships among preservice education, early career
support, and job satisfaction. Australian Journal of Teacher Education, 44(3).
https://doi.org/10.14221/ajte.2018v44n3.6

Khalid, S., Zohaib Irshad, M., & Mahmood, B. (2012). Job Satisfaction among Academic Staff:
A Comparative Analysis between Public and Private Sector Universities of Punjab,
Pakistan. International Journal of Business and Management, 7(1), 126-136.
https://doi.org/10.5539/ijbm.v7n1pl126

Khalili, A. (2011). Examining the Relevance of Emotional Intelligence and Organizational
Commitment among Employees of Small and Medium Enterprise in Private Sector.
International  Journal of Business and  Management, 6(12), 180-194.
https://doi.org/10.5539/ijbm.v6n12p180

Khan, A. J., Bashir, F., Nasim, I., & Ahmad, R. (2021). Understanding Affective, Normative &

Continuance Commitment through the Lens of Training & Development. IRASD Journal of

223



Management, 3(2), 105-113. https://doi.org/10.52131/jom.2021.0302.0030

Khassawneh, O., Mohammad, T., Ben-Abdallah, R., & Alabidi, S. (2022). The Relationship
between Emotional Intelligence and Educators’ Performance in Higher Education Sector.
Behavioral Sciences, 12(12). https://doi.org/10.3390/bs12120511

Kim, M. S. (2020). Concept Mapping of Career Motivation of Women With Higher Education.
Frontiers in Psychology, 11(May), 1-12. https://doi.org/10.3389/fpsyg.2020.01073

King, E. (2011). Education World Forum Learning for All , Beyond Schooling. January 10-12,
2011 QE2 Conference Center, LondonQE2 Conference Center, 1-11.

Kirigia, J. M., & Wambebe, C. (2006). Status of national health research systems in ten countries
of the WHO African Region. BMC Health Services Research, 6, 1-15.
https://doi.org/10.1186/1472-6963-6-135

Klein, J., & Takeda-Tinker, B. (2008). The impact of leadership on community college faculty
job satisfaction. Academic Leadership, 7(2). https://doi.org/10.58809/DNME9193

Kolarova, D. V. (2010). The impact of participation in job training on employee turnover
intention and the mediatory function of job satisfaction. Master Thesis in Human Resource
Studies, February, 1-36. http://arno.uvt.nl/show.cgi?fid=122359

Komba, A., & Amani, J. (2016). The implications of career motivaton and work commitment for
turnover intention among public university lecturers and primary school teachers in
Tanzania. Journal of Education, Humanities and Sciences, 5(2), 1-16.

Kosi, I., Sulemana, I., Boateng, J. S., & Mensah, R. (2015a). Teacher motivation and job
satisfaction on intention to quit : An empirical study in public second cycle schools in. 5(5),
1-8.

Kosi, I., Sulemana, I., Boateng, J. S., & Mensah, R. (2015b). Teacher motivation and job
satisfaction on intention to quit: An empirical study in public second cycle schools in
Tamale Metropolis, Ghana. International Journal of Scientific and Research Publications,
5(5), 1-8. http://www.ijsrp.org/research-paper-0515/ijsrp-p41119.pdf

Kothari, C. R. (2004). Research Methodology methods and techniques (second revised edition).
New age international publishers.

Kotsou, I., Mikolajczak, M., Heeren, A., Grégoire, J., & Leys, C. (2019). Improving Emotional
Intelligence: A Systematic Review of Existing Work and Future Challenges. Emotion
Review, 11(2), 151-165. https://doi.org/10.1177/1754073917735902

224



Koul, N. (2016). Evaluation of Organization Commitment of Teachers: A Study in Select
Government Colleges of Chandigarh. 18, 11-15. https://doi.org/10.9790/487X-1812031115

Kreibich, A., Wolf, B. M., Bettschart, M., Ghassemi, M., Herrmann, M., & Brandstatter, V.
(2022). How self-awareness is connected to less experience of action crises in personal goal
pursuit. Motivation and Emotion, 46(6), 825-836. https://doi.org/10.1007/s11031-022-
09942-5

Kristanti et al. (2021). Turnover Intention Among Lecturers in Private Higher Education: the
Direct Impact of Financial Rewards and Mediation of Job Satisfaction and Effective
Organizational Commitment. Jurnal  Aplikasi  Manajemen, 19(2), 282-295.
https://doi.org/10.21776/ub.jam.2021.019.02.05

Kukla-Acevedo, S. (2009). Leavers, movers, and stayers: The role of workplace conditions in
teacher mobility decisions. Journal of Educational Research, 102(6), 443-452.
https://doi.org/10.3200/JOER.102.6.443-452

Kumari, N. (2011). Job Satisfaction of the Employees at the Workplace Cite this paper Job
Satisfaction of the Employees at the Workplace. European Journal of Business and
Management Www.liste.Org ISSN, 3(4), 11-31. www.iiste.org

Lalitha, C., & Singh, S. (2014). Employee Retention: A Strategic Tool for Organisation
Profitability. International Journal of Innovative Research & Development, 3(12), 69-71.
https://www.internationaljournalcorner.com/index.php/ijird_ojs/article/view/135196

Lambert, E., & Hogan, N. (2009). The importance of job satisfaction and organizational
commitment in shaping turnover intent: A test of a causal model. Criminal Justice Review,
34(1), 96-118. https://doi.org/10.1177/0734016808324230

Latham, G. P., & Pinder, C. C. (2005). Work motivation theory and research at the dawn of the
twenty-first ~ century. Annual Review  of  Psychology, 56, 485-516.
https://doi.org/10.1146/annurev.psych.55.090902.142105

Latif, H., Majoka, M. I., & Khan, M. I. (2017). Emotional intelligence and job performance of
high school female teachers. Pakistan Journal of Psychological Research, 32(2), 333-351.

Laura Mamuli, C. (2020). Human Capital Development and Higher Education. European
Business & Management, 6(4), 61. https://doi.org/10.11648/j.ebm.20200604.11

Lawler, E. E., & Porter, L. W. (1967). The Effect of Performance on Job Satisfaction. Industrial
Relations. A Journal of Economy and Society, 7(1), 20-28.

225



https://s3.amazonaws.com/academia.edu.documents/50985106/.1468-
232x.1967.tb01060.x20161220-21641-xbng3y.pdf?response-content-
disposition=inline%3B filename%3DThe_effect_of performance_on_job_satisfa.pdf&X-
Amz-Algorithm=AWS4-HMAC-SHA256 & X-Amz-Credential=A

Lawshe. (1975a). A Quantitative Approach to Content Va L | D | Tyl. Personality Psychology,
INC., 16, 563-575. https://doi.org/10.3412/jsb.16.926

Lawshe. (1975b). a Quantitative Approach To Content Validity. Personnel Psychology, 28(4),
563-575. https://doi.org/10.1111/j.1744-6570.1975.tb01393.x

Lazzari, M., Alvarez, J. M., & Ruggieri, S. (2022). Predicting and explaining employee turnover
intention. International Journal of Data Science and Analytics, 14(3), 279-292.
https://doi.org/10.1007/s41060-022-00329-w

Lee, Hom, Eberly, Li, & Mitchell. (2016). Academy of Management Perspectives On The Next
Decade of Research in Voluntary Employee Turnover On The Next Decade of Research in
Voluntary Employee Turnover Thomas W . Lee University of Washington , Seattle Peter W .
Hom Arizona State University Marion.

Lee, C. S, Jang, H. Y., & Ryu, E. K. (2021). The effects of stress and organizational
commitment on turnover intention of workers: The moderated mediation effect of
organizational communication. Studies in Computational Intelligence, 903(February), 309—
320. https://doi.org/10.1007/978-981-15-5495-7_17

Lee, X,, Yang, B., & Li, W. (2017). The influence factors of job satisfaction and its relationship
with turnover intention: Taking early-career employees as an example. Anales de
Psicologia, 33(3), 697. https://doi.org/10.6018/analesps.33.3.238551

Li, L., Hu, H., Zhou, H., He, C., Fan, L., & Liu, X. (2014). Work stress , work motivation and
their effects on job satisfaction in community health workers : a cross-sectional survey in
China. December 2012. https://doi.org/10.1136/bmjopen-2014-004897

Li, X., Zhang, Q., & Gamble, J. H. (2022). Teacher burnout and turnover intention in higher
education: The mediating role of job satisfaction and the moderating role of proactive
personality. Frontiers in Psychology, 13(December), 1-17.
https://doi.org/10.3389/fpsyg.2022.1076277

Li, Y., & Sawhney, R. (2019a). Empirical Analysis of Factors Impacting Turnover Intention

among Manufacturing Workers. International Journal of Business and Management, 14(4),

226



1. https://doi.org/10.5539/ijbm.v14n4pl

Li, Y., & Sawhney, R. & T. L. (2019b). Empirical Analysis of Factors Impacting Turnover
Intention among Manufacturing Workers. International Journal of Business and
Management, 14(4), 1. https://doi.org/10.5539/ijbm.v14n4pl

Lin, C. Y., & Huang, C. K. (2020). Employee turnover intentions and job performance from a
planned change: the effects of an organizational learning culture and job satisfaction.
International Journal of Manpower, 42(3), 409-423. https://doi.org/10.1108/1JM-08-2018-
0281

Lloret, S., Ferreres, A., Hernandez, A., & Tomas, I. (2017). The exploratory factor analysis of
items : guided analysis based on empirical data and software. 33, 417-432.

Loan, L. T. M. (2020). The influence of organizational commitment on employees’ job
performance: The mediating role of job satisfaction. Management Science Letters, 10(14),
3307-3312. https://doi.org/10.5267/j.msl.2020.6.007

Locke. (1976). The nature and causes of job satisfaction. Handbook of industrial and
organizational psychology, 1, 1297-1343.

Lopes, P. N., Salovey, P., & Straus, R. (2003). Emotional intelligence, personality, and the
perceived quality of social relationships. Personality and Individual Differences, 35(3),
641-658. https://doi.org/10.1016/S0191-8869(02)00242-8

Louis Cohen, L. M. and K. M. (2007). Research Methods in Education. Routledge, Taylor &
Francis Group, London and New York.

Lyons, P., & Bandura, R. (2021). Turnover intention: management behaviors to help retain
talented employees. Development and Learning in Organizations, 35(5), 7-10.
https://doi.org/10.1108/DL0O-10-2020-0204

Mackey, Gass. (2016). Second Language Research: Methdology and Design. In Lawrence
Erlbaum Associates.

Mahmood, A., Nudrat, S., Asdaque, M. M., Nawaz, A., & Haider, N. (2011). Job satisfaction of
secondary school teachers: A comparative analysis of gender, urban and rural schools.
Asian Social Science, 7(8), 203—-207. https://doi.org/10.5539/ass.v7n8p203

Mahmud, N., Muhammed Zulfikri, N. K., Ismail, I., & Miskam, Z. (2020). Barriers To Effective
Comunication in an Organisation: a Case of Selected Multinational Company in Malaysia.
E-Academia Journal, 9(1). https://doi.org/10.24191/e-aj.v9i1.9517

227



Malik, M. E., Nawab, S., Naeem, B., & Danish, R. Q. (2010). Job Satisfaction and
Organizational Commitment of University Teachers in Public Sector of Pakistan.
International Journal of Business and Management, 5(6).
https://doi.org/10.5539/ijbm.v5n6pl7

Manafzadeh, M. A., Ghaderi, E., Moradi, R., Amirhasani, P., & Taheri, S. (2018). Assessment of
Effective Organizational Communication on Organizational Silence and Organizational
Citizenship Behavior. Journal of Ecophysiology and Occupational Health, 18(1&2), 24-30.
https://doi.org/10.18311/jeoh/2018/21372

Mannheim, B., & Baruch, Y. (1997). Alternative models for antecedents and outcomes of work
centrality and job satisfaction of high-tech personnel. SAGE, 50(1537).
https://doi.org/10.1177/001872679705001204

Maragha, A. V. (2021). The Impact of Instructional Communication Skills Training on
Educators | Journal of Integrated Sciences. Journal of Integrated Sciences, 1(4), 41-59.
https://jis.iou.edu.gm/index.php/islamic/article/view/154

Marginson, S., & Marginson, S. (2017). Studies in Higher Education Limitations of human
capital theory Limitations of human capital theory *. Studies in Higher Education, 0(0), 1-
15. https://doi.org/10.1080/03075079.2017.1359823

Marimuthu, M., Arokiasamy, L., & Ismail, M. (2009). Human capital development and its
impact on firm performance: Evidence from developmental economics: Evidence From
Developmental Economics. The Journal of International Social Research, 2.

Mario A. Rivera and Everett M. Rogers. (2004). Evaluating public sector innovation in
networks: Extending the reach of the national cancer institute’s web-based health
communication intervention research initiative. The Innovation Journal: The Public Sector
Innovation Journal, 9(3), 1-5. https://innovation.cc/discussion-papers/rivera-rogers-9-
3.pdf%5Cnpapers2://publication/uuid/63DA4804-58FE-4837-9A04-F89ECB354CFA

Marques, J. (2021). Exploring gender at work: Multiple perspectives. In Exploring Gender at
Work:  Multiple Perspectives.  https://www.scopus.com/inward/record.uri?eid=2-s2.0-
85121394508&d0i=10.1007%2F978-3-030-64319-
5&partnerlD=40&md5=02de46b5b0c49061be0a79eb0e27f692

Martin Fishbein and Icek Ajzen. (1975). Review Reviewed Work ( s ): Belief , Attitude ,

Intention and Behavior : An Introduction to Theory and Research . by Martin Fishbein and

228



Icek Ajzen Review by : Richard J . Hill Source : Contemporary Sociology , Vol . 6, No . 2 (
Mar ., 1977), pp . 244-2. Penn State University Press Stable, 10(2), 130-132.

Masum, A. K. M., Azad, M. A. K., & Beh, L. S. (2015). Determinants of academics’ job
satisfaction: Empirical evidence from private universities in bangladesh. PLoS ONE, 10(2),
1-15. https://doi.org/10.1371/journal.pone.0117834

Mathews, S. L. (2018). A Quantitative Examination of The Relationship Between Organizational
Commitment, Work-Life Balance and Voluntary Turnover Intention of Women Faculty in
The Stem Disciplines Within The United States. December, 1-159.

Mathieu, J. E., & Zajac, D. M. (1990). A Review and meta-analysis of the antecedents,
correlates, and consequences of organizational commitment. Psychological Bulletin, 108(2),
171-194. https://doi.org/10.1037/0033-2909.108.2.171

Maulod, Shafinaz A. Piaw, C. Y., & Wei, L. M. (2017). Relationship between principals’
emotional intelligence and instructional leadership practices in Malaysian secondary
schools. International Journal of Advanced and Applied Sciences, 4(3), 122-129.
https://doi.org/10.21833/ijaas.2017.03.019

Mayer, J., & Salovey, P. (1997). What is emotional intelligence? In: Salovey, P., Sluyter, D.
(Eds.), Emotional Development and Emotional Intelligence. Implications for Educators.
Basic Books,New York, 3-31.

Mayer and Salovey. (2008). Emotional Intelligence: New Ability or Eclectic Traits? American
Psychologist, 63(6), 503-517. https://doi.org/10.1037/0003-066X.63.6.503

Mayer, J. D., Caruso, D. R., & Salovey, P. (2016a). Emotional Intelligence The Ability Model of
Emotional Intelligence: Principles and Updates. Er.Sagepub.Com, 8(4), 290-300.
https://doi.org/10.1177/1754073916639667

Mayer, J. D., Caruso, D. R., & Salovey, P. (2016b). The Ability Model of Emotional
Intelligence:  Principles and  Updates. Emotion  Review, 8(4), 290-300.
https://doi.org/10.1177/1754073916639667

Mayer, J. D., Salovey, P., & Caruso, D. (2000). Models of Emotional Intelligence [Modelos de la
inteligencia emocional]. Handbook of Intelligence, 396-420.

Mayer, J. D., Salovey, P., & Caruso, D. (2012). Models of Emotional Intelligence. Handbook of
Intelligence, 16(7), 396-420. https://doi.org/10.1017/cbo9780511807947.019

229



McMuillan and Schumacher. (1997). Education research, a conceptual introduction 4th ed.New
York: Longman, Inc.

McNeish, D., An, J., & Hancock, G. R. (2017). The Thorny Relation Between Measurement
Quality and Fit Index Cutoffs in Latent Variable Models. Journal of Personality
Assessment, 100(1), 43-52. https://doi.org/10.1080/00223891.2017.1281286

Megfira Adem. (2019). The Effect of Organizational Commitment on Employees’ Turnover
Intention: In the Case of Ethiopian Trading Business Corporation (Alle Bejimla). June.

Mehrad, A., & Fallahi, B. (2014). The role of leadership styles on staff “s job satisfaction in
public organizations. Acta Universitaria, 24(5), 27-32. https://doi.org/10.15174/
au.2014.597

Meng, X., & Yang, D. (2023). Marital status differences in the association of work motivation
with  burnout: a network perspective. Current Psychology, 43(1), 531-540.
https://doi.org/10.1007/s12144-022-04124-5

Messick, S. (1994). The Interplay of Evidence and Consequences In the Validation oF
Performance Assessments.

Meyer and Allen. (1997). Commitment in the workplace: Theory, research and application, by
john p. meyer and natalie j. allen. (1997). thousand oaks, ca: sage. 150 pp., $34.00 cloth,
$15.95 paper. Human Resource Development Quarterly, 9(3), 309-312.
https://doi.org/10.1002/hrdg.3920090309

Meyer, J. P., Stanley, D. J., Herscovitch, L., & Topolnytsky, L. (2002). Affective, continuance,
and normative commitment to the organization: A meta-analysis of antecedents, correlates,
and consequences. Journal of Vocational Behavior, 61(1), 20-52. https://doi.org/10.1006/
jvbe.2001.1842

Meyer, J. P., & Tett, R. P. (1993). Job Satisfaction, Organizational Commitment, Turnover
Intention, and Turnover: Path Analyses Based on Meta-analytical Findings. Personnel
Psychology, 46, 259-293.

Miao, C., Humphrey, R. H., & Qian, S. (2018). A Cross-Cultural Meta-Analysis of How Leader
Emotional Intelligence Influences Subordinate Task Performance and Organizational
Citizenship Behavior. Transcommunication, 53(1), 1-8.

Miao, C., Humphrey, R. H., & Qian, S. (2017). A meta-analysis of emotional intelligence and
work attitudes. 177-202. https://doi.org/10.1111/joop.12167

230



Michael W. Matier. (1990). Retaining Faculty : A Tale of Two Campuses Author (s ): Michael
W . Matier Source : Research in Higher Education , Feb ., 1990, Vol . 31, No . I, AIR
Forum Issue ( Feb ., Published by : Springer Stable URL : https://www.jstor.org/stable/
40195928 RETAI. 31(1), 39-60.

Michaels, C. E., & Spector, P. E. (1982). Causes of employee turnover: A test of the Mobley,
Griffeth, Hand, and Meglino model. Journal of Applied Psychology, 67(1), 53-59.
https://doi.org/10.1037/0021-9010.67.1.53

Miller, M. D., Brownell, M. T., & Smith, S. W. (1999). Transferringfrom the Special. 65(2),
201-218.

Mills, A. J., Weatherbee, T. G., Foster, J., & Mills, J. H. (2015). The new deal for management
and organizational studies: Lessons, insights, and reflections. The Routledge Companion to
Management and Organizational History, January 2015, 265-284.
https://doi.org/10.4324/9780203550274

Mobley, W. H. (1977). Intermediate linkages in the relationship between job satisfaction and
employee turnover. Journal of Applied Psychology, 62(2), 237-240. https://doi.org/10.1037/
0021-9010.62.2.237

Mobley, W. H., Horner, S. O., & Hollingsworth, A. T. (1978). An Evaluation of Precursors of
Hospital Employee Turnover. 63(4), 408-414.

Mohammad, F. N., Chai, L. T., Aun, L. K., & Migin, M. W. (2014). Emotional intelligence and
turnover intention. 6(4), 211-220. https://doi.org/10.7813/2075-4124.2014/6-4/B.33

Molla, T. (2018). Higher education in Ethiopia : structural inequalities and policy responses.

Moon, T. W., & Hur, W. M. (2011). Emotional intelligence, emotional exhaustion, and job
performance. Social Behavior and Personality, 39(8), 1087-1096. https://doi.org/
10.2224/sbp.2011.39.8.1087

Moradi, S., Faghiharam, B., & Ghasempour, K. (2018). Relationship Between Group Learning
and Interpersonal Skills With Emphasis on the Role of Mediating Emotional Intelligence
Among High School Students. SAGE Open, 8(2). https://doi.org/10.1177/
2158244018782734

MoSHE. (2020). Ministry of Science and Higher education MoSHE (2020), Public University
instructors’ statistical data. In MasterClass in Geography Education: Transforming

Teaching and Learning. https://doi.org/10.5040/9781474238151.ch-011

231



Motuma Hirpassa. (2015). A Study on the Magnitude and Causes of Turnover among Academic
Staffs of Ethiopian Higher Institutions : Evidence from Ambo University. 7522, 285-293.

Mowday, S. & P. (1979). The measurement of Organizational Commitment (pp. 224-247).

Moynihan, D. P., & Landuyt, N. (2008). Explaining Turnover Intention in State Government:
Examining the Roles of Gender, Life Cycle, and Loyalty. Review of Public Personnel
Administration, 28(2), 120-143. https://doi.org/10.1177/0734371X08315771

Mudrak, J., Zabrodska, K., Kveton, P., Jelinek, M., Blatny, M., Solcova, I., & Machovcova, K.
(2018). Occupational Well-being Among University Faculty: A Job Demands-Resources
Model. Research in Higher Education, 59(3), 325-348. https://doi.org/10.1007/s11162-017-
9467-x

Muijs, D. R. (2015). ERIC - EJ1100408 - Teachers’ Beliefs and Behaviors: What Really
Matters?, Journal of Classroom Interaction, 2015. Journal of Classroom Interaction, V50
N1 P25-40 2015, 50(2002), 25-40.

Mulie, H., & Sime, G. (2018). Determinants of Turnover Intention of Employees Among the
Academic Staffs ( The Case of Some Selected Ethiopian Universities ). Journal of
Economics and Sustainable Development, 9(15), 18-29.

Mumtaz, R., Bourini, I., Al-Bourini, F. A., & Alkhrabsheh, A. A. (2022). Investigating
managerial and fairness practices on employee turnover intentions through the mediation of
affiliation quality between organisation and employee. A comprehensive study of the
metropolitan society of Malaysia. International Journal of Management and Decision
Making, 21(1), 1-27. https://doi.org/10.1504/IIMDM.2022.119576

Munir, R. I. S., & Rahman, R. A. (2016). Determining Dimensions of Job Satisfaction Using
Factor Analysis. Procedia Economics and Finance, 37(16), 488-496. https://doi.org/
10.1016/s2212-5671(16)30156-3

Munyengabe, S., Haiyan, H., Yiyi, Z., & Jiefei, S. (2017). Factors and levels associated with
lecturers’ motivation and job satisfaction in a Chinese university. Eurasia Journal of
Mathematics,  Science and  Technology  Education, 13(10), 6415-6430.
https://doi.org/10.12973/ejmste/77946

Musheke, M. M., & Phiri, J. (2021). The Effects of Effective Communication on Organizational
Performance Based on the Systems Theory. Open Journal of Business and Management,
09(02), 659-671. https://doi.org/10.4236/0jbm.2021.92034

232



Mustafa, M. J., Vinsent, C., & Badri, S. K. Z. (2023). Emotional intelligence, organizational
justice and work outcomes. Organization Management Journal, 20(1), 30-42.
https://doi.org/10.1108/0OMJ-08-2021-1322

N. Allen, & J. Meyer. (1990). The Measurement and Antecedents of Affective, Continuance and
Normative Commitment to the Organization. Journal of Occupational Psychology., 63, 1-
18. https://sci-hub.ru/10.1111/j.2044-8325.1990.tb00506.x

Nadaf, Z. A. (2017). Effect of Emotional Intelligence, Occupational Stress and Self-Efficacy on
Job Satisfaction. Journal of Research & Innovation in Education. https://www.
researchgate.net/publication/334534765

Naib Singh. (2022). Effective Communication in Higher Education. International Research
Journal of Moderation in Engineering Technology and Scince, 4(12), 273-282.

Nasiru, M., & Hammawa, K. A. (2020). Effect of Communication Gaps in the Achievement of
Organizational Objectives in Adamawa State University, Mubi, Nigeria. International
Journal of Innovative Research and Development, 9(5), 32-39. https://doi.org/
10.24940/ijird/2020/v9/i5/may20022

Nazari, M., & Alizadeh Oghyanous, P. (2021). Exploring the role of experience in L2 teachers’
turnover intentions/occupational stress and psychological well-being/grit: A mixed methods
study. Cogent Education, 8(1). https://doi.org/10.1080/2331186X.2021.1892943

Nazir Haider Shah, I. M. & A. N. (2020). Demographic Variables Effect the Organizational
Commitment of Teachers: Myth or Reality. 3(3), 293-300.

Nazir Haider Shah, M. I. and A. N. (2020). Demographic Variables Effect the Organizational
Commitment of Teachers: Myth or Reality. Sjesr, 3(3), 293-300. https://doi.org/10.36902/
sjesr-vol3-iss3-2020(293-300)

Ng’ethe, J. M., Namusonge, G. S., & Iravo, M. E. (2012). Influence of Leadership Style on
Academic Staff Retention in Public Universities in Kenya. International Journal of
Business and Social Science, 3(21), 297-302.

Ngirande, H. (2021). Occupational stress, uncertainty and organisational commitment in higher
education: Job satisfaction as a moderator. SA Journal of Human Resource Management,
19, 1-11. https://doi.org/10.4102/sajhrm.v19i0.1376

Ngo, H., & Wing-Ngar Tsang, A. (1998). Employment Practices and Organizational
Commitment: Differential Effects for Men and Women? The International Journal of

233



Organizational Analysis, 6(3), 251-266. https://doi.org/10.1108/eb028887

Nicholas R. Harrod and Scott D. Scheer. (2005a). An exploration of adolescent emotional
intelligence in relation to demographic characteristics. 40(159).

Nicholas R. Harrod and Scott D. Scheer. (2005b). An exploration of adolescent emotional
intelligence in relation to demographic characteristics. February 2005.

Nkpa N. (1997). Educational Research for Modern Scholars, Ibadan. Fourth Dimension
Publishing Co., Ltd p. 53.

Nunnally J C. (1967). Psychometric theory. University of Chicago, Chicago, IL.
https://doi.org/10.2307/2281384

Nuno Da Camara, Victor Dulewicz and Malcolm Higgs. (2015). “Exploring the Relationship
between Perceptions of Organizational Emotional Intelligence and Turnover Intentions
amongst Employees: The Mediating Role of Organizational Commitment and Job
Satisfaction” In New Ways of Studying Emotions in Organizations. Pu. Research on
Emotion in Organizations, 11, XVI—XXIV. https://doi.org/10.1108/s1746-
979120150000011026

Nwakasi, C. C., & Cummins, P. A. (2019). Teacher motivation and job satisfaction: a case study
of North West Nigeria. Global Journal of Educational Research, 17(2), 103.
https://doi.org/10.4314/gjedr.v17i2.2

O’Neill, M., & Bagchi-Sen, S. (2023). Public universities and human capital development in the
United States. GeoJournal, 88(1), 733-751. https://doi.org/10.1007/s10708-022-10636-1

O’Reilly, C. A., & Roberts, K. H. (1976). Relationships among components of credibility and
communication behaviors in work units. Journal of Applied Psychology, 61(1), 99-102.
https://doi.org/10.1037/0021-9010.61.1.99

Obiechina, B. T. (2019). the Relationship Between Organizational Commitment and Turnover
Intention : the Moderation Effect of Constituent Attachment. 85.

OECD. (2022). Education at a Glance 2022: OECD Indicators, OECD.

Ololube, N. P. (2006). Teachers job satisfaction and motivation for school effectiveness: An
assessment. Essays in Education, 18.

Onyekuru, B. U., & Ugwu, C. J. (2017). Emotional Intelligence As a Correlate of Marital
Stability: the Counselling Implications. European Journal of Psychological Research, 4(1),

53-60. www.idpublications.org

234



Oshagbemi, T. (1997). Job satisfaction and dissatisfaction in higher education. Education +
Training, 39(9), 354-359. https://doi.org/10.1108/00400919710192395

Owen Hargie. (2022). Skilled Inter personal Communication. Research, Theory and Prctice
(Seventh Ed). Taylor & Francis.

Ozkaral, T. C., & Ustu, H. (2019). Examination of the Relationship Between Teacher
Candidates’ Emotional Intelligence and Communication Skills. Journal of Education and
Learning, 8(5), 232. https://doi.org/10.5539/jel.v8n5p232

Pallant, J. (2010). Survival Manual. In McGraw-Hill Education.

Pan, B., Shen, X., Liu, L., Yang, Y., & Wang, L. (2015). Factors associated with job satisfaction
among university teachers in northeastern region of China: A cross-sectional study.
International Journal of Environmental Research and Public Health, 12(10), 12761-12775.
https://doi.org/10.3390/ijerph121012761

Parasiz, O., Kog, M., Ilgar, E., & Sahin, M. Y. (2017). Relationship between organizational
commitment and turnover intentions of academics. Journal of Human Sciences, 14(4),
4065. https://doi.org/10.14687/jhs.v14i4.5076

Parveen, R., Rahman, M. I., & Khaled, M. C. (2020). Factors Affecting Job Satisfaction in the
Tourism Sector of Bangladesh. Hospitality & Tourism Review, 1(1), 48-61.
https://doi.org/10.38157/hospitality-tourism-review.v1i1.139

Pasha, S., & Aftab, M. J. (2021). A Descriptive Analysis of University Teachers’ Emotional
Intelligence, Organizational Commitment, Job Satisfaction, and Turnover Intention. Journal
of Educational Research, Dept. of Education, 1UB, 23(2), 2020. https://www.researchgate.
net/profile/Muhammad-Aftab-
10/publication/348607990 A Descriptive Analysis_of University Teachers’ Emotional I
ntelligence_Organizational Commitment_Job_Satisfaction_and_Turnover_Intention/links/6
00774ff45851553a05833b9/A-Descripti

Perryer, C., Jordan, C., Firns, I., & Travaglione, A. (2010). Predicting turnover intentions: The
interactive effects of organizational commitment and perceived organizational support.
Management Research Review, 33(9), 911-923. https://doi.org/10.1108/
01409171011070323

Peter Salovey and John D. Mayer. (1990). Emotional intelligence. Educational Leadership,
58(3), 14-18. https://doi.org/10.2190/dugg-p24e-52wk-6¢cdg

235



Petrides. (2009). A psychometric analysis of the Trait Emotional Intelligence Questionnaire-
Short Form (TEIQue-SF) using item response theory. Journal of Personality Assessment,
92(5), 449-457. https://doi.org/10.1080/00223891.2010.497426

Petrides, K. V. (2016). Four Thoughts on Trait Emotional Intelligence. Emotion Review, 8(4),
345. https://doi.org/10.1177/1754073916650504

Petrides, K. V., & Furnham, A. (2006). The role of trait emotional intelligence in a gender-
specific model of organizational variables. Journal of Applied Social Psychology, 36(2),
552-569. https://doi.org/10.1111/j.0021-9029.2006.00019.x

Petrides, K. V., Pita, R., & Kokkinaki, F. (2007). The location of trait emotional intelligence in
personality factor space. British Journal of Psychology, 98(2), 273-289.
https://doi.org/10.1348/000712606X120618

Petrides, K. V., Sanchez-Ruiz, M.-J., Siegling, A. B., Saklofske, D. H., & Mavroveli, S. (2018).
Emotional Intelligence as Personality: Measurement and Role of Trait Emotional
Intelligence in Educational Contexts. https://doi.org/10.1007/978-3-319-90633-1_3

Platsidou, M. (2010). Trait emotional intelligence of greek special education teachers in relation
to burnout and job satisfaction. School Psychology International, 31(1), 60-76.
https://doi.org/10.1177/0143034309360436

Plooy, K., & Beer, R. De. (2018). Effective interactions : Communication and high levels of
marital satisfaction. 0237(May). https://doi.org/10.1080/14330237.2018.1435041

Podolsky, A., Kini, T., Darling-Hammond, L., & Bishop, J. (2019). Strategies for attracting and
retaining educators: What does the evidence say? Education Policy Analysis Archives,
27(April), 1-47. https://doi.org/10.14507/epaa.27.3722

Pongton, P., & Suntrayuth, S. (2019). Communication satisfaction, employee engagement, job
satisfaction, and job performance in higher education instituti. ABAC Journal, 39(3), 90—
110.

Powell, A, Piccoli, G., & lves, B. (2004). Virtual Teams : A Review of Current Literature and
Directions for Future. 35(1).

Preenen, P. T. Y., Pater, I. E. De, Vianen, A. E. M. Van, & Keijzer, L. (2011). Managing
Voluntary  Turnover Through Challenging Assignments. https://doi.org/10.1177/
1059601111402067

236



Prestholdt, P. H., Lane, I. M., & Mathews, R. C. (1987). Nurse Turnover as Reasoned Action:
Development of a Process Model. Journal of Applied Psychology, 72(2), 221-227.
https://doi.org/10.1037/0021-9010.72.2.221

Prudon, P. (2015). Comprehensive Psychology Confirmatory factor analysis as a tool in
research using questionnaires : a critique 1, 2. 4, 1-19. https://doi.org/10.2466/03.CP.4.10

Qasir Abbas, Baig, S. J. K. K. B. (2019). Emotional Intelligence and Job Satisfaction among
University Teachers. 50(1), 79-93.

Qazi, A, Hasan, N., Abayomi-Alli, O., Hardaker, G., Scherer, R., Sarker, Y., Kumar Paul, S., &
Maitama, J. Z. (2022). Gender differences in information and communication technology
use & skills: a systematic review and meta-analysis. In Education and Information
Technologies (Vol. 27, Issue 3). https://doi.org/10.1007/s10639-021-10775-X

Qin, L. (2021). Country effects on teacher turnover intention: a multilevel, cross-national
analysis.  Educational Research for Policy and Practice, 20(1), 79-105.
https://doi.org/10.1007/s10671-020-09269-3

Qun Zhang, X. L. and J. H. G. (2022). Teacher burnout and turnover intention in higher
education: The mediating role of job satisfaction and the moderating role of proactive
personality. Frontiers in Psychology, 13(December), 1-17. https://doi.org/10.3389
/fpsyg.2022.1076277

Qureshi, M. A., Qureshi, J. A., Thebo, J. A., Shaikh, G. M., Brohi, N. A., & Qaiser, S. (2019).
The nexus of employee’s commitment, job satisfaction, and job performance: An analysis
of FMCG industries of Pakistan. Cogent Business and Management, 6(1).
https://doi.org/10.1080/23311975.2019.1654189

Rahman, W., & Nas, Z. (2013). Employee development and turnover intention: Theory
validation. European Journal of Training and Development, 37(6), 564-579.
https://doi.org/10.1108/EJTD-May-2012-0015

Rajkonwar, B., & Rastogi, M. (2018). The Impact of Work—Family Issues on Turnover
Intentions among Nurses? A Study from North-eastern India. Journal of Health
Management, 20(2), 164-177. https://doi.org/10.1177/0972063418763652

Ramalho Luz, C. M. D., Luiz de Paula, S., & de Oliveira, L. M. B. (2018). Organizational
commitment, job satisfaction and their possible influences on intent to turnover. Revista de
Gestao, 25(1), 84-101. https://doi.org/10.1108/REGE-12-2017-008

237



Ramchandran, K., Tranel, D., Duster, K., & Denburg, N. L. (2020). The Role of Emotional vs.
Cognitive Intelligence in Economic Decision-Making Amongst Older Adults. Frontiers in
Neuroscience, 14(May), 1-15. https://doi.org/10.3389/fnins.2020.00497

Ramirez, D. (2012). Organizational Communication Satisfaction and Job Satisfaction Within
University Foodservice. University of Oregon, 1-98.

Ramli, A. A., Salahudin, S. N., & Zainol, Z. (2014). Social Sciences & Humanities Turnover
Intention among Academics : A Case Study of Private Higher Learning Education in Klang
Valley. 22(1), 321-334.

Rathakrishnan, T., Imm, N. S., & Kok, T. K. (2016). Social Sciences & Humanities Turnover
Intentions of Lecturers in Private Universities in. 24, 129-146.

Raykov, T. (1997). Estimation of composite reliability for congeneric measures. Applied
Psychological Measurement, 21(2), 173-184. https://doi.org/10.1177/01466216970212006

Rehman, K., Zia-Ur-, R., Saif, N., Khan, A. S., NAWAZ, A., & REHMAN, S. ur. (2013).
Impacts of Job Satisfaction on Organizational Commitment: A Theoretical Model for
Academicians in HEI of Developing Countries like Pakistan. International Journal of
Academic Research in Accounting, Finance and Management Sciences, 3(1), 80-89.

Reilly, E., Dhingra, K., & Boduszek, D. (2013). Teachers’ self-efficacy beliefs, self-esteem, and
job stress as determinants of job satisfaction. International Journal of Educational
Management, 28(4), 365-378. https://doi.org/10.1108/1JEM-04-2013-0053

Rex B. Kline. (2016). Principles and Practice of Structural Equation Modeling (D. A. K. Todd
D. Little, and (ed.); 4th ed.). The Guilford Press, New York,.

Riaz, W., Ali, A., Memoona, S. I., & Igbal, M. (2017). Mediating Role of Organizational
Commitment in the Relationship of Attitudinal Aspects and Employees’ Turnover
Intentions: A Theoretical Framework. Pollster Journal of Academic Research, 4(1), 0-19.

Richard M. Ryan and Edward L. Deci. (2000). Self-Determination Theory and the Facilitation of
Intrinsic Motivation, Social Development, and Well-Being. American Psychologist, 55(1),
68-78. https://doi.org/10.1037/cou0000340

Rietveld, J. R., Hiemstra, D., Brouwer, A. E., & Waalkens, J. (2022). Motivation and
productivity of employees in higher education during the first lockdown. Administrative
Sciences, 12(1), 1-11. https://doi.org/10.3390/admsci12010001

Ringle, C. M., Da Silva, D., & Bido, D. D. S. (2014). Structural Equation Modeling With the

238



Smartpls. Revista Brasileira de Marketing, 13(2), 56-73. https://doi.org/10.5585/
remark.v13i2.2717

Rivers, S. E., Brackett, M. A., Reyes, M. R., Elbertson, N. A., & Salovey, P. (2012). Improving
the Social and Emotional Climate of Classrooms: A Clustered Randomized Controlled Trial
Testing the RULER Approach. Prevention Science, 14(1), 77-87. https://doi.org/10.1007
/s11121-012-0305-2

Robert Sternberg Sternberg, R. (1985). Sketch of a componential subtheory of human
intelligence. Behavioral and Brain Sciences, 3(4), 573-584. https://doi.org/10.1017/
S0140525X00006932

Romeo, M., Yepes-Baldo, M., & Lins, C. (2020). Job Satisfaction and Turnover Intention
Among People With Disabilities Working in Special Employment Centers: The Moderation
Effect of Organizational Commitment. Frontiers in Psychology, 11(June), 1-8.
https://doi.org/10.3389/fpsyg.2020.01035

Roorda, D. L., Koomen, H. M. Y., Spilt, J. L., & Oort, F. J. (2011). Review of Educational
Research: The influence of affective teacher-student relationships on students’ school
engagement and achievement: A meta-analytic approach. https://doi.org/10.3102/
0034654311421793

Rosete, D., & Ciarrochi, J. (2005). Emotional intelligence and its relationship to workplace
performance outcomes of leadership effectiveness. https://doi.org/10.1108/ 0143773051
0607871

Rubenstein, A. L., Eberly, M. B., Lee, T. W., & Mitchell, T. R. (2018). Surveying the forest: A
meta-analysis, moderator investigation, and future-oriented discussion of the antecedents of
voluntary employee turnover. Personnel Psychology, 71(2), 23-65.
https://doi.org/10.1111/peps.12226

Rubin, A., & Babbie, E. R. (2013). Essential research methods for social work (3rd ed.).
Belmont, CA: Brooks, Cole. 2013.

S. Robbins and T.Judge. (2013). Organizational Behavior Fifteenth Edition. Prentice Hall.
Pearson Education, Inc.

S4, S., Morais, J., & Almeida, F. (2021). The Identification of Emotional Intelligence Skills in
Higher Education Students with WebQDA. Advances in Intelligent Systems and Computing,
1345 AISC(March 2023), 45-55. https://doi.org/10.1007/978-3-030-70187-1_4

239



Sacramento, R. (2023). Emotional Intelligence , Job Satisfaction , Organizational Commitment
and Its Relationship to Job Performance : Basis for Professional Development Plan. 742—
763. https://doi.org/10.5281/zenodo.10032427

Salovey and Mayer. (2008). The Positive Psychology of Emotional Intelligence. Emotional
Intelligence: Perspectives on Educational & Positive Psychology, 336, 185-208.
http://search.ebscohost.com/login.aspx?direct=true&db=eue&AN=39347330&site=ehost-
live

Salovey, P., & Mayer, J. D. (1990). An Intelligent Look at Emotional Intelligence. Imagination,
Cognition and Personality, 9(3), 185-211. https://doi.org/10.2190/DUGG-P24E-52WK-
6CDG

Sanchez-alvarez, N., Pilar, M., Martos, B., Extremera, N., & Thomas, C. (2020). A Meta-
Analysis of the Relationship Between Emotional Intelligence and Academic Performance in
Secondary Education: A Multi-Stream Comparison. 11(July), 1-11. https://doi.org/
10.3389/fpsyq.2020.01517

Schoeps, K., Modnaco, E., Cotoli, A.,, & Montoya-Castilla, 1. (2020). The impact of peer
attachment on prosocial behavior, emotional difficulties and conduct problems in
adolescence: The mediating role of empathy. PLoS ONE, 15(1), 1-18. https://doi.org/
10.1371/journal.pone.0227627

Scott, J., Waite, S., & Reede, D. (2020). Voluntary Employee Turnover: A Literature Review
and Evidence-Based, User-Centered Strategies to Improve Retention. Journal of the
American College of Radiology, 18(3), 442-450. https://doi.org/10.1016/j.jacr.2020.09.056

Selam Gezimu and Belay Alemu. (2018). Employees ° Turnover Intention in Public Service
Bureau in Ethiopia: The Case of Dire Dawa. 8(6), 383-387. https://doi.org/
10.29322/1JSRP.8.6.2018.p7850

Semela, T. (2004). Perceptions of Work Environment in Ethiopian Higher Learning Institutions:
A Search for Antecedents of Organizational Commitment and Turnover among Debub
University Instructors. The Ethiopian Journal of Higher Education, 1(2), 33.

Sen, A. (1999). Evaluative Reason : Oxford: Oxford University Press, 5.

Serin, H., Raid Qasim, Z., & Majid Mansoor, M. (2022). Impact of job satisfaction on turnover
intention among academic personnel of private higher education sector in Iraq.

International Journal of Research in Business and Social Science (2147- 4478), 11(2), 402—

240



413. https://doi.org/10.20525/ijrbs.v11i2.1641

Shafig, M., & Akram Rana, R. (2016). Relationship of emotional intelligence to organizational
commitment of college teachers in Pakistan. Eurasian Journal of Educational Research,
2016(62), 1-14. https://doi.org/10.14689/EJER.2016.62.1

Shah G. Syed, A. A, Bhatti, N., Michael, S., Shaikh, F. M., & Shah, H. (2012). Job Satisfaction
of Faculty Members of Universities in Pakistan: A Case Study of University of Sindh-
Jamshoro. Modern Applied Science, 6(7), 89-95. https://doi.org/10.5539/mas.v6n7p89

Shapira-Lishchinsky, O. (2012). Teachers’ withdrawal behaviors: Integrating theory and
findings. Journal of Educational Administration, 50(3), 307-326. https://doi.org/10.1108/
09578231211223329

Sharma, P. R. (2015). Organizational Communication : Perceptions of Staff Members ’ Level of
Communication Satisfaction and Job Satisfaction.

Shaw, J. D., Delery, J. E., & Abdulla, M. H. A. (2003). Organizational commitment and
performance among guest workers and citizens of an Arab country. Journal of Business
Research, 56(12), 1021-1030. https://doi.org/10.1016/S0148-2963(01)00316-2

Shaw, J. D., Gupta, N., & Delery, J. E. (2005). Alternative conceptualizations of the relationship
between voluntary turnover and organizational performance. Academy of Management
Journal, 48(1), 50-68. https://doi.org/10.5465/AMJ.2005.15993112

Sheikh Khairuddin, S. M. H., & Hussain, S. S. (2021). Impact on Leader’s Emotional
Intelligence on Turnover Intention: a Mediation role of Organization Commitment. GATR
Journal of Management and Marketing Review, 6(4), 253-269. https://doi.org/10.35609/
jmmr.2021.6.4(6)

Sheikh, L. (2017). Antecedents and Consequences of Organizational Commitment of Teachers:
Case of University of the PUNJAB. Pakistan Economic and Social Review, 55(2 (Winter
2017)), 363-386. https://www.econpu.edu.pk/wp-content/uploads/2018/02/4-v55 2 17.pdf

Sheppard Jon Hartwick Paul R Warshaw, B. H., Edell, J. A., & Chapman Burke, M. (1998). The
Theory of Reasoned Action: A Meta-Analysis of Past Research with Recommendations for
Modifications and Future Research. Journal of Consumer, 15(December), 325-343.

Shimelis Tsehayu. (2016). Causes and Consequences of Medical Staff Turnover the Case of
Menelik 11 Referral Hospital: in Addis Ababa.

241



Shukla, S., Bhavana, P., Ms, A., & Ray, M. (2018). Emotional Intelligence and Job Satisfaction :
An Empirical Investigation Emotional Intelligence and Job Satisfaction: An Empirical
Investigation. September 2016.

Sider, K. G. (2014). Impact of transformational leadership on job satisfaction and
organizational commitment and the re-enlistment intention of virginia army national guard
soldiers. June. https://doi.org/10.25777/5z01-ag28

Singer, J. D. (1992a). Are Special Educators’ Career Paths Special? Results from a 13-Year
Longitudinal Study. Exceptional Children, 59(3), 262-279. https://doi.org/10.1177/
001440299305900309

Singer, J. D. (1992b). Are Special Educators ° Career Paths Special ? Results From a 13-Year
Longitudinal Study. 59(3), 262-279.

Sinniah, S., Al Mamun, A., Md Salleh, M. F., Makhbul, Z. K. M., & Hayat, N. (2022). Modeling
the Significance of Motivation on Job Satisfaction and Performance Among the
Academicians: The Use of Hybrid Structural Equation Modeling-Artificial Neural Network
Analysis.  Frontiers in  Psychology, 13(June), 1-14. https://doi.org/10.3389/
fpsyg.2022.935822

Sintayehu, K. A. (2018). The Meaning, Idea and History of University/Higher Education in
Africa: A Brief Literature Review. FIRE: Forum for International Research in Education,
4(3), 210-227.

Skaalvik, E. M., & Skaalvik, S. (2011). Teacher job satisfaction and motivation to leave the
teaching profession : Relations with school context , feeling of belonging , and emotional
exhaustion. Teaching and Teacher Education, 27(6), 1029-1038. https://doi.org/10.1016
/j.tate.2011.04.001

Skaalvik, E. M., & Skaalvik, S. (2016). Job demands and job resources as predictors of teacher
motivation and well-being. Social Psychology of Education, 21(5), 1251-1275.
https://doi.org/10.1007/s11218-018-9464-8

Spector, P. E. (1985). Measurement of human service staff satisfaction: Development of the Job
Satisfaction Survey. American Journal of Community Psychology, 13(6), 693-713.
https://doi.org/10.1007/BF00929796

242



Stanikzai, B. A. (2017a). Effective Communication as a Strategy for Enhancing Organizational
Performance : A study of Afghan Relief Committee , Kabul Article by Bilal Ahmad Stanikzai
Research questions. 3(1), 1-7.

Stanikzai, B. A. (2017b). Effective Communication as a Strategy for Enhancing Organizational
Performance: A study of Afghan Relief Committee, Kabul. Texila International Journal of
Management, 3(1), 7-13. https://doi.org/10.21522/tijmg.2015.03.01.art002

Stankovska, G., Angelkoska, S., & Osmani, F. (2017). Job Motivation and Job Satisfaction
among Academic Staff in Higher Education. Journal of Current Business Adnd Economics
Driven Discourse and Education, 15(3), 159-166.

Steinmayr, R., Crede, J., McElvany, N., & Wirthwein, L. (2016). Subjective well-being, test
anxiety, academic achievement: Testing for reciprocal effects. Frontiers in Psychology,
6(JAN), 1-13. https://doi.org/10.3389/fpsyg.2015.01994

Stephen Robbins and Timothy Judge. (2013). Organizational Behavior Fifteenth Edition.
Prentice Hall. Pearson Education, Inc.

Stocks, A., & April, K. A. (2012). “ Locus of control and subjective well-being — a cross-
cultural study ” Locus of control and subjective well-being — a cross-cultural study.

Stolk, J. D., Gross, M. D., & Zastavker, Y. V. (2021). Motivation, pedagogy, and gender:
examining the multifaceted and dynamic situational responses of women and men in college
STEM courses. International Journal of STEM Education, 8(1). https://doi.org/10.1186/
s40594-021-00283-2

Sun, R., & Wang, W. (2016). Transformational leadership, employee turnover intention, and
actual voluntary turnover in public organizations. Public Management Review, 19(8), 1124—
1141. https://doi.org/10.1080/14719037.2016.1257063

Surji, K. (2013). The Negative Effect and Consequences of Employee Turnover and Retention
on the Organization and Its Staff The Negative Effect and Consequences of Employee
Turnover and Retention on the Organization and Its Staff. European Journal of Business
and Management, 5(25). https://doi.org/10.7176/EJBM/5-25-2013-01

Sweetland, S. R., & Hoy, W. K. (2000). School characteristics and educational outcomes:
Toward an organizational model of student achievement in middle schools. Educational
Administration Quarterly, 36(5), 703-729. https://doi.org/10.1177/00131610021969173

243



Tabachnick BG & Fidell LS. (2001). Using Multivariate Statistics, 4th ed. Boston: Allyn and
Bacon, MA; 2001. 2001.

Tadesse, E. F. (2019). Teachers’ Organizational Commitment at Secondary School in Addis
Ababa, Ethiopia. International Journal of Education and Research, 7(4), 53-68.
Www.ijern.com

Takase, M. (2010). A concept analysis of turnover intention: Implications for nursing
management. Collegian, 17(1), 3-12. https://doi.org/10.1016/j.colegn.2009.05.001

Takaya, R., Arsil, & Ramli, A. H. (2020). Perceived Organizational Support and Turnover
Intention. 151(Icmae), 59-63. https://doi.org/10.2991/aebmr.k.200915.015

Tansky, J. W., & Cohen, D. J. (2001). The relationship between organizational support,
employee development, and organizational commitment: An empirical study. Human
Resource Development Quarterly, 12(3), 285-300. https://doi.org/10.1002/hrdq.15

Tarigan, V., & Ariani, D. W. (2015). Empirical Study Relations Job Satisfaction, Organizational
Commitment, and Turnover Intention. Advances in Management and Applied Economics,
5(2), 21-42. http://0-search.proquest.com. wam.leeds.ac.uk/docview /1664818489?
accountid=14664%5Cnhttp://openurl.ac.uk/?genre=article&issn=17927544&title=Advance
s+in+Management+and+Applied+Economics&volume=5&issue=2&date=2015-03-
01&atitle=Empirical+Study+Relations+Job+S

Teixeira, R. J., Branddo, T., & Dores, A. R. (2022). Academic stress, coping, emotion regulation,
affect and psychosomatic symptoms in higher education. Current Psychology, 41(11),
7618-7627. https://doi.org/10.1007/s12144-020-01304-z

Tentama, F., Merdiaty, N., & Subardjo, S. (2021). The job satisfaction of university teachers.
Journal of Education and Learning (EduLearn), 15(1), 48-54. https://doi.org/10.11591
fedulearn.v15i1.17054

Tentama, F., & Pranungsari, D. (2016). The Roles of Teachers” Work Motivation and Teachers’
Job Satisfaction in the Organizational Commitment in Extraordinary Schools. International
Journal of Evaluation and Research in Education (IJERE), 5(1), 39. https://doi.
0rg/10.11591/ijere.v5i1.4520

Teresa Kemunto Nyakundi. (2012). Factors Affecting Teacher Motivation in Public Secondary
Schools in Thika West District, Kiambu County (Vol. 7, Issue 6).

244



Tessema, A., & Abebe, M. (2011). Higher education in Ethiopia: challenges and the way
forward. International Journal of Education Economics and Development, 2(3), 225.
https://doi.org/10.1504/ijeed.2011.042403

Thibaut, J. W., & Kelley, H. H. (2017). The social psychology of groups. The Social Psychology
of Groups, 1-342. https://doi.org/10.4324/9781315135007

Thirapatsakun, T., Kuntonbutr, C., & Mechinda, P. (2014). The Relationships among Job
Demands , Work Engagement , and Turnover Intentions in the Multiple Groups of Different
Levels of Perceived Organizational Supports. 2(7), 272—-285. https://doi.org/ 10.13189/ujm.
2014.020703

Timalsina, R., K.C., S., Rai, N., & Chhantyal, A. (2018). Predictors of organizational
commitment among university nursing Faculty of Kathmandu Valley, Nepal. BMC Nursing,
17(1), 1-8. https://doi.org/10.1186/s12912-018-0298-7

Topino, E., Di Fabio, A., Palazzeschi, L., & Gori, A. (2021). Personality traits, workers’ age, and
job satisfaction: The moderated effect of conscientiousness. PLoS ONE, 16(7), 1-14.
https://doi.org/10.1371/journal.pone.0252275

Tracey Salamondra. (2021). Effective communication in schools. Educational Psychology,
13(1), 91-107. https://doi.org/10.4324/9780429322815-7

Trombetta and Rogers. (1988). Communication Climate, Job Satisfaction and Organizational
Commitment.pdf. SAGE Publications Inc.

Tucker, L., & Tucker, L. (2009). Investigating the emotional intelligence of adolescents with and
without disabilities by.

Turkkahraman, M. (2015). Education, Teaching and School as A Social Organization. Procedia -
Social and Behavioral Sciences, 186, 381-387. https://doi.org/10.1016/j.sbspro.2015.04.044

Tuyakova, U., Baizhumanova, B., Mustapaeva, T., Alekeshova, L., & Otarbaeva, Z. (2022).
Developing emotional intelligence in student teachers in universities. Humanities and
Social Sciences Communications, 9(1), 1-6. https://doi.org/10.1057/s41599-022-01173-w

Tziner, A., Fein, E. C., Kim, S. K., Vasiliu, C., & Shkoler, O. (2020). Combining Associations
Between Emotional Intelligence, Work Motivation, and Organizational Justice With
Counterproductive Work Behavior: A Profile Analysis via Multidimensional Scaling
(PAMS) Approach. Frontiers in Psychology, 11(May), 1-18. https://doi.org
/10.3389/fpsyg.2020.00851

245



Ugboro, I. O. (2006). Organizational Commitment, Job Redesign, Employee Empowerment and
Intent to Quit Among Survivors of Restructuring and Downsizing. Journal of Behavioral
and Applied Management, 7(3), 232-257. https://doi.org/10.21818/001c.16669

Usue de la Barrera, Konstanze Schoeps, José-Antonio Gil-Gomez, and I. M.-C. (2019).
Predicting adolescent adjustment and well-being: The interplay between socio-emotional
and personal factors. International Journal of Environmental Research and Public Health,
16(23). https://doi.org/10.3390/ijerph16234650

Vakola, M., & Bouradas, D. (2005). Antecedents and consequences of organisational silence: An
empirical investigation. Employee Relations, 27(5), 441-458. https://doi.org/10.1108/
01425450510611997

VanGilder, J., Robst, J., & Polachek, S. (2003). Gender Differences in Reasons for Job Mobility
Intentions in Higher Education. Research in Labor Economics, 22, 465-505.
https://doi.org/10.1016/S0147-9121(03)22015-X

Venmani, N. R., George, K. N., & Fonceca, C. M. (2022). Socio-demographic Variables and its
Impact on the Emotional Intelligence of Employees Socio-demographic Variables and its
Impact on the Emotional Intelligence of Employees. October.

Victor, A. A., & Babatunde, E. G. (2014). Motivation and Effective Performance of Academic
Staff in Higher Education (Case Study of Adekunle Ajasin University, Ondo State,
Nigeria). International Journal of Innovation and Research in Educational Sciences, 1(2),
2349-52109.

Viseu, J., de Jesus, S. N., Rus, C., & Canavarro, J. M. (2016). Teacher motivation, work
satisfaction, and positive psychological capital:A literature review. Electronic Journal of
Research in Educational Psychology, 14(2)(39), 439-461. https://doi.org/10.25115/
EJREP.39.15102

Vroom. (1964). Work and motivation. New York: John Wiley and Sons, Inc.

Waheed Akhtar, M., Shabir, A., Shahid Safdar, M., & Saeed Akhtar, M. (2017). Impact of
Emotional Intelligence on Turnover Intentions: The Role of Organizational Commitment
and Perceive Organizational Support. Journal of Accounting & Marketing, 06(04).
https://doi.org/10.4172/2168-9601.1000259

246



Wan Ahmad, W. I., & Abdurahman, S. M. (2015). Job satisfaction among academic staff of
universiti Utara Malaysia: A work environment perspective. Mediterranean Journal of
Social Sciences, 6(3), 251-256. https://doi.org/10.5901/mjss.2015.v6n3s2p251

Wang, L. (2022). Exploring the Relationship Among Teacher Emotional Intelligence, Work
Engagement, Teacher Self-Efficacy, and Student Academic Achievement: A Moderated
Mediation Model. Frontiers in Psychology, 12(January). https://doi.org/10.3389/
fpsyg.2021.810559

Wang, Y., Li, Z., Wang, Y., & Gao, F. (2017). Psychological Contract and Turnover Intention:
The Mediating Role of Organizational Commitment. Journal of Human Resource and
Sustainability Studies, 05(01), 21-35. https://doi.org/10.4236/jhrss.2017.51003

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

Wasti, S. A. (2003). Organizational commitment, turnover intentions and the influence of
cultural values. Journal of Occupational and Organizational Psychology, 76(3), 303-321.
https://doi.org/10.1348/096317903769647193

Webber, K. L., & Rogers, S. M. (2018). Gender Differences in Faculty Member Job Satisfaction:
Equity Forestalled? Research in Higher Education, 59(8), 1105-1132. https://doi.org/
10.1007/s11162-018-9494-2

Wermke, W., & Salokangas, M. (2015). NordSTEP. Nordic Journal of Studies in Educational
Policy, 1(2).

Wessel, J., Larin, H., Benson, G., Brown, B., Ploeg, J., Williams, R., & Martin, L. (2008).
Emotional-Social Intelligence in Health Science Students and its Relation to Leadership ,
Caring and Moral Judgment. The Internet Journal of Allied Health Sciences and Practice,
6(1), 1-9.

Williams, A. M. (2021). Online Instructors ° Use of Emotional Intelligence in Higher Walden
University.

Winarso, W. (2018). Organizational Communication; A Conceptual Framework. SSRN
Electronic Journal, November. https://doi.org/10.2139/ssrn.3171979

Woldegiyorgis, A. A. (2013). Challenges of the academic profession in Ethiopian public
universities. The INIE Annual Conference, Extending Boundaries, 17-18.

247



Wolle, G. S. (2022). Leaders ° Emotional Intelligence as a Predictor of Leadership Effectiveness
in Ethiopia First-Generation Universities. 22(1), 56-75.

Wollny, A., Jacobs, ., & Pabel, L. (2020). Trait Emotional Intelligence and Relationship
Satisfaction: The Mediating Role of Dyadic Coping. Journal of Psychology:
Interdisciplinary and Applied, 154(1), 75-93. https://doi.org/10.1080/00223980.
2019.1661343

Woltmann, E. M., Whitley, R., McHugo, G. J., Brunette, M., Torrey, W. C., Coots, L., Lynde,
D., & Drake, R. E. (2008). The Role of Staff Turnover in the Implementation of Evidence-
Based Practices in Mental Health Care. Psychiatric Services, 59(7), 732-737.
https://doi.org/10.1176/appi.ps.59.7.732

Wong, C. S., & Law, K. S. (2002). The effects of leader and follower emotional intelligence on
performance and attitude: An exploratory study. In Leadership Perspectives (Vol. 13).
https://doi.org/10.4324/9781315250601-10

World Economic Forum. (2016). New Vision for Education : Fostering Social and Emotional
Learning through Technology. World Economic Forum, March, 36.

Worley, J. M., & Doolen, T. L. (2006). The role of communication and management support in a
lean manufacturing implementation. Management Decision, 44(2), 228-245.
https://doi.org/10.1108/00251740610650210

Worthington, R. L., & Whittaker, T. A. (2006). Scale Development Research: A Content
Analysis and Recommendations for Best Practices. The Counseling Psychologist, 34(6),
806-838. https://doi.org/10.1177/0011000006288127

Xia, D., Sun, J., Zhang, C., & Zhang, Y. (2022). The relationship between organizational
commitment and turnover intention among temporary employees in the local government:
Mediating role of perceived insider status and moderating role of gender. Frontiers in
Psychology, 13(December), 1-10. https://doi.org/10.3389/fpsyg.2022.1024139

Xie, F., & Derakhshan, A. (2021). A Conceptual Review of Positive Teacher Interpersonal
Communication  Behaviors in the Instructional Context. 12(July), 1-10.
https://doi.org/10.3389/fpsyg.2021.708490

Xu, Y. J. (2008). Gender Disparity in STEM Disciplines: A Study of Faculty Attrition and
Turnover Intentions. 607—-624. https://doi.org/10.1007/s11162-008-9097-4

248



Yallew, A. T. (2020). Higher Education in Ethiopia: Recent developments and Challeges.
AfricArXiv Preprints, July, 0-1. https://doi.org/10.14293/111.000/000009.v1

Yamashita, T., Smith, T. J., Sahoo, S., & Cummins, P. A. (2022). Motivation to learn by age,
education, and literacy skills among working-age adults in the United States. Large-Scale
Assessments in Education, 10(1), 1-20. https://doi.org/10.1186/s40536-022-00119-7

Yimer, I., Nega, R., & Ganfure, G. (2017). Academic Staff Turnover Intention in Madda Walabu
University , Bale. 6(3), 21-28. https://doi.org/10.5430/ijhe.v6n3p21

Yin, H. biao, Lee, J. C. K., Zhang, Z. hua, & Jin, Y. le. (2013). Exploring the relationship among
teachers’ emotional intelligence, emotional labor strategies and teaching satisfaction.
Teaching and Teacher Education, 35, 137-145. https://doi.org/10.1016/j.tate.2013.06.006

Youssef, C. M., & Luthans, F. (2007). Positive organizational behavior in the workplace: The
impact of hope, optimism, and resilience. Journal of Management, 33(5), 774-800.
https://doi.org/10.1177/0149206307305562

Yu, H., Leithwood, K., & Jantzi, D. (2002). The effects of transformational leadership on
teachers’ commitment to change in Hong Kong. Journal of Educational Administration,
40(4), 368-389. https://doi.org/10.1108/09578230210433436

Yuan, K.-H., & Bentler, P. M. (2006). Effects of skewness and kurtosis on normal-theory based
maximum likelihood estimates: The case of multilevel structural equation modeling.
Behavior Research Methods, 38(3), 387-398. https://doi.org/10.1002/ejoc.201200111

Zahra, S., Irum, A., & Chishti, A. (2013). Job Satisfaction and Faculty Turnover Intentions : A
Case of Pakistani Universities. 9(2), 83-89.

Zefeiti, S. M. B. Al, & Mohamad, N. A. (2017). The Influence of Organizational Commitment
on Omani Public Employees’ Work Performance. International Review of Management and
Marketing, 7(2), 151-160.

Zeidan, S. (2020). Empirical Investigation of the Relationship between Emotional Intelligence,
Organisational Commitment and Turnover Intentions. Journal of Information and
Knowledge Management, 19(2), 1-13. https://doi.org/10.1142/S0219649220500124

Zeynep Ton, R. S. H. (2008). Managing the Impact of Employee Turnover on Performance : The
Role of Process Conformance. 19(1), 56-68. https://doi.org/10.1287/orsc.1070.0294

249



Zhang, H., Shi, Y., & Teng, L. S. (2023). Exploring Relationships of Job Satisfaction and
Burnout with Turnover Intention Among Chinese English Language Teachers. Asia-Pacific
Education Researcher. https://doi.org/10.1007/s40299-023-00755-9

Zhang, J., Huang, Q., & Xu, J. (2022). The Relationships among Transformational Leadership,
Professional Learning Communities and Teachers’ Job Satisfaction in China: What Do the
Principals Think? Sustainability (Switzerland), 14(4). https://doi.org/10.3390/su14042362

Zhang, Q., & Zhu, W. (2008). Exploring Emotion in Teaching: Emotional Labor, Burnout, and
Satisfaction in Chinese Higher Education. Communication Education, 57(1), 105-122.
https://doi.org/10.1080/03634520701586310

Zhao, X., Lynch, J. G., & Chen, Q. (2010). Reconsidering Baron and Kenny: Myths and truths
about mediation analysis. Journal of Consumer Research, 37(2), 197-206.
https://doi.org/10.1086/651257

Zhoc, K. C. H., King, R. B., Chung, T. S. H., & Chen, J. (2020). Emotionally intelligent students
are more engaged and successful: examining the role of emotional intelligence in higher
education. European Journal of Psychology of Education, 35(4), 839-863.
https://doi.org/10.1007/s10212-019-00458-0

Zhou, Y., & Volkwein, J. F. (2004). Examining the influences on faculty departure intentions: A
comparison of tenured versus nontenured faculty at research universities using NSOPF-99.
Research  in  Higher  Education, 45(2), 139-176.  https://doi.org/10.1023/
B:RIHE.0000015693.38603.4c

250



Appendix 1: Survey Questionnaires (English version)

Addis Ababa University
College of Education and Behavioral Studies
School of Psychology

Dear participants of the study:
| am a Ph.D. student at Addis Ababa University Ethiopia, under the supervision of Professor
Habtamu Wondimu at the School of Psychology. The research title is The Nexus between
Emotional Intelligence and Turnover Intention: The Mediating Effects of Effective
Communication, Job Motivation, Job Satisfaction, and Organizational Commitment among
Instructors in Public Universities of Ethiopia. The main aim of this research is to investigate the
relationship between emotional intelligence and turnover intention and understand the effect of
mediating variables (effective communication, job motivation, job satisfaction, organizational
commitment) on turnover intentions. The questionnaire has seven parts that include measures of
socio-demographic characteristics, emotional intelligence, effective communication, job
motivation, job satisfaction, and organizational commitment and turnover intentions of
instructors. You have been chosen and invited to participate in this research. It is hoped that you
can provide sufficient information that is necessary for the analysis to be completed successfully.
Therefore, please carefully read the instructions and respond to all the items given. And please
take note of the following points before you answer the questions.

1. The response you give will have great value for the study. Therefore, you are kindly
requested to fill out the questionnaire honestly.
The questionnaire will take approximately 25 to 30 minutes of your time.
No need of writing your name
Any information you may provide will be kept confidential.
Your participation is very important for this study but, it depends on your voluntariness
and willingness. If you agree please show your consent by your signature: :
If you have any questions or concerns, please contact me via e-mail at

bantetegegne@gmail.com or Cell Phone at +251 972 66 46 50
I thank you very much for your willingness to participate in the study.

ok w0
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Part I: Socio-Demographic Feature

To get data about your socio-demographic features, the following questions are about your

background information. For the following questions, please write down the true information and

put an ‘X’ sign on the blank spaces provided. Note that all the data you provide must be accurate.
1. Name of your University ------------=-==--m-mmemmmmmeee

2. Age: ---------mmmmmeee-

3. Gender: -----------mmmnmme-

4. Year of work experience; ----------=--=--=--=---- years

5. Year of service in this University: ---------------- years

6. Marital Status: Married ------------ , Unmarried ------------ , Divorced/widowed------------

7. Educational status: Assistant lecturer ---------- , Lecturer -------- , Assi. Prof/Ph.D. --------- :
Asso. professor---------- , professor ----------

Part I11: The Emotional Intelligence Questionnaires Short Form Scale

The following items are designed to measure emotional intelligence and are used in public
Universities in Ethiopia to examine the emotional characteristics and feelings of instructors. The
items in the following table are supposed to measure emotional intelligence. Therefore, you are
kindly asked as honestly as possible to answer each of the following items. Please carefully read
each item and then rate the extent to which you agree with the statements below and circle the most
appropriate option for each statement below.

N 3 g
0. Items . ? § E
T ,538 %2 3
L 9o > B > 2
B EREERE
Emotional Self-Awareness S a5 sS 5 £ 8
1 | Given my circumstances, | feel pretty good about myself. 1 2 3 4 5 6 7
2 | Ingeneral, I am happy with my life. 1 2 3 4 5 6 7
3 | Overall, I am comfortable with my current situation. 1 2 3 4 5 6 7
4 | 1 generally believe that everything is good in my life. 1 2 3 4 5 6 7
5 | Ingeneral, I know my emotions and feelings and how | feel. 1 2 3 4 5 6 7
6 |1 would generally describe myself as a good negotiator or | 1 2 3 4 5 6 7
communicator.
Emotional Self-Regulation
7 | Generally, | find it difficult to know exactly what emotion lam feeling. | 1 2 3 4 5 6 7
8 | I often find it difficult to motivate myself. 1 2 3 4 5 6 7
9 | I often find it difficult to express my feelings to people close to me. 1 2 3 4 5 6 7
10 | Those people who are close to me often express their complaintsthat1 | 1 2 3 4 5 6 7
don’t treat them right.
11 | I often find it difficult to adjust my life or daily life to the| 1 2 3 4 5 6
circumstances.
12 | | often find it difficult to control my emotions. 1 2 3 4 5 6
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Part I1l: Turnover Intention Scale
The following items are designed to measure the extent to which you intend to leave the organization

or institution. Turnover intention is defined as the approximate likelihood of an instructor will soon
quit an organization at some stage. The items in the following table are supposed to measure the
turnover intentions of instructors in public Universities. Therefore, please read each question and
indicate your response using the scale provided for each question and remember that: 1 = Never, 2 =
Rarely, 3 = Sometimes, 4 = Most of the time, and 5 = Always.

N
0 Items

1 | How often have you considered leaving your job or university?

| | Never
NN Rarely
w| w| Sometimes
& &) Often

2 | How often do you dream about getting another job that will better suit your
personal needs?

o) o Always

3 | How often are you frustrated when not given the opportunity at work to achieve
your personal work-related goals?

=
()
w
N
(6)]

4 | How often would you consider accepting another job at the same salary? 1123|415

Part 1V: Effective Communication Scale
The following items are designed to measure the communication effectiveness or

communication openness of instructors. Effective communication is defined as an open and
effective relationship between members of academic staff in higher education institutions.
Therefore, please read each item carefully and then circle the answer you choose from the given
5-point scales that range from strongly disagree (1), disagree (2), undecided (3), agree (4), and
strongly agree (5).

(5]
E (5]
=y (5]
Items k5 S
o © 8 ©
pd > 38 T >
(@) . (&) @ (@]
5285
h O S5 I &
1 | When people talk to each other at this university, there is a great deal of |1 2 3 4 5

understanding.

2 | There is very clear communication at this university. 1 2 3 4 5
3 | Itis easy to communicate openly with all my colleagues at this university. 1 2 3 4 5
4 | Itis easy to ask for advice from any co-worker at this university. 1 2 3 4 5
5 | I find it enjoyable to talk to other co-workers at this university. 1 2 3 4 5

Part V: Organizational Commitment Scale

The following questions or items are designed to measure instructors’ organizational commitment.
Organizational commitment is correlated with the mental connection of the instructors and their
emotional association or engagement with academic institutions and is viewed as their desire to
contribute to institutional accomplishments. The items in the following table are supposed to
measure the organizational commitments of instructors in public Universities. Thus, please circle the
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one number for each question that comes closest to reflecting your opinion from (1= strongly disagree,
2= disagree, 3= undecided, 4= agree 5= strongly agree)

g Items & o
5 5 5 2
Z > 3 B >
© o = 'O ® )
c § & © & S
& S 2 & 5 £
wm O D L »
1 | I feel like I am a part of the family at this university. 1 2 3 4 5
2 | This university has a great deal of personal meaning for me. 1 2 3 4 5
3 | Ifeel that my thoughts and feelings are attached to this university. 1 2 3 4 5
4 | | have a strong sense of belonging to this university. 1 2 3 4 5
5 | I would be very happy to spend the rest of my career at this university. 1 2 3 4 5
6 | I feel as if this university’s problems are my own. 1 2 3 4 5
Part VI: Job Motivation Questionnaire Scale
The following items are designed to measure instructors' motivational levels. The items in the
following table are supposed to measure the motivational levels of instructors in public Universities.
Job motivation is something that motivates instructors toward their goals or work activities.
Therefore, please read each statement and circle one on the right side of this page, and answer
honestly from a 4-point scale (Strongly disagree=1, Disagree=2, Agree=3, and Strongly agree=4).
N @
0 o
: ) o
= 2
Items > g 3
g 5 g £
S § £ ¢
Salary 5 0 < &
1 | The salary I get is enough compared to the work | do. 1 2 3 4
2 | | have a reasonable and adequate salary. 1 2 3 4
3 | My salary is sufficient to meet the necessities for me and my family. 1 2 3 4
4 | My salary motivates me to work hard. 1 2 3 4
5 | My superiors do all they can to increase my salary. 1 2 3 4
6 | | want my teaching job to be seen in terms of my salary. 1 2 3 4
Promotion and Incentives
7 | The promotion process motivates me to work harder. 1 2 3 4
8 | Promotion is given based on lecturers’ performance. 1 2 3 4
9 | The incentives given to me are appropriate for the work | have done. 1 2 3 4
10 | I do appreciate the way lecturers are promoted. 1 2 3 4
Cheer love and Career development
11 | Being a teacher has always been my first choice, so | have no desire to change careers. 1 2 3 4
12 | When | teach, | feel motivated, so | am not interested in getting another job because I |1 2 3 4
like to be a lecturer.
13 | Even if my salary is insufficient, | will not change my job as a teacher. 1 2 3 4
14 | I chose the teaching career because I like it. 1 2 3 4
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Part VII: Job Satisfaction Scale

The following items are designed to measure instructors’ job satisfaction levels. Job satisfaction is
defined as an affective or emotional reaction of instructors to their work. The items in the following
table are supposed to measure the job satisfaction levels of instructors in public Universities.
Therefore, please read each item carefully and circle one that comes closest to reflecting your opinion

about it from the 4 points Likert scale ranging from ( 1= strongly disagree to 5= strongly agree)

No.
e
&
Items g §
— (o))
© ©
& B
c o 3 <
inanci S
Financial rewards 50 <&
1 | lam satisfied with my salary because it is reasonable and sufficient. 1 2 3 4
2 I am satisfied with my teaching job in terms of salary. 1 2 3 4
3 | I am satisfied because my salary is enough compared to the work | do. 1 2 3 4
4 | 1 am satisfied because my salary is enough to meet the needs of me and my family. 1 2 3 4
5 | I am satisfied with my salary, as it helps me to improve myself and achieve my goals. |1 2 3 4
6 | I am satisfied with my job because my superiors do their best to increase my salary. 1 2 3 4
7 | My salary satisfies me because it doesn't negatively affect my teaching activities. 1 2 3 4
Respect between co-workers
8 I am satisfied because there is a good relationship between the instructors. 1 2 3 4
9 | I am satisfied with the way instructors help each other. 1 2 3 4
10 | I am satisfied with the mutual respect among instructors. 1 2 3 4
11 | I am satisfied with the instructors’ respect for their colleagues. 1 2 3 4
12 | lam satisfied with the way that there is teamwork in the working area. 1 2 3 4
13 | I am satisfied with the job because my colleagues don’t feel jealous of me. 1 2 3 4
Relationships with Supervisors
14 | I am satisfied because my supervisors do not harm me at work but always supportme. |1 2 3 4
15 | I am satisfied with the comments or feedback given to me by my superiors. 1 2 3 4
16 | I am satisfied that my comments at work are taken into account during decision- |1 2 3 4
making.
17 | I am satisfied with the respect my superiors have for me. 1 2 3 4
18 | I am satisfied because my supervisors give me clear responsibilities. 1 2 3 4
19 | I am satisfied with my job because my supervisors can manage all employeesequally. |1 2 3 4
Thank Youl!
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Appendix 2: Survey Questionnaires (Amharic version)

AL.0 ANN RLACAH. &
PTIRUCT AT NUL BETF DAS
PALhAE F+9UCT N+
-2 PHU 25T +AFLPF:-
A% DAL A9T NALN ANN RLACAL NTIRUCTST N1-NUZ DFF DAE NALNAE FIUCT NF PWN+HE (T AT

£) 89¢%7 “The Relationship between Emotional Intelligence and Turnover Intention: The Mediating Effects of
Effective Communication, Job Motivation, Job Satisfaction, and Organizational Commitment among Instructors in

Public Universities in Ethiopia” NT0.A CON PARARLLP MT+ET APALU ATTAU= PHU M9t PT GAMgD
NaeYsy N3P AUPT/NNAT/ AT +RT[FM-T MLID MAAFMT AGRA$LE NATFED HINA daPhnd PAD-T
HIRLT MEI® YRyt AdRADCanC/AGYmadt/ AT AT8U9® NARTIIL +APPT ATHINLYT PoRaemm-7y
PRI AR GYATIR PADIRYLT @MY MEIR 946 PUY 1T TFIFE P4 HIANTT T PG AChS AT
+£MP CMAYT LI FTyF aPhhd PAMY PACA NCA HIREST AT PAIROIAT M GFM-T ACRARLADC AN
1@ ACAPIR NHU mTF @-ND NARA+E PANFAPT ANTPP AT LLLCTF +APLMPA: PHU mT+ FFF-1@ N+NAN
U3 AT8MTPPT MMM AT LT ANLAT PPIOT Nd A28 AYLMMAMY +N4 ALCIAU:: NARPRIR ACHP
N91A67FS NFMATt AM-9+5 do/8 AUPT £FAA PATT ARAN mPEMmT NMINN h+tAMD- JoCsh, AL PR
ART PAPTEM: HEE NARNCT AMEPAL: 2U PMEP NA-NM- ANT aeanePEy AT P+APR
PAPMEP ALTFFT AOMPTT BHA: NAHU P+AMFT MPEPF NhTLE NINM NBA ANLALEDT ARAN ATSAM-
Ngom AMLPAU:
AR PEPE aAD hatAMTP N&T ANHP POLh+ATT 180T AN 2NA::

1. M@Igm-9° UAN MADER PF LPaRmA:

2. Ng° an9e R PAL.ATFR::

3. AAPT8IE mPE NATE NAL ARAN APAMT AL FATP:

4. @M% NI9°% h 25 ANN 30 RLSPF LHPT LONSA:
PMAM-T AN AHU DFF T4 P PAD- NP D PEPFT NFMT1HST NFANA £9°A HIE NFAP ARNCT
AME AL AOML LT ATRA-AT N+AMA™ ANAPT NIRIRIFHPY NLLCTIP PAR

MAANL:- HITD-I° HPE MLI® 2% hAPF ANAPT NATRA bantigegn12tegegne@gmail.com MEL9°
N9~NLA NAh +251 972 66 46 50 LLM.i::
NHYU DS+ A®A+E L PLT NAUT AT NATRFLCTHAT FNNC UA NI APAITAU- ==
NEA ATL:- AMPAL LEPT
pangan/em- AdMEP NA ACNPT NAGRIRY/YF a-PP N+aeAN+ jd-:: AAHU ANAP N Pe €L 1-8 Ak
BPEPF AD- YT DY AT £94 MEIR P (x) TPANT NHAMM: ATIL6 17 PADIR M::

1. PRLACALP ATD

PN CY .

N

VI TP VoL Y Qa0 434

5. NHY RLACAE O-AD PRIATA HAPY oo Qo4

R EAE U (1) I p— O N2 L) — R A— G Sy —
7. PRIRUCT BB (U) £8F ANFLC ----mmmmme- (A) ARTFLL —--mmmm- (h) 48 TCLNC/T AT 8/ --—--

(@) AOR TO&NC ---mmmmmv I e a—
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h&d UAT:- PR AUPT/NNAT/ NULLTT N AN
P N+AT DPEPTF NATELP PARIANF RLACALPT @ND PMUITF ABIRYLTT PATRLFP AUPT/NNAT/ NULLTT
A@ANT P+HIE §Fm-:: PR AUPFT/NNAT/ TAT APTF PLATFDT NTRT PAYDP/PARL8FT PARN AT PAREMML
AT UIR PANTT NARFE ANTANT AT NUS ART PAUMSE PADL8FG PARgRL T NUAT MEI ATRL AT Y@~ NHU
NFT PMIF 12 MPEPF PARRULTT PATRT AUPTI/NNATTY/ BLI® PATE NAUTTT ANA +NAe £2ANA:
N@PrIR A LLPTT NINA NP NA+PY NMFA NHPRM ATILET (TIATIR 1 = A=A NAA RANTYTIIRT 2
= AANTITIIRT 3 = NAPME AANTITIFRT 4 = DAY AATFAIRT 5 = NAPME ANTITALT 6 = ANTITALE 7 = 0k
nNae-A AN@TRARAL hay At) aehpd FANAGT aRAN 2PTA PTATT 9oCehe NTANN TRANPT RAM- =

P PRPF : HCHC

AN MOP 0L PLNT NTLTT 45T

NULFPE @LT ALY NAUNT U132 AT9CT NAGA me DT BATITA:

NAMPAL NAHLD+E LA+E 17::

NAMPAL AT PALNT L33 +a0F$5 Az

NAMPAL AR 11C NULDE @-ND Mg ATRLPT ATPTAU::

NAMPAL NTtT AT 927 ATRMATHT AD-PAUL DLI® ALBAL:

ajlu|hiwWiIN| =

T T T T T e Anap AADTI 9

NN NS RARegagge
wlw|w|wlw wn@emrKAhmage

NAMPAL 40T ATL M +NN DLTR ANFCd hECT ATARAU

BRI S SAD Immay RATA
alo|a|o| v o n@emr AhE@AL

o|o|o|o|o| o gham@mAy

NN Y Y Y e pnae g KA A AU

&N EMMEC LI PLNT Nt DSMMC

NAMPAL PALATEY AT NFNRA ATDP AFICAL LI 2NNLTA:

¢ ATIANT N 1H ATI6AL BRI 2heTA:

NH 1H ATRET OLIR £94LT ARCN NPT ADRIAR AF14AL MLID LNNLFA:

10

NAL IC P PLLM NPT AL NFANA ATBAPHNTFO: $43FOT LIARA:

11

MROET ML POAT +OAT FCRT NULFPTF IC MA+hhA NH TH £hNeFA:

12

AaAlalalalala
NN NN NN
Ww wl w w| w

Nty &MMC N 1H LNNLTFA MLIR RFLT A

I N N E R EES

viovomion|iour|ou|un

DO || OO

N (N NN NN

N&A wht:- e gPYL Ty PARAPP HINA/FAYI T/ NTL.A2ANT:
P N+AT 4 DPRPF PACAPT +RA™T/LPTY/ ARASP PAPTT HINA ATRANT P+HIE mPEPTF §FM-:: NALITD
ANAPT AP1878.T mPR NPT LTINS AALT8 TS MPR (1 = NEd-NI 2 = AAR AARI 3 = A7872 1HI 4 = Nk
1HI 5 = A 18) NTAF AT O-ND FhNAT aRAN LUTA PaATT oCemn NMANN RANPT RAM-:

+t.
®

PR PEPF : HCHC

RLNCAEPT MLIR LPT ATRADS I PUA TH ANND- PO»PA?

A1 HINAP/EATTP/ PNAM PTRATIT AA Mg ATRTTT 9B PUA 1H hAdPM-/ ANND-/ POr$i?

P-TR AINPET ATIANT AL 161D LI ALA ARADP APC o7 PUA 1H BNEPFA?

AlwiN|—=

N+aANL 29PH AA A6 AGRPNA TP PUA TH ANND: PO-PA?

W W W W RYEIE 1R
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NEA AétF:- @M FT PUPT PACH NCH Y F1THY N AN

P NtAT 5 MPRPF PACAPT 91465 @M PP ARANGR T F7+FT AdPANT P+HIE. B PEPF NAUF ARLT18YS
MPe (1 = NMI® AANTRITIIRT 2 = RANTRIARIRE 3 = AAMATHIRT 4 = ANTTIALT 5 = NMI° ANTITAL) haR it
ARG NP FANAT RAN BUPTA PALATT FRCeR NTIANN ARANPT LA

+

PHPLPF : HCHC

AHU RLACAE @V APTF ACH NCA A1I74 e DLID e+ P aRaNNt AA:

AU RLNCAL @AD NI 9148 PP +NNF MLIR 1T F1F A

AHU RLACAE @AM NUAIR PN NALZNPT IC N91AS OP1IIC MLID ALt PAQ 1M-i:

AHU RLACAE @A A AT PN NALZNPT TONC APMPSP PAQ 1D+

=177 7|~ Inm9 xAhaaggo
NI I e Ahagaggn
Ww W W W R ADATh9

sl Il el el ¥ T T PN T
S Y mge xhagagA Y-

i hlWiIN|—

ALY RIACAL @N® hih AAT PNE NARINPT JC 423910/ Taxs+/ ANRAT UF
ATEFPAL::

NEA ANT:- A+LPP PAPT €CMH 1Y/ FMF1EY/ NI AN G:
P N+AT 6 DPEPF L9 ACAP AtLae PAPETY a5 MLIE CMATF APANT PHHIE M PEPF TF M-

NALTI® ARLYI8TS. M PR (T = NMI® AANTRTRIRT 2 = ARANTRTRIR T 3 = AADATINIPT 4 = ANTRITRALT 5 =
NMI® ANTTIAL) NTLAT AT9GmT O-ND FARAT AN LUPTA PTATT FCeh NTIANT ARANPT A M

+.& % 2
3 e €

PR PEPT : HOHC < & 2 2 §

e £ § ¢ &

€ < < < €

c - - < c

1 NAHY RLACA L @AM PN+AN ANA ATEU T 2ATFA:: 1 2 3 4 5
2 2U RINCAL AARL TAP TCFI® AAD-: 1 2 3 4 5
3 UAN AT N+t NHU RLNCAL IC P+&4T ATRUT BNTIFAx 1 2 3 4 5
4 AAHU RLACAE NARZNTFT MTNE PUY Nt AAT: 1 2 3 4 5
5 | #¢ P& HARLY NHU RLACAE IC NAA& NMIR BA+HE 17 1 2 3 4 5
6 | PAHU RLACAL ToICTF PAGN ATBUF BATITA: 1 2 3 4 5

N&EA NENT:- PARgRYL T P4 +10RTT £48 N A0ANT:

PN+ AT 14 PERPF PACAPTY P4 HIARYT AGPANT P+HIE. M PEPT TFM-:: ANAPIT® ARPTLTS. B PE (1 =
NMYe RANTITIID T 2 = KANTYAYGDT 3 = ANTTIALRE 4 = NMI® ANTITYAL) NTLAF ATI T DN FANAZT aRAN
LS4 PAOATY 9OCem, NAANT ARANPTY BAMN:
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" . 2
: 3
< & 3 g
PR PEPTF : HOHC S r < <
¢ € § &
zmon E3% ¢
1 | P7T@ £9°H NIPAGD Né IC ADBLL MG 1a-x 1 2 3 4
2 | t@mm3 eqeH AAT = 1 2 3 4
3 | BAPH AAL AT ANFAN PALLNLATTT 11CF ATITRAT N YD 1 2 3 4
4 | B9PH ML ATENL LINATA: 1 2 3 4
5 | PALPE RAPHT AGRMLARC P+ FATF@Y U PRCIA: 1 2 3 4
6 | POA+MC 248 NTANLAT L9OH AY9C AT8.FL ALAIAU: 1 2 3 4
PLLE 0211 F PP
7 | PRZE ALTF AAMM Yok MTAL ATLAL PINATA:: 1 2 3 4
PLLE AL PR AMM- ARIRYLY NAFM: P4 AL 9OTP ADALT Y0k 1 2 3 4
PHAME MNLFFPTF ANt Ne +IN, TFD- 1 2 3 4
10 | aRgRYLTY PAR P L RNFY ADY1L MLYD PRLE AL T PO PTTFNTY AWAC AR TSAL 1 2 3 4
Pl &PC MLIR P AOM-L 0
11 | aegeyC aoPy AR PARB AR/ P JRCen NALT AA 24 PARSPC §AYF PATIR:: 1 2 3 4
12 | ANHIRC HIATTE NTRE LATITAT NARURIR AA 24 ATPNGT /ATRPC/ &AYF PATGR: | 1 2 3 4
13 | 29°H Ng NEPYIR PaRgRyYCht AR AdPLLIP: 1 2 3 4
14 | PaN+AYC 2.7 POD/ et NATEM LM Y0-:: 1 2 3 4
h&A ANT:- PAPIRYL YT P24 ACh T 248 N AP AhF:
PARN+TAT 19 BPRPTF PACNPT P4 ACNF £LEPT ATRANT PHHIE M PRPT TFM:: NAPIT® AALTIRTA.
mPE (1 = NMI° AANTYARIRE 2 = RANTIAYGRE 3 = AAGHAIAT 4 = NMI® ANTITAL) NTYAF ATHL T BN
FAAAZT aoAN BUTA PR ATY TRCem NMIANN ARANPY RN M
N & 2
¢ £ g
PHPEPT : HCHE S e 2 §
< g~ <
e £ & &
P77HN RATET €< <c §
1 2qeH, +amm3 AALY CAFAU: 1 2 3 4
2 | NRIPH AYIC AR NTIN+ARC 4R LAFAL: 1 2 3 4
3 | 29PH h9PALM- ¢ C A198C +aPMmMT MLIR N ALY LAFAL = 1 2 3 4
4 | £9°H, PALYS PNLHANTY €AY ATITRAT N DALY ZRFAU= 1 2 3 4
5 | B9PH ACAT ATIARA AT 0RLEFT ATIANT NATLLST LA FAUE 1 2 3 4
6 | PNAL JALPE LAPHT ATPRLARC /ATIARL/ O+FATFAT U NATRLLLCTH LAFAU: 1 2 3 4
7 | 29PH NMATMC 248 AL AXFP H60F NAAAD: LAFAU: 1 2 3 4
NIALPTU/N/ 2C AU/ AT F1%
8 | SALPE N AL 9PT9° AATILIBT NATI4IR A 1H NATLLD4T ZnFAL-: 1 2 3 4
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9 SALPE NAMT AN LT DLIR NZRAN ZAFAL: 1 2 3 4
10 | NG AL PAT ANTPOFT NA-A% AAMMD TH NI9F @AM AATRLINT CAFAL: 1 2 3 4
11 | JALPE ARL NAFE ANC CAFAL: 1 2 3 4
12 | JALPE 9148 PUF YALTETT NATLAMT Zn FAL-: 1 2 3 4
13 | PALPE LATIR AC+ET NARRATT BN+8LC NATLTFA ZnFAU: 1 2 3 4
hd NARLNT IC PA@- PACH NCHh a»hnNNC
14 | NAegeYLy aehnd M4 LT 97 F1F NAA ZAFAL- = 1 2 3 4
15 | aPgRYLy N LECHT PACH NCH A°L88F Al FAU:: 1 2 3 4
16 | NARgRYLT avhnd NAG- PACA NCH AhNNC ZAFAU-: 1 2 3 4
17 | @9RULT ANG NARLNFF@ NAFD ANNCT LnFAU-: 1 2 3 4
18 | NG NF P-EY Ne NAPR4 CAFAU: 1 2 3 4
19 | P NARZNTE NAL AL P$TH NARF AATLATFM L0 FAL:: 1 2 3 4
Ne I hae\GAU!!




Appendix 3: Psychometric Qualities of Instruments
Content Validity Assessment Result

Purpose of validation
The purpose of this validation is to adapt instruments or questionnaires used for higher education
instructors to measure their emotional intelligence, communication effectiveness, job motivation,
job satisfaction, organizational commitment and turnover intentions. For all dimensions of the
variables you are given with definitions about the construct to guide you during the content
validity task.

Instructions for validation

You are requested to complete your socio-demographic information before you begin the item
validation work.

Under each dimensions of the constructs with its description, there are many items that are listed
below each subsection. Please determine each item whether the item is essential to measure the
construct.
The last two column of the table invites you to make any additional comments or remarks about
the items (e.g. suggested modification of the items and other items that you may suggest).
As soon as you completed your validation work please save it and attach the document via the
email bantetegegne@gmail.com

I thank you very much for your willingness to participate in the validation process of these
items!

Part 1: Socio-demographic Information

. GeNnder: ---m-mmmmm e

. Education Level — Highest Degree Earned: -----------------memememmmmmm oo
. Place of Residence: ---=-=-==s=somemomomcmme oo

. Place of Current Occupation: -----------=-=m-mmmmmmmmm oo

. Title or POSItioN: ----=-=-m-memememem oo

. Discipline/Field of Study: --------=-=-=mmmmmmmm oo

. Number of years in Discipling: -----------=--=-==-mmmmemmmme -

. Population Focus (research area): ------=-=-=-=========nmmmmmmmmmmmemeo-

10. Have you ever been involved in instrument development before? --------------------
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11. (Answer at End) how long did it take to complete this task? ------------=-==mmmmnmen--

How much essential and useful do you think is each item in measuring the supposed construct?
(To indicate the degree of relevance of an item, write 3 if the item is essential, 2 if the item is
useful but not essential, and 1 if the item is non-essential in the first column). Please suggest a
modified item or an additional item (for each item), if you think that the item is not essential to
measure the supposed construct.

KEY NOTE (Item Relevance): 3 = the item is Essential; 2 = the item is Useful, but not

essential; 1 = the item is Non-essential
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Part 11: Emotional Intelligence Scale Content Validation

Item relevance

Expert | Expert | Expert | Expert | Expert | Expert | Expert | Expert Expert in CVR/
Items 1 2 3 4 5 6 7 8 agreement I-CVI
1 3 3 3 2 3 3 3 3 7 0.75
2 3 2 3 3 3 3 3 3 7 0.75
3 3 2 3 3 3 3 3 3 7 0.75
4 3 3 3 3 3 3 3 3 8 1
5 3 3 3 3 3 3 2 3 7 0.75
6 3 3 3 3 3 3 3 2 7 0.75
7 3 3 3 3 3 3 3 2 7 0.75
8 3 3 3 3 3 3 3 3 8 1
9 3 3 3 3 3 3 2 3 7 0.75
10 3 3 3 3 3 3 2 3 7 0.75
11 3 3 3 3 3 3 3 3 8 1
12 3 3 3 3 3 3 3 2 7 0.75
13 3 3 3 3 3 3 3 3 8 1
14 3 3 3 3 3 3 3 3 8 1
15 3 3 3 3 3 3 3 3 8 1
16 3 3 3 3 3 3 3 3 8 1
17 3 3 3 3 3 3 3 3 8 1
18 3 2 3 3 3 3 3 3 7 0.75
19 3 3 3 3 3 3 3 3 8 1
20 3 3 3 3 3 3 2 3 7 0.75
21 3 3 3 3 3 3 2 3 7 0.75
22 3 3 3 3 3 2 3 3 7 0.75
23 3 3 3 3 3 3 3 3 8 1
24 3 2 3 3 3 3 3 3 7 0.75
25 3 3 3 3 3 3 2 3 7 0.75
26 3 3 3 3 3 3 3 3 8 1
27 3 3 3 3 2 3 3 3 7 0.75
28 3 3 3 3 3 3 3 3 8 1
29 3 3 2 3 3 3 3 3 7 0.75
30 3 3 3 3 3 3 3 3 8 1
1

o
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»
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o
©
o
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o
©
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o)

o
©
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o))

o
©
oy
>

o
[

o
©

S-CVI = (1+0.866+0.966+0.966+0.966+0.966+0.8+0.9)/8 = 0.928

S-CVI = Score Content Validity Index average proportion of relevance of items across experts.
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Part 111: Effective Communication Scale Content Validation

Items Item Relevance
Expert | Expert | Expert | Expert | Expert | Expert | Expert | Expert Expert in CVR/I-
1 2 3 4 5 6 7 8 agreement CVI
1 3 3 3 3 3 3 3 3 8 1
2 3 3 3 3 3 3 3 3 8 1
3 3 3 3 3 3 3 3 3 8 1
4 3 3 3 3 3 3 2 3 7 0.875
5 3 3 3 3 3 3 3 3 8 1
1 1 1 1 1 1 0.8 1
S-CVI = (1+1+1+1+1+1+0.8+1)/8 = 7.8/8 = 0.975
S-CVI = Score Content Validity Index average proportion of relevance of items across experts.
Part 1V: Job Motivation Scale Content Validation
Items Item Relevance
Expert | Expert | Expert | Expert | Expert | Expert | Expert | Expert Expert in CVR/
1 2 3 4 5 6 7 8 agreement I-CVI
1 3 3 3 3 3 3 3 3 8 1
2 3 3 3 3 3 3 3 3 8 1
3 3 3 3 3 3 3 3 3 8 1
4 3 2 3 3 3 3 3 3 7 0.875
5 3 3 3 3 3 3 3 3 8 1
6 3 3 2 3 3 3 3 3 7 0.875
7 3 3 3 3 3 3 3 2 7 0.875
8 3 3 3 3 3 3 3 3 8 1
9 3 3 3 1 3 3 3 3 7 0.875
10 3 3 3 3 3 3 3 3 8 1
11 3 1 3 3 3 3 3 1 6 0.75
12 3 3 1 3 3 3 3 1 6 0.75
13 3 3 2 3 3 3 3 3 7 0.875
14 3 3 3 3 3 3 3 3 8 1
15 3 3 3 3 3 3 3 3 8 1
16 3 3 3 3 3 3 3 3 8 1
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0.875

0.875

0.75
0.75

0.75

7

7

0.897

0.948

1

1

0.974

0.872

0.897

0.974

17

18
19

20
21

22
23
24
25
26
27
28
29
30
31

32

33
34
35
36
37

38
39

S-CVI1 = (0.974+0.897+0.872+0.974+1+1+0.948+0.897)/8 = 0.945

Score Content Validity Index average proportion of relevance of items across experts.

S-CVI

Part V: Job Satisfaction Scale Content Validation

Item Relevance

Expert

CVR/

I-CVI

0.75

0.75

0.75
0.75

Expert in

agreement

Expert

Expert

Expert

Expert

Expert

Expert

Expert

Items
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0.875

0.75

0.875

0.875

0.875

0.875

0.75

7

0.925

0.975

0.925

0.9

0.95

0.9

0.975

1

10
11
12
13
14
15
16
17
18
19
20
21

22
23
24
25
26
27
28
29
30
31

32

33
34

35

36

37

38
39

40

S-CVI = (1+0.975+0.9+0.95+0.9+0.925+0.975+0.925)/8 = 7.475/8= 0.943

Score Content Validity Index average proportion of relevance of items across experts.

S-CVI
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Part VI: Organizational Commitment Scale Content Validation

Items Item Relevance
Expert | Expert Expert | Expert | Expert | Expert | Expert Expert in CVR/
1 2 3 4 5 6 7 8 agreement I-CVI
1 3 3 3 3 3 3 3 3 8 1
2 3 3 3 3 3 3 3 3 8 1
3 3 3 3 3 3 3 3 3 8 1
4 3 3 3 3 3 3 3 3 8 1
5 3 3 3 3 3 3 3 3 8 1
6 3 3 3 3 3 3 3 3 8 1
7 3 3 3 3 3 3 3 3 8 1
8 3 3 3 3 3 3 3 3 8 1
9 3 3 3 3 3 3 3 3 8 1
10 3 3 3 3 3 3 3 3 8 1
11 3 3 3 3 3 3 3 3 8 1
12 3 3 1 1 3 3 3 3 6 0.75
13 3 3 3 3 3 3 3 3 8 1
14 3 3 3 3 3 3 3 3 8 1
15 3 3 3 3 3 2 3 3 7 0.875
16 3 3 3 3 3 3 3 3 8 1
17 3 3 3 3 3 3 3 3 8 1
18 3 3 3 3 3 3 3 3 8 1
1 1 .944 0.944 1 0.944 1 1

S-CVI = (1+1+0.944+0.944+1+0.944+1+1)/8 = 0.979
S-CVI = Score Content Validity Index average proportion of relevance of items across experts.
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Part VII: Turnover Intention Scale Content Validation

Items

Item Relevance

Expert
1

Expert
2

Expert
3

Expert
4

Exp
5

ert

Expert
6

Expert
7

Expert

(o]

Expert in
agreement

8

OO (NO|TIARWIN(F

NWWWWwwww|w

WWWWWNW(FP|W

~ |00 (00|00 |00 |00 |~
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RPWWWwwwww|lw

o
o)
3
ol

RPWWWWwWwwww w

RPWWWWwWwwwww(w

PWWWwWwWwwwlw|w w

RPWWWWWwww|w w

S-CVI Average = (1+0.875+1+0.875+1+1+1+1)/8 = 0.859
S-CVI = Score Content Validity Index average proportion of relevance of items across experts.
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Appendix 4: CFA and SEM Measurement Models

CFA Measurement Model for Emotional Intelligence

40

@

21

@-

o 53

[ESA1)
[ESAZ |

a9

CMIN
Model NPAR CMIN DF P CMIN/DF
Default model 32 191970 46 .000 4.173
Saturated model 78 .000 0
Independence model 12 3194.008 66 .000 48.394
RMR, GFI
Model RMR GFl  AGFl PGFI
Default model 145 953 920  .562
Saturated model .000 1.000
Independence model 931 432 329  .366
Baseline Comparisons

NFI  RFI IFI TLI
Model Deltal rhol Delta2 rho2 CFl
Default model 940 914 954 933 953
Saturated model 1.000 1.000 1.000
Independence model .000 .000 .000 .000 .000
RMSEA
Model RMSEA LO9 HI9 PCLOSE
Default model 072 .061  .082 .000
Independence model 277 .269 .285 .000
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CFA Measurement Model for Effective Communication

EC17
48
EC18
55 - EC19
EC20
EC21
CMIN
Model NPAR CMIN DF P CMIN/DF
Default model 12 4.210 3 .240 1.403
Saturated model 15 .000 0
Independence model 5 814185 10 .000 81.419
RMR, GFI
Model RMR GFl  AGFl  PGFI
Default model 014 997 987 199
Saturated model .000 1.000
Independence model 408 579 369  .386

Baseline Comparisons

NFlI  RFI IFl  TLI
Model Deltal rhol Delta2 rho2 CFl
Default model 995 983 999 995 .998
Saturated model 1.000 1.000 1.000
Independence model .000 .000 .000 .000 .000
RMSEA
Model RMSEA LO90 HI9 PCLOSE
Default model .026 .000 .077 725
Independence model 361 .340 .382 .000
CFA Measurement Model for Job Motivation
1
sAL = -
57 = ‘.
JM ~ ot
PRO o
PROG7 - 1
" ; cLcoas |—@
ctco - o{ Cicom |4—@
CLCD40 f——E1)
CLCDAT bl 3
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CMIN

Model NPAR CMIN DF P CMIN/DF
Default model 36 251.094 69 .000 3.639
Saturated model 105 .000 0
Independence model 14 4446568 91 .000 48.863
RMR, GFI
Model RMR GFl  AGFl PGFI
Default model 041 944 915 621
Saturated model .000 1.000
Independence model 223 371 274 322
Baseline Comparisons

NFI  RFI IFI TLI
Model Deltal rhol Delta2 rho2 CFl
Default model 944 926 958 945 958
Saturated model 1.000 1.000 1.000
Independence model .000 .000 .000 .000  .000
RMSEA
Model RMSEA LO9 HI9 PCLOSE
Default model .065 .057 .074 .002
Independence model 278 271 .285 .000

CFA Measurement Model for Job Satisfaction

44

Js a0

48

CMIN

Model NPAR CMIN DF P CMIN/DF
Default model 48  401.840 142 .000 2.830
Saturated model 190 .000 0

Independence model 19 8317.787 171 .000 48.642
RMR, GFI

Model RMR GFI  AGFI PGFI

Default model 032 937 916  .701
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Model RMR GFI  AGFI PGFI
Saturated model .000 1.000
Independence model 240 267 185  .240
Baseline Comparisons

NFI  RFI IFI TLI
Model Deltal rhol Delta2 rho2 CFl
Default model 952 942 968 962  .968
Saturated model 1.000 1.000 1.000
Independence model .000 .000 .000 .000  .000
RMSEA
Model RMSEA LO90 HI9 PCLOSE
Default model .054 .048 .061 120
Independence model 278 273 283 .000

CFA Measurement Model for Organizational Commitment

0C22

0OC23

0C24

0OC25

OC26

oc27
CMIN
Model NPAR CMIN DF P CMIN/DF
Default model 14 26.801 7 .000 3.829
Saturated model 21 .000 0
Independence model 6 1814.643 15 .000 120.976
RMR, GFI
Model RMR GFlI  AGFl  PGFI
Default model 030  .986 959 329
Saturated model .000 1.000
Independence model .678 .390 146 278
Baseline Comparisons

NFI  RFI IFI TLI

Model Deltal rhol Delta2 rho2 CFl
Default model 985 .968 989 976  .989
Saturated model 1.000 1.000 1.000
Independence model .000 .000 .000 .000 .000
RMSEA
Model RMSEA LO90 HI9 PCLOSE
Default model .068 .042 .096 122
Independence model 441 424 458 .000
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FA Measurement Model for Turnover Intention

TI13
TI14 <—.‘69 2
TI15 4—"28 3
TI16
CMIN
Model NPAR CMIN DF P CMIN/DF
Default model 8 3.946 2 139 1.973
Saturated model 10 .000 0
Independence model 4 605.327 6 .000 100.888
RMR, GFI
Model RMR GFlI  AGFl PGFI
Default model .022 .997 984 199
Saturated model .000 1.000
Independence model 482 .644 406 .386
Baseline Comparisons
NFI  RFI IFI  TLI
Model Deltal rhol Delta2 rho2 CFl
Default model 993 .980 997 990 997
Saturated model 1.000 1.000 1.000
Independence model .000 .000 .000 .000 .000
RMSEA
Model RMSEA LO9 HI9 PCLOSE
Default model .040 .000 .098 522
Independence model 402 375 429 .000
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Full Structural Equation Measurement Model
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CMIN
Model NPAR CMIN DF P CMIN/DF
Default model 63 801.799 190 .000 4.220
Saturated model 253 .000 0
Independence model 22 8446.001 231 .000 36.563
RMR, GFI
Model RMR GFlI AGFI PGFI
Default model .097 .890 .854 669
Saturated model .000 1.000
Independence model | .241  .346  .284  .316
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Baseline Comparisons

NFI  RFI IFI  TLI

Model Deltal rhol Delta2 rho2 CFl
Default model 905 .885 926  .909 .926
Saturated model 1.000 1.000 1.000
Independence model .000 .000 .000 .000 .000
RMSEA

Model RMSEA LO90 HI90 PCLOSE
Default model .072 .067 077 .000
Independence model .240 .236 244 .000

Path Model for Mediation Analysis
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