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ABSTRACT
This study aimed to examine the relationship among professional development opportunities, organizational commitment, and workload demands of private school teachers in Bukidnon during the School Year 2025–2026. Specifically, it sought to determine the levels of professional development opportunities, organizational commitment, and workload demands, as well as to identify their significant relationships and predictive influences. Employing a descriptive-correlational quantitative research design, data were gathered from 300 private school teachers using adopted standardized survey questionnaires. The collected data were analyzed through descriptive statistics, Pearson product-moment correlation, and multiple regression analyses. Findings revealed that teachers perceived a high level of professional development opportunities across instructional, scientific, personal, and organizational domains, indicating favorable access to professional growth activities. In terms of organizational commitment, teachers demonstrated moderate levels of affective, continuance, and normative commitment, suggesting a reasonable sense of attachment and responsibility toward their institutions, albeit influenced by existing conditions. Meanwhile, teachers reported high workload demands in terms of time, quantitative, and qualitative aspects, signifying that although workloads are manageable, they remain consistently challenging. Correlation analysis showed a significant positive relationship between workload demands and both professional development opportunities and organizational commitment. This implies that increased engagement in professional growth and stronger organizational attachment are associated with heightened perceptions of workload demands. Furthermore, regression analysis revealed that normative commitment, affective commitment, and selected dimensions of professional development—particularly instructional, organizational, and personal development—significantly predict workload demands. These findings suggest that as teachers become more professionally involved and organizationally committed, their responsibilities and perceived workload likewise increase.
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INTRODUCTION
Teachers play a crucial role in ensuring educational quality, and their effectiveness is strongly influenced by professional development opportunities, organizational commitment, and workload demands. In private schools, where institutional structures differ from public education systems, teachers often encounter distinct professional expectations and workload conditions. While professional development enhances instructional competence and adaptability, increasing organizational commitment may also expand teachers’ responsibilities, contributing to heavier workload demands.
In the Philippine context, most research on teacher development and workload has focused on public school teachers, leaving a research gap regarding private school educators, particularly in Bukidnon. Limited evidence exists on how professional development opportunities and organizational commitment interact with workload demands in private educational institutions operating under different organizational and policy environments.
Grounded in Human Capital Theory, Job Demands–Resources Theory, Organizational Commitment Theory, Role Theory, and Conservation of Resources Theory, this study examined the relationship between professional development opportunities, organizational commitment, and workload demands of private school teachers in Bukidnon during School Year 2025–2026. Specifically, it sought to (1) determine the levels of professional development opportunities, organizational commitment, and workload demands; (2) examine the relationships among these variables; and (3) identify which variables significantly predict teachers’ workload demands.

METHODS
This study employed a descriptive–correlational quantitative research design to examine the relationship among professional development opportunities, organizational commitment, and workload demands of private school teachers in Bukidnon during School Year 2025–2026. The respondents consisted of 300 private school teachers from selected private educational institutions in the province, chosen through random sampling to ensure adequate representation across participating schools. Data were collected using three adopted and standardized survey questionnaires measuring professional development opportunities (instructional, scientific field, personal, and organizational development), organizational commitment (affective, continuance, and normative commitment), and workload demands (time, quantitative, and qualitative). Prior to actual data collection, the instruments were pilot-tested and demonstrated excellent reliability, with Cronbach’s alpha coefficients of 0.908 for professional development opportunities, 0.959 for organizational commitment, and 0.940 for workload demands. A five-point Likert scale was used for all instruments. Formal permission to conduct the study was secured from school administrators, and participation was voluntary, with confidentiality of responses assured. The gathered data were analyzed using descriptive statistics to determine the levels of the variables, Pearson product–moment correlation to examine the relationships among them, and multiple regression analysis to identify which variables significantly predicted teachers’ workload demands.
RESULTS AND DISCUSSION
This chapter contains the presentation, analysis, and interpretation of data gathered on the Teachers’ levels of Professional Development Opportunities, Organizational Commitment, and Workload Demands. The order of presentation is based on the order of specific objectives of the study. 

The results in Table 2 show that teachers generally perceive a high level of professional development opportunities in terms of instructional development, as indicated by an overall mean of 4.02, a standard deviation of 0.53, and a descriptive rating of Agree, which is qualitatively interpreted as High Opportunity. The relatively low standard deviation suggests a high level of consistency in teachers’ perceptions. Among the indicators, the highest‑rated items were the need for knowledge about designing and using instructional materials (M = 4.35, SD = 0.78, Agree), following innovations in information and communication technologies and applying them in lessons (M = 4.34, SD = 0.72, Agree), and the need for knowledge about using technology for teaching purposes (M = 4.33, SD = 0.86, Agree), all of which were interpreted as High Opportunity. On the other hand, the lowest rated indicator was the ability to teach gifted children or children with learning disabilities (M = 3.32, SD = 1.00, Neutral), which was qualitatively interpreted as Moderate Opportunity. The relatively higher standard deviation for this item indicates greater variability in teachers’ responses, suggesting differences in experience, training, or institutional support in handling diverse learners.
The findings indicate that teachers generally demonstrate confidence in their instructional competencies, particularly in the use of varied teaching strategies, student motivation, and lesson preparation aligned with curriculum outcomes. The consistently high mean ratings, together with low to moderate standard deviation values, indicate a high level of agreement among teachers, reflecting stable instructional practices and generally uniform access to professional development, especially in instructional materials and technology integration.





Table 2. Mean scores of the teachers’ level of professional development opportunities in terms of instructional development. 
	Indicators
	Mean
	Standard Deviation
	Descriptive 
Rating
	Qualitative Interpretation

	I need knowledge about designing and using instructional materials.
	4.35
	0.78
	Agree 
	High Opportunity

	I follow the innovations in information and communication technologies and apply them in my lessons.
	4.34
	0.72
	Agree 
	High Opportunity

	I need knowledge about using technology for teaching purposes.
	4.33
	0.86
	Agree 
	High Opportunity

	I would like to learn different teaching methods to motivate students and to encourage them participate in classroom activities.
	4.26
	0.82
	Agree 
	High Opportunity

	I can easily use various teaching strategies in my lessons.
	4.12
	0.75
	Agree 
	High Opportunity

	I can always motivate my students and encourage them participate in the classroom activities.
	4.06
	0.76
	Agree 
	High Opportunity

	I can easily improve my students thinking abilities.
	3.97
	0.74
	Agree 
	High Opportunity

	I am successful in teaching environment and classroom preparation activities.
	3.94
	0.74
	Agree 
	High Opportunity

	I have enough knowledge about assessment and evaluation.
	3.91
	0.79
	Agree 
	High Opportunity

	I do not have any problems in preparing lesson plans in accordance with learning outcomes in the curriculum.
	3.84
	0.85
	Agree 
	High Opportunity

	I do not have difficulty in preventing student interventions that negatively affect the lesson.
	3.79
	0.89
	Agree 
	High Opportunity

	I do not have difficulty in teaching gifted children or children with learning disability.
	3.32
	1.00
	Neutral
	Moderate Opportunity

	Overall Mean
	4.02
	0.53
	Agree 
	High Opportunity


Legend:
	Range:
	Descriptive Rating
	Qualitative Interpretation

	4:51-5:00
	Strongly Agree (SA)
	Very High Opportunity

	3:51:4:50
	Agree (A)
	High Opportunity

	2:51-3:50
	Neutral (N)
	Moderate Opportunity

	1.51:2:50
	Disagree (D)
	Low Opportunity

	1:00-1:50
	Strongly Disagree (SD)
	Very Low Opportunity

	
	
	
	



 In contrast, the indicator on teaching gifted learners or learners with learning disabilities exhibited the lowest mean and the highest standard deviation, suggesting greater variability in teachers’ preparedness and experience in inclusive education. This variation points to uneven exposure to specialized training and support across respondents.
These results imply that although teachers are well-equipped to adopt technological and instructional innovations, inclusive education requires more targeted professional development support. The variability reflected in the standard deviation highlights the need for focused training on differentiated instruction, classroom management for diverse learners, and assessment strategies tailored to varied student needs. Strengthening these areas may help reduce disparities in instructional confidence and promote more equitable and inclusive teaching practices.		
Teachers’ strong ratings on instructional material design and technologyintegration are consistent with Taga (2025), who found that institutional training improved confidence in technology‑integrated instruction, and Alda et al. (2024), who showed that structured professional education programs enhanced lesson planning and classroom management. Likewise, Camral and Sumayo (2025) confirmed that regular CPD participation strengthened student‑centered teaching strategies, supporting the high opportunity ratings in motivation and varied pedagogy. However, the moderate opportunity in teaching diverse learners reflects the limitations noted by Mitra (2025), who observed that Professional Learning Networks, while beneficial, remain constrained by institutional and technological barriers. these studies affirm that professional development opportunities significantly boost instructional competencies but highlight the need for more inclusive and accessible training to address diverse learner needs.

[bookmark: _Hlk226475879]Table 3 shows that teachers perceive a high level of professional development opportunities in terms of scientific field development, with an overall mean of 3.83, a standard deviation of 0.58, and a descriptive rating of Agree, which is qualitatively interpreted as High Opportunity. The standard deviation indicates a moderate level of agreement among teachers, suggesting generally similar but not uniform experiences in scientific development opportunities. The highest-rated indicator was the need to learn research methods and statistical research techniques (M = 4.23, SD = 0.80, Agree), reflecting a strong and consistent interest in strengthening research competencies. Other indicators related to participation in national and international projects, attendance in seminars and conferences, and engagement in research activities also received high descriptive ratings, with mean values ranging from 3.76 to 4.05 and moderate standard deviation values, indicating reasonable consistency in teachers’ perceptions. However, indicators related to collaboration, mentoring, and access to updated research resources obtained relatively lower mean scores (M = 3.57–3.76) and comparatively higher standard deviations, suggesting greater variability in teachers’ experiences. This pattern indicates that while teachers generally value and seek research-related professional development, access to institutional support mechanisms such as mentoring and research resources may differ across schools.
The results indicate that teachers generally recognize the importance of scientific field development, particularly in strengthening their research knowledge and skills. The overall high mean, together with a moderate standard deviation, suggests that teachers’ perceptions are relatively consistent but not uniform. The highest-rated indicator, learning research methods and statistical techniques, exhibited both a high mean and a moderate SD, reflecting shared recognition of its importance across respondents. In contrast, indicators related to collaboration, mentoring, and access to updated research resources recorded lower means and comparatively higher standard deviations, indicating greater variation in teachers’ experiences. This variability suggests that while interest in research‑related professional development is widespread, opportunities for sustained scientific engagement and institutional support differ across schools.


Table 3. Mean scores of the teachers’ level of professional development opportunities in terms of scientific field development. 
	Indicators
	Mean
	Standard Deviation
	Descriptive 
Rating
	Qualitative Interpretation

	I want to learn the research methods and statistical research techniques related to my field.
	4.23
	0.80
	Agree 
	High Opportunity

	I need knowledge on how to take part in national and international projects and activities related to my field. 
	4.05
	0.81
	Agree 
	High Opportunity

	I am provided with opportunities to attend seminars, workshops, or conferences relevant to my field.
	3.91
	0.93
	Agree 
	High Opportunity

	I know how to take part in projects and activities related to my field or to benefit from research funds.
	3.83
	0.78
	Agree 
	High Opportunity

	I am informed about recent trends, innovations, and advancements.
	3.82
	0.78
	Agree 
	High Opportunity

	I receive adequate guidance or mentoring from experts to develop my research skills in my field.
	3.76
	0.87
	Agree 
	High Opportunity

	I am encouraged to publish research outputs (e.g., journals, conference papers) related to my field.
	3.76
	0.84
	Agree 
	High Opportunity

	I am given opportunities to collaborate with other researchers or professionals within my field
	3.68
	0.92
	Agree 
	High Opportunity

	I have enough knowledge about scientific research methods.
	3.67
	0.81
	Agree 
	High Opportunity

	I have access to updated research resources (e.g., journals, databases, research tools) related to my field.
	3.57
	0.92
	Agree 
	High Opportunity

	Overall Mean
	3.83
	0.58
	Agree 
	High Opportunity


Legend:
	Range:
	Descriptive Rating
	Qualitative Interpretation

	4:51-5:00
	Strongly Agree (SA)
	Very High Opportunity

	3:51:4:50
	Agree (A)
	High Opportunity

	2:51-3:50
	Neutral (N)
	Moderate Opportunity

	1.51:2:50
	Disagree (D)
	Low Opportunity

	1:00-1:50
	Strongly Disagree (SD)
	Very Low Opportunity



These findings imply that institutions should move beyond providing general research exposure and focus on strengthening consistent support systems for scientific field development. The variability in responses highlights the need for structured mentoring programs, improved access to research resources, and institutional mechanisms that encourage collaboration and publication. Enhancing these supports can reduce disparities in research engagement, promote sustained scholarly involvement, and better equip teachers to contribute to evidence‑based practice and educational innovation.
The findings align with Merino et al. (2025), who emphasized that structured professional learning in inquiry-based science strengthens pedagogical content knowledge and scientific reasoning. Similarly, Rehman et al. (2025) confirmed that STEM programs focusing on experimentation and technology significantly improve teachers’ science instruction. The importance of collaboration and international engagement resonates with Wang et al. (2025), who highlighted that global cooperation equips teachers for interdisciplinary teaching. However, the relatively lower ratings on mentoring and access to resources reflect the disparities noted by Constantino and Antonio (2025), who found that rural teachers often face fewer opportunities for scientific growth. These studies affirm that professional development enhances teachers’ scientific competencies but underscore the need for equitable access and institutional support to fully realize its impact.

[bookmark: _Hlk226477779]Table 4 shows that teachers perceive a high level of professional development opportunities in terms of personal development, with an overall mean of 4.02, a standard deviation of 0.60, and a descriptive rating of Agree, which is qualitatively interpreted as High Opportunity. The highest-rated indicators include the need to enhance verbal and nonverbal communication skills (M = 4.23, SD = 0.84), improve stress management and coping skills (M = 4.18, SD = 0.82), and receive support for career planning and time management (M = 4.13), all of which were descriptively rated as Agree. Other indicators related to emotional regulation, self‑confidence, and professional self‑awareness also obtained high ratings, indicating teachers’ recognition of the importance of personal growth in their professional practice.


Table 4. Mean scores of the teachers’ level of professional development opportunities in terms of personal development. 
	Indicators
	Mean
	Standard Deviation
	Descriptive
Rating
	Qualitative Interpretation

	I would like to take support or training about career planning and time management
	4.13
	1.88
	Agree 
	High Opportunity

	I believe I need to enhance my verbal and nonverbal communication skills for professional purposes.
	4.23
	0.84
	Agree 
	High Opportunity

	I would like to receive training to improve my stress management and coping skills at work.
	4.18
	0.82
	Agree 
	High Opportunity

	I feel the need to improve my emotional regulation and anger management skills in professional settings.
	4.06
	0.82
	Agree 
	High Opportunity

	I need opportunities to develop my self-confidence and professional self-awareness.
	3.99
	0.86
	Agree 
	High Opportunity

	I am competent in career planning and time management skills related to my profession.
	3.96
	0.83
	Agree 
	High Opportunity

	I have a strong sense of self-awareness and confidence in my professional role.
	3.96
	0.81
	Agree 
	High Opportunity

	I demonstrate effective verbal and nonverbal communication skills in my professional interactions.
	3.91
	0.72
	Agree 
	High Opportunity

	I am able to control my emotions and manage anger effectively in work-related situations
	3.91
	0.78
	Agree 
	High Opportunity

	I am able to handle work-related stress in a healthy and productive manner.
	3.88
	0.80
	Agree 
	High Opportunity

	Overall Mean
	4.02
	0.60
	Agree 
	High Opportunity


Legend:
	Range:
	Descriptive Rating
	Qualitative Interpretation

	4:51-5:00
	Strongly Agree (SA)
	Very High Opportunity

	3:51:4:50
	Agree (A)
	High Opportunity

	2:51-3:50
	Neutral (N)
	Moderate Opportunity

	1.51:2:50
	Disagree (D)
	Low Opportunity

	1:00-1:50
	Strongly Disagree (SD)
	Very Low Opportunity



The overall moderate standard deviation suggests a reasonable level of agreement among teachers regarding personal development opportunities, indicating generally shared experiences across respondents. However, variation in standard deviation values across indicators points to differences in perceived competence and training needs. Notably, the item related to career planning and time management displayed the highest variability, suggesting that while some teachers feel confident in these areas, others perceive a stronger need for support. In contrast, consistently lower SD values for communication skills, stress management, and emotional regulation indicate more uniform recognition of these as essential competencies for sustaining professional effectiveness. This pattern suggests that personal development demands are widely acknowledged, though teachers experience differing levels of readiness in specific domains.
These findings imply that professional development programs should place sustained emphasis on personal development components alongside instructional and organizational training. The observed variability highlights the need for flexible and differentiated interventions, particularly in career planning and time management, to address diverse teacher needs. Strengthening programs focused on communication skills, stress management, and emotional regulation may help enhance teachers’ resilience, confidence, and overall well‑being, thereby supporting more consistent professional performance and long‑term engagement.
The findings align with Rivera et al. (2025), who reported that consistent access to professional growth programs strengthens teachers’ confidence, motivation, and sense of purpose. Similarly, Guiraldo-Tutania and Castro (2025) highlighted that reflective practices and mentorship contribute to teachers’ personal evolution and emotional satisfaction. The emphasis on stress management and coping skills resonates with Ulla (2018), who found that research-oriented development activities enhanced teachers’ resilience and self-belief. Moreover, Beach et al. (2022) demonstrated that self-initiated online learning improved teachers’ adaptability and endurance, while Fernandes et al. (2023) confirmed that continual pedagogical training fosters confidence, communication, and reflective thinking. These studies affirm that personal development is integral to professional growth, underscoring the need for programs that nurture both technical competence and emotional well-being.
		
Table 5 shows that teachers perceive a high level of professional development opportunities in terms of organizational development, with an overall mean of 3.98, a standard deviation of 0.63, and a descriptive rating of Agree, which is qualitatively interpreted as High Opportunity. 
[bookmark: _Hlk226478815]Table 5. Mean scores of the teachers’ level of professional development opportunities in terms of organizational development. 
	Indicators
	Mean
	Standard Deviation
	Descriptive
Rating
	Qualitative Interpretation

	I need further orientation or training regarding the organizational structure and operational processes of the school.
	4.08
	0.81
	Agree 
	High Opportunity

	I feel the need to improve my teamwork skills to effectively meet the school’s organizational goals.
	4.06
	0.81
	Agree 
	High Opportunity

	I need opportunities to improve my decision-making and problem-solving skills within the organization.
	4.04
	0.84
	Agree 
	High Opportunity

	I would like to receive training on school policies, rules, and administrative procedures.
	4.03
	0.85
	Agree 
	High Opportunity

	I consider myself effective in working collaboratively with teams within the institution.
	4.00
	0.79
	Agree 
	High Opportunity

	I need professional development opportunities related to leadership and organizational roles in the school.
	3.98
	0.85
	Agree 
	High Opportunity

	I have sufficient understanding of the school’s organizational structure, culture, and work processes.
	3.97
	0.63
	Agree 
	High Opportunity

	I am familiar with and able to comply with the school’s policies and administrative procedures.
	3.93
	0.74
	Agree 
	High Opportunity

	I am capable of taking leadership responsibilities when required in the organization.
	3.84
	0.83
	Agree 
	High Opportunity

	I am able to make sound decisions and contribute to problem-solving in organizational matters.
	3.83
	0.86
	Agree 
	High Opportunity

	Overall Mean
	3.98
	0.63
	Agree 
	High Opportunity


Legend:
	Range:
	Descriptive Rating
	Qualitative Interpretation

	4:51-5:00
	Strongly Agree (SA)
	Very High Opportunity

	3:51:4:50
	Agree (A)
	High Opportunity

	2:51-3:50
	Neutral (N)
	Moderate Opportunity

	1.51:2:50
	Disagree (D)
	Low Opportunity

	1:00-1:50
	Strongly Disagree (SD)
	Very Low Opportunity



The highest‑rated indicators include the need for further orientation or training regarding the school’s organizational structure and operational processes (M = 4.08, SD = 0.81, Agree), improving teamwork skills (M = 4.06, SD = 0.81, Agree), and enhancing decision‑making and problem‑solving skills within the organization (M = 4.04, SD = 0.84, Agree). Other indicators related to compliance with school policies, collaborative work, and leadership roles were likewise rated as Agree, indicating teachers’ recognition of the importance of organizational competence and participation.
The moderate standard deviation suggests a reasonable level of consistency in teachers’ perceptions of organizational development opportunities, while still indicating some variation across respondents. Indicators related to understanding organizational structures and teamwork displayed relatively lower SD values, reflecting more uniform experiences in these areas. In contrast, items associated with leadership responsibilities and organizational decision-making exhibited slightly higher standard deviations, suggesting differences in teachers’ exposure to leadership roles and involvement in institutional governance. This pattern indicates that while teachers generally feel capable of working within organizational systems, opportunities for deeper leadership engagement are not equally experienced.
These findings imply that professional development initiatives should not only reinforce teachers’ understanding of school structures and collaborative practices but also expand opportunities for leadership development and shared decision-making. Addressing the observed variability in leadership‑related experiences may help empower more teachers to take active organizational roles, strengthen institutional participation, and support more inclusive and effective school governance.
The findings are consistent with Belay et al. (2021), who emphasized that effective school management and secure environments significantly influence teachers’ participation in professional development, thereby enhancing organizational growth. Similarly, Melesse and Belay (2022) demonstrated that involvement in professional development directly relates to job satisfaction, reinforcing the importance of organizational culture in sustaining teacher engagement. The emphasis on teamwork and collaboration resonates with Tong and Razniak (2016), who argued that systematic collaboration and shared leadership are essential for building professional capital. Moreover, Zerrad and Schechter (2025) highlighted that organizational capacity and leadership vision are prerequisites for substantial professional growth, reflecting the teachers’ expressed need for leadership training. These studies affirm that organizational development opportunities strengthen institutional performance and teacher satisfaction, underscoring the need for programs that balance technical competence with collaborative and leadership skills.
[bookmark: _Hlk226479313]
Table 6 presents the summary of teachers’ professional development opportunities across four domains: Instructional Development, Scientific Field Development, Personal Development, and Organizational Development. The results show that all domains were rated at a high level of opportunity, with means ranging from 3.83 to 4.02. Instructional Development and Personal Development both obtained the highest mean scores (M = 4.02), followed by Organizational Development (M = 3.98) and Scientific Field Development (M = 3.83). The overall mean of 3.96, with a standard deviation of 0.45 and a descriptive rating of Agree, indicates that teachers generally perceive professional development opportunities as highly available across all domains.
The low overall standard deviation reflects a high level of consistency in teachers’ perceptions of professional development opportunities across the four domains. This suggests that access to professional growth activities is relatively uniform, regardless of the type of development area. Slight variations in standard deviation values among domains indicate minor differences in experiences, particularly in Scientific Field Development, which exhibited the lowest mean and a slightly higher SD compared to the other domains. This pattern suggests that while professional development opportunities are widely recognized, research‑related opportunities may not be as consistently experienced as instructional and personal development initiatives.




Table 6. Summary of the mean scores of the teachers’ level of professional development opportunities.
	Professional Development Opportunities
	Mean
	Standard Deviation
	Descriptive Rating
	Qualitative Interpretation

	Instructional Development
	4.02
	0.53
	Agree
	High Opportunity

	Personal Development
	4.02
	0.6
	Agree
	High Opportunity

	Organizational Development
	3.98
	0.63
	Agree
	High Opportunity

	Scientific Field Development
	3.83
	0.58
	Agree
	High Opportunity

	Overall Mean
	3.96
	0.45
	Agree 
	High Opportunity


Legend:
	Range:
	Descriptive Rating
	Qualitative Interpretation

	4:51-5:00
	Strongly Agree (SA)
	Very High Opportunity

	3:51:4:50
	Agree (A)
	High Opportunity

	2:51-3:50
	Neutral (N)
	Moderate Opportunity

	1.51:2:50
	Disagree (D)
	Low Opportunity

	1:00-1:50
	Strongly Disagree (SD)
	Very Low Opportunity



These findings imply that schools have generally established effective professional development structures that address multiple dimensions of teachers’ growth. However, the comparatively lower rating and greater variability in Scientific Field Development indicate the need to strengthen research-focused opportunities to ensure balanced professional growth. Enhancing access to mentoring, research resources, and scholarly collaboration can help maintain consistency across all domains and support holistic teacher development that benefits both instructional practice and institutional advancement.
The overall high opportunity ratings align with Mallillin and Laurel (2022), who demonstrated that well-designed professional development programs positively influence instructional quality and student learning outcomes. At the same time, the relatively lower score in scientific field development reflects the disparities noted by Constantino and Antonio (2025), who found that teachers in rural areas often face fewer opportunities for scientific growth. These studies affirm that while PDOs are effective in enhancing teacher competence, institutional support and equitable access remain essential for sustaining balanced professional growth.
[bookmark: _Hlk226479622]Table 7 presents the teachers’ level of organizational commitment in terms of affective commitment. The results show an overall mean of 3.49, a standard deviation of 0.58, and a descriptive rating of Neutral, which is qualitatively interpreted as Moderate Commitment. Several indicators obtained high mean scores, including feeling proud to be part of the organization (M = 3.95, SD = 0.96), willingness to spend one’s career in the institution (M = 3.88, SD = 0.87), and feeling emotionally connected to the organization (M = 3.83, SD = 0.84), all rated as Agree. In contrast, indicators related to a sense of belonging and feeling “part of the family” yielded lower mean scores (M = 2.77–2.93) and were descriptively rated as Neutral, indicating moderate affective attachment overall.

Table 7. Mean scores of the teachers’ level of organizational commitment in terms of affective commitment. 
	Indicators
	Mean
	Standard Deviation
	Descriptive Rating
	Qualitative Interpretation

	I would be very happy to spend the rest of my career with this organization.
	3.88
	0.87
	Agree
	High Commitment

	I feel proud to tell others that I am part of this organization.
	3.95
	0.96
	Agree
	High Commitment

	I feel emotionally connected to this organization.
	3.83
	0.84
	Agree
	High Commitment

	I enjoy discussing my organization with people outside the organization.
	3.79
	0.88
	Agree
	High Commitment

	This organization has a great deal of personal meaning for me.
	3.75
	0.97
	Agree
	High Commitment

	I really feel as if this organization’s problems are my own.
	3.60
	0.95
	Agree
	High Commitment

	I think that I could easily become as emotionally attached to another organization as I am to this one.
	3.52
	0.89
	Agree
	High Commitment

	I do not feel a strong sense of belonging to this organization.
	2.93
	1.18
	Neutral
	Moderate Commitment

	I do not feel emotionally attached to this organization.
	2.89
	1.19
	Neutral
	Moderate Commitment

	I do not feel like “part of the family” in this organization.
	2.77
	1.18
	Neutral
	Moderate Commitment

	Overall Mean
	3.49
	0.58
	Neutral
	Moderate Commitment


Legend:
	Range:
	Descriptive Rating
	Qualitative Interpretation

	4:51-5:00
	Strongly Agree (SA)
	Very High Commitment

	3:51:4:50
	Agree (A)
	High Commitment

	2:51-3:50
	Neutral (N)
	Moderate Commitment

	1.51:2:50
	Disagree (D)
	Low Commitment

	1:00-1:50
	Strongly Disagree (SD)
	Very Low Commitment



The moderate overall standard deviation suggests some variability in teachers’ emotional attachment to their organizations. Indicators with higher means and lower variability reflect shared feelings of pride and identification with the institution. However, higher standard deviation values in items related to belongingness and emotional attachment indicate diverging experiences among teachers, suggesting that while some feel integrated into the organizational culture, others experience weaker emotional bonds. This variation highlights a distinction between surface‑level identification, such as pride in affiliation, and deeper affective attachment characterized by a strong sense of belonging and emotional connection.
These findings imply that schools need to strengthen strategies that foster deeper emotional attachment and a stronger sense of belonging among teachers. While pride and identification are present, enhancing collegial relationships, recognition practices, and inclusive organizational climates may help reduce variability in affective commitment. Strengthening these elements can support more sustained emotional engagement, which is essential for long‑term teacher retention, motivation, and alignment with institutional goals.
The findings resonate with Belay et al. (2021), who emphasized that effective school management and secure environments significantly influence teachers’ participation and commitment, reinforcing the importance of organizational culture. Similarly, Melesse and Belay (2022) showed that involvement in professional development enhances job satisfaction and organizational loyalty, suggesting that continuous engagement opportunities can strengthen affective bonds. These studies affirm that while teachers demonstrate pride and emotional connection, institutional support and inclusive practices are essential to deepen their sense of belonging and commitment.


[bookmark: _Hlk226479952]Table 8 presents the teachers’ level of organizational commitment in terms of continuance commitment. The results show an overall mean of 3.41, a standard deviation of 0.69, and a descriptive rating of Neutral, which is qualitatively interpreted as Moderate Commitment. The highest‑rated indicators include the difficulty of leaving the organization even if one wanted to (M = 3.57, SD = 1.01) and staying with the organization as a matter of necessity as much as desire (M = 3.53, SD = 0.99), both descriptively rated as Agree and interpreted as High Commitment. The remaining indicators, which relate to lack of alternatives, potential loss of benefits, and personal or financial costs of leaving, obtained moderate mean scores (M = 3.15–3.50) and were rated as Neutral, indicating moderate continuance commitment.
The moderately high standard deviation (SD = 0.69) indicates noticeable variability in teachers’ perceptions of continuance commitment. Higher SD values across most indicators suggest that teachers differ widely in how strongly practical considerations such as job security, benefits, and alternative opportunities influence their decision to stay. While some teachers perceive substantial costs associated with leaving their organization, others appear less constrained by these factors. This pattern suggests that continuance commitment is not uniformly experienced but is shaped by individual circumstances, employment conditions, and perceived career mobility.
These findings imply that teachers’ retention is influenced more by practical and situational factors rather than strong emotional or moral attachment to the organization. The variability in continuance commitment underscores the need for institutions to move beyond reliance on necessity‑based retention. Strengthening organizational support, professional growth opportunities, and workplace satisfaction may help reduce overdependence on practical constraints and foster more stable and sustainable forms of commitment.

Table 8. Mean scores of the teachers’ level of organizational commitment in terms of continuance commitment. 
	Indicators
	Mean
	Standard Deviation
	Descriptive Rating
	Qualitative Interpretation

	It would be very difficult for me to leave my organization right now, even if I wanted to.
	3.57
	1.01
	Agree
	High Commitment

	At this point, staying with my organization is a matter of necessity as much as it is a matter of desire.
	3.53
	0.99
	Agree
	High Commitment

	One serious consequence of leaving this organization would be the lack of available job opportunities elsewhere.
	3.50
	1.05
	Neutral
	Moderate Commitment

	One of the major reasons I continue to work for this organization is that leaving would require considerable personal sacrifice, as another organization may not provide the same overall benefits.
	3.49
	0.96
	Neutral
	Moderate Commitment

	I believe that the benefits I receive from this organization would be difficult to replace if I left.
	3.45
	1.03
	Neutral
	Moderate Commitment

	Too much in my life would be disrupted if I decided to leave my organization at this time. 
	3.40
	1.06
	Neutral
	Moderate Commitment

	I stay with this organization largely because the costs associated with leaving are too high for me at present.
	3.39
	0.97
	Neutral
	Moderate Commitment

	I feel that I have very few viable alternatives if I were to leave this organization.
	3.35
	1.00
	Neutral
	Moderate Commitment

	I am not afraid of the possible negative consequences of quitting my job without having another one lined up.
	3.28
	1.15
	Neutral
	Moderate Commitment

	Leaving my organization now would not involve significant personal or financial costs.
	3.15
	1.06
	Neutral
	Moderate Commitment

	Overall Mean
	3.41
	0.69
	Neutral
	Moderate Commitment


Legend:
	Range:
	Descriptive Rating
	Qualitative Interpretation

	4:51-5:00
	Strongly Agree (SA)
	Very High Commitment

	3:51:4:50
	Agree (A)
	High Commitment

	2:51-3:50
	Neutral (N)
	Moderate Commitment

	1.51:2:50
	Disagree (D)
	Low Commitment

	1:00-1:50
	Strongly Disagree (SD)
	Very Low Commitment



The findings resonate with Ramada (2020), who argued that professional development integrated with recognition and performance evaluation enhances job satisfaction and productivity, reducing reliance on necessity-based commitment. Similarly, Melesse and Belay (2022) showed that prolonged participation in professional development builds professional capital and job satisfaction, suggesting that institutional investment in growth opportunities can shift commitment from pragmatic necessity to genuine loyalty. These studies affirm that while continuance commitment reflects practical constraints, stronger organizational support can deepen teachers’ attachment and retention.

[bookmark: _Hlk226480292]Table 9 presents the teachers’ level of organizational commitment in terms of normative commitment. The results show an overall mean of 3.47, a standard deviation of 0.65, and a descriptive rating of Neutral, which is qualitatively interpreted as Moderate Commitment. Indicators reflecting a sense of obligation and loyalty obtained relatively higher mean scores, including the belief that staying with the organization is the right thing to do (M = 3.63, SD = 0.85), feeling an obligation to give back to the organization (M = 3.60, SD = 0.97), and a sense of duty due to institutional investment (M = 3.55, SD = 0.88), all rated as Agree and interpreted as High Commitment. Meanwhile, items related to guilt in leaving and moral responsibility to remain obtained lower mean scores (M = 3.27–3.44) and were rated as Neutral, indicating moderate normative commitment.
The moderate standard deviation indicates noticeable variation in teachers’ perceptions of moral obligation toward their organization. Higher mean scores with moderate variability on obligation‑related items suggest that many teachers acknowledge loyalty and reciprocity as important values. However, the relatively lower means and higher SD values for items concerning guilt and moral responsibility imply divergent viewpoints among teachers regarding ethical attachment and long‑term loyalty. This pattern suggests that normative commitment is present but not deeply internalized across all respondents, reflecting a balance between institutional loyalty and personal career considerations.

Table 9. Mean scores of the teachers’ level of organizational commitment in terms of normative commitment. 
	Indicators
	Mean
	Standard Deviation
	Descriptive Rating
	Qualitative Interpretation

	I believe that employees today move from one organization to another more often than they should.
	3.63
	0.96
	Agree
	High Commitment

	I believe that staying with my organization is the right thing to do, not just a practical decision.
	3.63
	0.85
	Agree
	High Commitment

	I feel an obligation to give back to my organization by continuing my service.
	3.60
	0.97
	Agree
	High Commitment

	I feel a sense of duty to remain with my organization because it has invested in me.
	3.55
	0.88
	Agree
	High Commitment

	One of the major reasons I continue to work for this organization is my belief that loyalty is important and that I have a moral obligation to remain.
	3.52
	0.94
	Agree
	High Commitment

	I would feel guilty if I left my organization now, even if doing so benefited me personally.
	3.44
	0.94
	Neutral
	Moderate Commitment

	I think that leaving one organization for another is not unethical, even when one feels some responsibility to stay.
	3.40
	0.98
	Neutral
	Moderate Commitment

	Even if I were offered a better job elsewhere, I would feel that it would not be right to leave my organization.
	3.38
	1.05
	Neutral
	Moderate Commitment

	I do not believe that a person has a moral obligation to remain loyal to his or her organization.
	3.33
	1.08
	Neutral
	Moderate Commitment

	I do not feel any moral responsibility to stay with my organization if another opportunity arises.
	3.27
	1.14
	Neutral
	Moderate Commitment

	Overall Mean
	3.47
	0.65
	Neutral
	Moderate Commitment


Legend:
	Scale:
	Descriptive Rating
	Qualitative Interpretation

	4:51-5:00
	Strongly Agree (SA)
	Very High Commitment

	3:51:4:50
	Agree (A)
	High Commitment

	2:51-3:50
	Neutral (N)
	Moderate Commitment

	1.51:2:50
	Disagree (D)
	Low Commitment

	1:00-1:50
	Strongly Disagree (SD)
	Very Low Commitment



These findings imply that while teachers recognize values of loyalty and obligation, such commitment may not be strong enough to ensure long‑term organizational attachment. Institutions may need to reinforce normative commitment by highlighting mutual investment, recognizing teachers’ contributions, and fostering a shared sense of purpose. Strengthening value‑based connections between teachers and their organizations can help promote a stronger sense of responsibility and alignment with institutional goals, contributing to organizational stability and sustained engagement.
The findings align with Mavrogordato et al. (2023), who emphasized that leadership systems promoting autonomy and intrinsic motivation foster sustainable professional growth and loyalty, beyond mere compliance. Similarly, Ryan and Deci (2020) argued that lasting commitment arises when teachers’ psychological needs for autonomy, competence, and connection are fulfilled, reinforcing the moral obligation to remain engaged. These studies affirm that normative commitment is strengthened not by external pressures but by environments that nurture intrinsic values and ethical responsibility.
[bookmark: _Hlk226480411]
Table 10 presents the summary of teachers’ organizational commitment in terms of affective, continuance, and normative commitment. The results show that all three dimensions obtained moderate levels of commitment, with mean scores ranging from 3.41 to 3.49. Affective commitment recorded the highest mean (M = 3.49, SD = 0.58), followed by normative commitment (M = 3.47, SD = 0.65) and continuance commitment (M = 3.41, SD = 0.69). The overall mean of 3.46, with a standard deviation of 0.53 and a descriptive rating of Neutral, is qualitatively interpreted as Moderate Commitment, indicating that teachers exhibit a balanced but not strongly entrenched attachment to their institutions.
The overall moderate standard deviation suggests some consistency in teachers’ perceptions of organizational commitment, while also indicating differences in how commitment is experienced across its dimensions. The slightly higher variability observed in continuance and normative commitment reflects differences in teachers’ practical considerations and perceived moral obligations to remain with their organizations. Affective commitment, while still moderate, showed relatively lower variability, indicating more consistent feelings of pride and identification with the institution. This pattern suggests that teachers’ commitment is shaped by a combination of emotional attachment, practical necessity, and personal values, none of which dominate strongly across the group.

Table 10. Summary of the mean scores of the teachers’ level of professional development opportunities.
	Organizational Commitment
	Mean
	Standard Deviation
	Descriptive Rating
	Qualitative Interpretation

	Affective Commitment
	3.49
	0.58
	Neutral 
	Moderate Commitment

	Normative Commitment
	3.47
	0.65
	Neutral 
	Moderate Commitment

	Continuance Commitment
	3.41
	0.69
	Neutral 
	Moderate Commitment

	Overall Mean
	3.46
	0.53
	Neutral 
	Moderate Commitment


Legend:
	Scale:
	Descriptive Rating
	Qualitative Interpretation

	4:51-5:00
	Strongly Agree (SA)
	Very High Commitment

	3:51:4:50
	Agree (A)
	High Commitment

	2:51-3:50
	Neutral (N)
	Moderate Commitment

	1.51:2:50
	Disagree (D)
	Low Commitment

	1:00-1:50
	Strongly Disagree (SD)
	Very Low Commitment



These findings imply that teachers’ organizational commitment is present but conditional, and may be influenced by both institutional support and individual career considerations. To strengthen commitment beyond moderate levels, schools may need to enhance supportive organizational climates, provide meaningful professional growth opportunities, and reinforce shared values and recognition systems. Strengthening these areas can help deepen teachers’ emotional, moral, and practical attachment, leading to improved retention, motivation, and alignment with institutional goals.
The overall moderate ratings resonate with Ballenas et al. (2023), who found that compliance with CPD is influenced by organizational learning culture and managerial support, underscoring the role of institutional environment in shaping commitment. Similarly, Ramada (2020) highlighted that professional development integrated with recognition and performance evaluation enhances job satisfaction and organizational loyalty. These studies affirm that while teachers show moderate commitment, stronger institutional investment in culture and recognition is essential to deepen organizational bonds.

[bookmark: _Hlk226480869]Table 11 presents the teachers’ level of workload demands in terms of time. The results show an overall mean of 3.86, a standard deviation of 0.64, and a descriptive rating of Strongly Agree, which is qualitatively interpreted as High Workload Demand. The highest‑rated indicators include being given reasonable deadlines (M = 4.04, SD = 0.83), having sufficient time to complete assigned work (M = 4.04, SD = 0.81), and the ability to complete tasks within the expected time frame (M = 3.93, SD = 0.81). Indicators related to sudden work assignments (M = 3.63, SD = 0.94) and receiving tasks with unreasonably short deadlines (M = 3.69, SD = 0.96) received comparatively lower mean scores, although they remained within the high workload demand category.
The moderate standard deviation indicates a reasonable level of consistency in teachers’ perceptions of time‑related workload demands, suggesting that most teachers experience similar scheduling conditions. Lower SD values for indicators related to deadline reasonableness and task completion reflect shared experiences of structured time allocation. In contrast, slightly higher standard deviations observed in items related to sudden assignments and time pressure suggest greater variability in how teachers experience unexpected or unplanned tasks. This pattern indicates that while overall time management is generally stable, disruptions caused by unforeseen responsibilities affect teachers differently.
These findings imply that institutions are largely effective in providing structured schedules and reasonable deadlines; however, unplanned and urgent tasks remain a source of variability in teachers’ time demands. Minimizing sudden assignments and ensuring clearer time allocation for additional responsibilities may help reduce time pressure and support sustained work quality. Strengthening time‑management policies can contribute to improved teacher efficiency, reduced stress, and enhanced professional well‑being.

Table 11. Mean scores of the teachers’ level of workload demands in terms of time.
	Indicators
	Mean
	Standard Deviation
	Descriptive Rating
	Qualitative Interpretation

	The deadlines given for my tasks are reasonable.
	4.04
	0.83
	Strongly Agree
	High Workload Demand

	I am given sufficient time to complete my assigned work.
	4.04
	0.81
	Strongly Agree
	High Workload Demand

	I am able to complete my tasks within the expected time frame.
	3.93
	0.81
	Strongly Agree
	High Workload Demand

	My workload deadlines allow me to maintain work quality.
	3.92
	0.82
	Strongly Agree
	High Workload Demand

	I can manage my time effectively to finish my work responsibilities.
	3.91
	0.86
	Strongly Agree
	High Workload Demand

	My work schedule allows me to complete tasks without rushing.
	3.86
	0.88
	Strongly Agree
	High Workload Demand

	The time allocated for my work matches the difficulty of the tasks.
	3.79
	0.87
	Strongly Agree
	High Workload Demand

	I seldom experience time pressure when completing my work.
	3.77
	0.88
	Strongly Agree
	High Workload Demand

	I rarely receive tasks that must be completed in an unreasonably short time.
	3.69
	0.96
	Strongly Agree
	High Workload Demand

	Sudden work assignments do not significantly disrupt my planned schedule.
	3.63
	0.94
	Strongly Agree
	High Workload Demand

	Overall Mean
	3.86
	0.64
	Strongly Agree
	High Workload Demand


Legend:
	Scale:
	Descriptive Rating
	Qualitative Interpretation

	4:51-5:00
	Strongly Agree (SA)
	Very High Workload Demand

	3:51:4:50
	Agree (A)
	High Workload Demand

	2:51-3:50
	Neutral (N)
	Moderate Workload Demand

	1.51:2:50
	Disagree (D)
	Low Workload Demand

	1:00-1:50
	Strongly Disagree (SD)
	Very Low Workload Demand



The findings align with Hakanen et al. (2016), who emphasized that time pressure is a major predictor of teacher stress and burnout, particularly when educators juggle multiple responsibilities beyond classroom instruction. Similarly, Skaalvik and Skaalvik (2017) found that unreasonable deadlines and sudden assignments are strongly associated with emotional exhaustion, reinforcing the lower ratings teachers gave to indicators on unexpected tasks. Alves et al. (2019) further confirmed that even teachers with strong time management skills struggle when institutional demands exceed available time resources, especially during curriculum reforms. These studies affirm that structured scheduling and realistic deadlines are essential in sustaining teacher well-being and performance.
[bookmark: _Hlk226481110]
Table 12 presents the teachers’ level of workload demands in terms of quantitative demands. The results show an overall mean of 3.85, a standard deviation of 0.68, and a descriptive rating of Strongly Agree, which is qualitatively interpreted as High Workload Demand. The highest‑rated indicators include the manageability of the amount of work assigned (M = 3.97, SD = 0.79), the ability to maintain work efficiency despite the number of tasks (M = 3.92, SD = 0.82), and being rarely assigned duties beyond official responsibilities (M = 3.90, SD = 0.77). Other indicators related to fairness of task distribution, workload volume, and the ability to complete tasks within working hours were likewise rated as Strongly Agree, indicating that teachers generally perceive their workload quantity as demanding but manageable.
The overall mean of indicates that teachers experience high quantitative workload demands, suggesting that they are responsible for a substantial volume of tasks that require sustained effort and efficiency. Despite the demanding nature of the workload, the high mean scores imply that teachers generally feel capable of managing the number of responsibilities assigned to them. The accompanying moderate standard deviation indicates that these perceptions are fairly consistent among respondents, although some variation exists. Slightly higher variability in indicators related to completing tasks within working hours and avoiding overload suggests that while many teachers can manage their workload effectively, others may occasionally experience pressure when task volume approaches their work capacity. The combination of a high mean and moderate SD reflects a shared perception of heavy but largely manageable quantitative workload demands.


Table 12. Mean scores of the teachers’ level of workload demands in terms of quantitative demands.
	Indicators
	Mean
	Standard Deviation
	Descriptive Rating
	Qualitative Interpretation

	The amount of work assigned to me is manageable.
	3.97
	0.79
	Strongly Agree
	High Workload Demand

	The number of tasks assigned to me allows me to maintain work efficiency.
	3.92
	0.82
	Strongly Agree
	High Workload Demand

	I am rarely given tasks beyond my assigned duties and responsibilities.
	3.90
	0.77
	Strongly Agree
	High Workload Demand

	My workload allows me to perform my duties effectively.
	3.89
	0.83
	Strongly Agree
	High Workload Demand

	The volume of work assigned to me is reasonable
	3.85
	0.81
	Strongly Agree
	High Workload Demand

	My work assignments are distributed fairly.
	3.83
	0.85
	Strongly Agree
	High Workload Demand

	I can handle my workload without feeling overwhelmed.
	3.81
	0.84
	Strongly Agree
	High Workload Demand

	I am not overloaded with excessive work responsibilities.
	3.79
	0.89
	Strongly Agree
	High Workload Demand

	The number of tasks I handle does not exceed my work capacity.
	3.79
	0.80
	Strongly Agree
	High Workload Demand

	I can complete all assigned tasks within my working hours.
	3.78
	0.91
	Strongly Agree
	High Workload Demand

	Overall Mean
	3.85
	0.68
	Strongly Agree
	High Workload Demand


Legend:
	Scale:
	Descriptive Rating
	Qualitative Interpretation

	4:51-5:00
	Strongly Agree (SA)
	Very High Workload Demand

	3:51:4:50
	Agree (A)
	High Workload Demand

	2:51-3:50
	Neutral (N)
	Moderate Workload Demand

	1.51:2:50
	Disagree (D)
	Low Workload Demand

	1:00-1:50
	Strongly Disagree (SD)
	Very Low Workload Demand



These findings imply that while teachers are coping with the volume of tasks assigned to them, quantitative workload remains a significant component of their professional demands. Institutions should continue to monitor task distribution and ensure that workloads remain aligned with teachers’ capacity. Sustaining fair workload allocation and limiting excessive additional duties can help prevent overload, maintain efficiency, and support teachers’ long‑term productivity and job satisfaction.
The results resonate with Geiger and Pivovarova (2018), who found that excessive quantitative workload reduces instructional quality and increases teacher attrition, underscoring the importance of manageable task volumes. Kim and Loadman (2019) also highlighted that task overload contributes to job dissatisfaction and turnover, particularly when teachers perceive unfair distribution of responsibilities—consistent with the slightly lower ratings on fairness and completing tasks within working hours. Van Droogenbroeck et al. (2016) and Alves et al. (2019) further demonstrated that when the number of tasks exceeds teachers’ capacity, they often sacrifice personal time, leading to stress and reduced well-being. These studies support the conclusion that equitable distribution and workload policies are critical in maintaining efficiency and preventing burnout.
[bookmark: _Hlk226481580]
Table 13 presents the teachers’ level of workload demands in terms of qualitative demands. The results show an overall mean of 4.02, a standard deviation of 0.65, and a descriptive rating of Strongly Agree, which is qualitatively interpreted as High Workload Demand. The highest‑rated indicators include the presence of good teamwork in completing work tasks (M = 4.12, SD = 0.80), cooperation among colleagues (M = 4.11, SD = 0.80), and collaboration between departments (M = 4.09, SD = 0.79). Other indicators related to confidence in completing assigned tasks, clarity of duties, and alignment of work with teachers’ skills and qualifications were likewise rated as Strongly Agree, indicating that teachers generally perceive qualitative workload demands as high but well supported through collaboration and competence.
The findings indicate that teachers experience qualitative workload demands that require substantial professional judgment, collaboration, and effective use of their competencies. The high level of agreement across indicators suggests that teachers generally feel capable of meeting the quality expectations of their work, particularly in environments characterized by teamwork and collegial cooperation. At the same time, some variation in responses reflects differences in how teachers experience task complexity and the extent to which their ideas are considered in work processes. The results suggest that qualitative workload demands are demanding but largely manageable within supportive professional contexts alignment.
Table 13. Mean scores of the teachers’ level of workload demands in terms of qualitative demands.
	Indicators
	Mean
	Standard Deviation
	Descriptive Rating
	Qualitative Interpretation

	There is good teamwork in completing work tasks.
	4.12
	0.80
	Strongly Agree
	High Workload Demand

	Cooperation among colleagues helps me accomplish my work effectively.
	4.11
	0.80
	Strongly Agree
	High Workload Demand

	Collaboration between departments supports my work performance.
	4.09
	0.79
	Strongly Agree
	High Workload Demand

	The quality of work expected from me is achievable with my skills and resources.
	4.05
	0.81
	Strongly Agree
	High Workload Demand

	I am confident in my ability to complete the tasks assigned to me.
	4.04
	0.74
	Strongly Agree
	High Workload Demand

	My work assignments allow me to use my professional competencies.
	4.02
	0.76
	Strongly Agree
	High Workload Demand

	I clearly understand how to perform my assigned duties.
	4.00
	0.84
	Strongly Agree
	High Workload Demand

	The level of difficulty of my work is appropriate for my position.
	3.93
	0.82
	Strongly Agree
	High Workload Demand

	My ideas and suggestions are considered when completing work tasks.
	3.93
	0.85
	Strongly Agree
	High Workload Demand

	The tasks assigned to me match my skills and qualifications
	3.92
	0.79
	Strongly Agree
	High Workload Demand

	Overall Mean
	4.02
	0.65
	Strongly Agree
	High Workload Demand


Legend:
	Range
	Descriptive Rating
	Qualitative Interpretation

	4:51-5:00
	Strongly Agree (SA)
	Very High Workload Demand

	3:51:4:50
	Agree (A)
	High Workload Demand

	2:51-3:50
	Neutral (N)
	Moderate Workload Demand

	1.51:2:50
	Disagree (D)
	Low Workload Demand

	1:00-1:50
	Strongly Disagree (SD)
	Very Low Workload Demand


.
These results imply that sustaining collaborative work environments and aligning task assignments with teachers’ competencies are crucial in managing qualitative workload demands. Schools should continue to promote teamwork, interdepartmental collaboration, and participatory practices that value teachers’ contributions. Strengthening these conditions can help ensure that high qualitative demands support professional growth rather than contribute to work strain, thereby enhancing instructional effectiveness and job satisfaction.
The findings align with Bakker and Demerouti (2017), who argued through the Job Demands–Resources model that qualitative demands become stressful when tasks exceed teachers’ skills or when resources are insufficient. Vangrieken et al. (2017) similarly emphasized that collaboration and teamwork reduce qualitative workload stress by distributing responsibilities and fostering professional learning communities, which explains the high ratings on collegial cooperation and departmental collaboration. Ryan and Deci (2020) highlighted that recognition and autonomy are key to making qualitative demands manageable and motivating, while Alves et al. (2019) confirmed that institutional support and empowerment buffer the negative effects of complex tasks. These studies affirm that collaboration, recognition, and alignment of tasks with competencies are essential in sustaining teacher resilience and performance.
[bookmark: _Hlk226481817]
Table 14 presents the summary of teachers’ workload demands in terms of time‑related, quantitative, and qualitative dimensions. The results show that all three dimensions were rated at a high level of workload demand. Qualitative demands obtained the highest mean score (M = 4.02, SD = 0.65), followed by time‑related demands (M = 3.86, SD = 0.64) and quantitative demands (M = 3.85, SD = 0.68). The overall mean of 3.91, with a standard deviation of 0.57 and a descriptive rating of Strongly Agree, is qualitatively interpreted as High Workload Demand, indicating that teachers consistently experience substantial workload demands across all aspects of their professional duties.
The findings indicate that teachers experience qualitative workload demands that require substantial professional judgment, collaboration, and effective use of their competencies. The high level of agreement across indicators suggests that teachers generally feel capable of meeting the quality expectations of their work, particularly in environments characterized by teamwork and collegial cooperation. At the same time, some variation in responses reflects differences in how teachers experience task complexity and the extent to which their ideas are considered in work processes. The results suggest that qualitative workload demands are demanding but largely manageable within supportive professional contexts
Table 14. Summary of the mean scores of the teachers’ level of workload demands.
	Organizational Commitment
	Mean
	Standard Deviation
	Descriptive 
Rating
	Qualitative Interpretation

	Qualitative
	4.02
	0.65
	Strongly Agree
	High Workload Demand

	Time
	3.86
	0.64
	Strongly Agree
	High Workload Demand

	Quantitative
	3.85
	0.68
	Strongly Agree
	High Workload Demand

	Overall Mean
	3.91
	0.57
	Strongly Agree
	High Workload Demand


Legend:
	Range:
	Descriptive Rating
	Qualitative Interpretation

	4:51-5:00
	Strongly Agree (SA)
	Very High Workload Demand

	3:51:4:50
	Agree (A)
	High Workload Demand

	2:51-3:50
	Neutral (N)
	Moderate Workload Demand

	1.51:2:50
	Disagree (D)
	Low Workload Demand

	1:00-1:50
	Strongly Disagree (SD)
	Very Low Workload Demand



The findings indicate that teachers face high workload demands across time, quantity, and quality dimensions, suggesting that their responsibilities require sustained effort, effective time management, and professional competence. The high ratings across all dimensions imply that workload demands are a constant and significant feature of teachers’ work, rather than isolated or occasional pressures. Qualitative demands appear to be particularly prominent, reflecting the cognitive, collaborative, and professional expectations placed on teachers. The relatively consistent ratings across dimensions suggest that workload demands are widely shared among teachers, though experienced in varying forms depending on task requirements.
These results imply that workload demands should be addressed in a comprehensive and balanced manner, considering not only the volume of tasks but also time constraints and qualitative expectations. Schools should ensure equitable distribution of responsibilities, realistic scheduling, and continued support for collaborative practices. Addressing workload demands holistically can help sustain teaching quality, reduce work strain, and promote teachers’ well‑being and long‑term professional engagement.
The consistently high workload ratings across time, quantitative, and qualitative dimensions resonate with the broader literature. Geiger and Pivovarova (2018) and Van Droogenbroeck et al. (2016) emphasized that workload pressures are persistent challenges that affect both efficiency and well-being. Meanwhile, Vangrieken et al. (2017) and Ryan & Deci (2020) highlighted that collaboration and recognition can mitigate these pressures, sustaining teacher engagement and satisfaction. Alves et al. (2019) further confirmed that institutional support and balanced workload policies are vital in ensuring that demands remain manageable. These studies affirm that addressing workload demands holistically through equitable distribution, realistic deadlines, and collaborative structures supports teaching quality and professional fulfillment.

Relationship of Professional Development Opportunities, 
Organizational Commitment, and Workload Demands

The correlation results in Table 15 show that workload demands are significantly related to both professional development opportunities and organizational commitment, with all correlations significant at the 0.01 level. The strongest relationships were observed with professional development opportunities (r=.489, p=.000) and organizational development (r=.419, p=.000). Organizational commitment also showed a notable correlation (r=.415, p=.000), with affective (.368), continuance (.299), and normative (.376) commitments all moderately linked to workload demands.
[bookmark: _Hlk226482087]Table 15. Correlation of Professional Development Opportunities, Organization Commitment, and Workload Demands.
	Workload Demands
	r-value
	p-value

	Professional Development Opportunities
	..489**
	.000

	Instructional Development
	.386**
	.000

	Scientific Field Development
	.306**
	.000

	Personal Development
	.388**
	.000

	Organizational Development
	.419**
	.000

	Organizational Commitment
	.415**
	.000

	Affective Commitment
	.368**
	.000

	Continuance Commitment
	.299**
	.000

	Normative Commitment
	.376**
	.000


**. Correlation is significant at the 0.01 level (2-tailed).
	The findings suggest that teachers’ perceptions of workload demands are closely tied to the availability of professional development and their level of organizational commitment. When institutions provide structured opportunities for instructional, personal, and organizational growth, teachers are better able to manage workload pressures. Likewise, higher levels of organizational commitment, whether emotional, practical, or moral, appear to buffer the effects of workload demands, indicating that commitment and development act as protective factors against stress.
These results imply that institutions should integrate professional development initiatives with strategies to strengthen organizational commitment. By aligning workload management with opportunities for growth and fostering loyalty through a supportive organizational culture, schools can reduce the negative impact of workload demands. This holistic approach ensures that teachers remain engaged, resilient, and effective despite the pressures of their responsibilities.
The findings align with Saikia et al. (2025), who emphasized that institutional support systems, such as knowledge repositories and governance structures, sustain professional development and keep workload demands manageable. Similarly, Melesse and Belay (2022) demonstrated that participation in professional development enhances job satisfaction and organizational loyalty, reinforcing the link between development, commitment, and workload management. Together, these studies affirm that professional growth and organizational support are essential in mitigating workload pressures and sustaining teacher effectiveness.

Predictors of Teachers’ Workload Demands
[bookmark: _Hlk183423838][bookmark: _Hlk226482329]The regression analysis shows that several predictor variables significantly influence teachers’ workload demands, with an overall model fit of R=.605, R²=.366, F=34.37, p=.000. Among the predictors, Normative Commitment (B=.261, p=.000) had the strongest effect, followed by Instructional Development (B=.177, p=.001), Organizational Development (B=.183, p=.003), Personal Development (B=.166, p=.006), and Affective Commitment (B=.158, p=.003). 

Table 16. Regression Analysis Showing the Extent of Influence of Predictor Variables on the Teachers’ Workload Demands.
	Model
	Unstandardized 
Coefficients
	Standardized 
Coefficients

	
	B
	Std. Error
	Beta
	t
	Sig.

	
	(Constant)
	.553
	.263
	
	2.101
	.036

	
	Normative Commitment
	.227
	.045
	.261
	5.053
	.000

	
	Affective Commitment
	.154
	.051
	.158
	3.009
	.003

	
	Organizational Development
	.164
	.055
	.183
	2.977
	.003

	
	Instructional Development
	.187
	.056
	.177
	3.352
	.001

	
	Personal Development
	.156
	.056
	.166
	2.782
	.006

	a. Dependent Variable: Workload Demands


R= .605	R2= .366	F=34.37 	Sig= .000
The findings suggest that teachers’ workload demands are shaped not only by institutional structures but also by their sense of moral obligation and professional growth opportunities. Normative commitment’s strong influence highlights that teachers who feel duty-bound to remain in their institutions perceive workload demands more intensely. Meanwhile, professional development dimensions, particularly the instructional and organizational dimensions, also contribute, suggesting that as teachers engage in growth opportunities, they become more aware of the workload pressures associated with their expanded roles.
In the regression analysis presented in Table 15, the results indicate a moderately strong positive relationship between the predictor variables (professional development opportunities and organizational commitment dimensions) and the dependent variable (teachers’ workload demands), with a correlation coefficient of R = .605. The R² value of .366 indicates that approximately 36.6% of the variance in workload demands is explained by the predictors in the model, with the remaining variance attributed to factors outside the scope of this study. This demonstrates that the predictors collectively have a meaningful influence on how teachers perceive their workload.
The model can be expressed as: Y=0.553+0.227(X1)+0.154(X2)+0.164(X3)+0.187(X4)+0.156(X5)
	Where: 	0.553 is constant
X1= Normative Commitment
X2= Affective Commitment
X3= Organizational Development
X4= Instructional Development
X5= Personal Development
Given the mean values of the independent variables:
X₁ = 3.47
X₂ = 3.49
X₃ = 3.98
X₄ = 4.02
X₅= 4.02
Y=0.553+0.227(3.47)+0.154(3.49)+0.164(3.98)+0.187(4.02)+0.156(4.02)
Y=3.91
The regression analysis reveals that teachers’ workload demands are shaped not only by institutional structures but also by their sense of moral obligation and engagement in professional growth opportunities. The regression model demonstrates a moderately strong positive relationship between the predictor variables—professional development opportunities and organizational commitment—and teachers’ workload demands, indicating that these factors collectively exert a meaningful influence on how workload is perceived. Using the regression equation and the mean values of the independent variables, the predicted value of workload demands (Y) is 3.91, which corresponds to a high level of workload demand. This suggests that when teachers exhibit average levels of professional development engagement and organizational commitment, they are likely to experience substantial workload demands in their professional roles. This finding confirms that workload demands are not merely incidental but are closely linked to teachers’ involvement and roles within their institutions. The regression coefficients further show that all predictors contribute positively to workload demands. Among them, normative commitment exerts the strongest influence, indicating that teachers who feel a moral obligation or duty to remain in their institutions tend to perceive workload demands more intensely. This highlights the role of ethical and value‑based attachment in shaping workload perceptions. In addition, professional development dimensions—particularly instructional development and organizational development—also show strong contributions, suggesting that as teachers engage more deeply in instructional improvement and organizational roles, their responsibilities expand. Affective commitment and personal development likewise contribute to workload demands, though to a lesser extent, reinforcing the view that emotional attachment and self‑development also play a role in workload perception.
These findings imply that teachers’ workload demands are closely intertwined with their level of professional engagement and organizational attachment. The predicted high workload demand value suggests that as teachers become more committed and actively involved in professional development activities, their roles naturally expand, leading to increased workload perceptions. While professional development opportunities enhance teachers’ competencies and effectiveness, they may also intensify workload demands if not accompanied by adequate institutional support. Institutions should therefore adopt a balanced approach in promoting professional development and strengthening organizational commitment. Providing additional support mechanisms, realistic workload planning, and appropriate recognition for expanded roles may help mitigate the increased workload associated with higher commitment and professional engagement. By aligning professional growth initiatives with effective workload management strategies, schools can sustain teacher motivation, prevent burnout, and ensure that professional development remains a source of empowerment rather than strain.
The findings align with Ballenas et al. (2023), who emphasized that compliance with CPD is influenced by organizational learning culture and managerial support, reinforcing the link between development and workload perception. Similarly, Saikia et al. (2025) highlighted that institutional governance and support systems sustain professional development while helping teachers manage workload demands effectively. These studies affirm that workload pressures are intertwined with both professional growth and organizational commitment, underscoring the need for balanced institutional strategies.




Conclusions
Based on the findings of this study, the following conclusions were drawn:
Teachers consistently demonstrated engagement in Professional Development Opportunities (PDOs) across instructional, scientific, personal, and organizational domains, with all dimensions rated as High Opportunity. 
Teachers exhibited moderate levels of organizational commitment across affective, continuance, and normative dimensions. 
The overall level of workload demands was interpreted as High, with teachers reporting high workload demand in time, quantitative, and qualitative expectations. 
The study concludes that there is a significant correlation between workload demands and both professional development opportunities and organizational commitment. Therefore, the null hypothesis (Ho1) stating that there is no significant relationship between PDOs and organizational commitment is failed to be accepted. Similarly, the null hypothesis (Ho2) regarding workload demands and organizational commitment is also failed to be accepted, confirming that these variables are significantly related.
Finally, regression analysis revealed that normative commitment, affective commitment, and instructional, organizational, and personal professional development opportunities significantly predict workload demands. Therefore, the null hypothesis (Ho3) stating that there are no variables—singly or in combination—among PDOs and organizational commitment that significantly predict workload demands is rejected. 

Recommendations
Based on the findings and the significance of this study, the following recommendations are proposed:
Teachers are encouraged to maximize available Professional Development Opportunities (PDOs) while adopting effective workload management strategies. Since PDOs were found to significantly influence workload perceptions, teachers should engage in continuous learning but also practice time management and collaborative approaches to balance professional growth with well-being. This will enhance their competence while reducing stress associated with high workload demands.
School administrators may design policies and programs that balance workload demands with meaningful professional development initiatives. Since organizational commitment was found to be moderate, institutions must strengthen supportive work environments by recognizing teachers’ contributions, ensuring equitable task distribution, and fostering collaboration. Doing so will not only improve teacher retention but also enhance institutional effectiveness.
Students benefit most when teachers are professionally supported and organizationally committed. Institutions may therefore ensure that PDOs and workload management strategies directly translate into improved classroom practices. By supporting teachers’ growth and reducing unnecessary workload pressures, schools can improve learning outcomes and create a more positive educational experience for students.
This study may serve as a reference for further investigations into the interplay of professional development, workload demands, and organizational commitment. Future research could expand to public school settings or explore additional variables such as teacher motivation, leadership practices, and institutional culture. Such studies will deepen understanding of teacher retention and professional fulfillment across diverse educational contexts.
Since regression results confirmed that PDOs and organizational commitment significantly predict workload demands, policymakers and school leaders may integrate professional growth initiatives with workload management frameworks. This means aligning training programs with realistic expectations and providing institutional support systems that prevent burnout. By doing so, private schools in Bukidnon can strengthen teacher engagement, retention, and overall institutional success.
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