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Abstract
Happiness and well-being at work has been an increasingly popular topic in the past two decades in academic and business
contexts alike, along with positive psychology, through which organizations aim to find out, what makes working environments
engaging and motivating. Few studies have focused on education, however, especially from a solution-focused perspective, even
though it is a sector where employees are highly exposed to stress and burnout. Accordingly, the purpose of his study was to
investigate the relationship between teachers’ psychological resources through the concept of psychological capital, workplace
well-being and perceived workplace happiness. We used both qualitative (open-ended question) and quantitative (test battery)
methods to examine the relation between the various factors. Content analysis of responses in our qualitative research suggests
that the main pillars of teachers’ workplace happiness were realization of goals, feedback, finding meaning in work and social
relationships. The results of our quantitative study indicated that workplace well-being and happiness correlated with inner
psychological resources, hope and optimism in particular. We conclude that the future focus on employee well-being must take
into account positive contributing factors and adopt a positively-oriented approach to promoting well-being. Suggestions for
practical implications are also discussed.
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Introduction

The mental health and well-being of employees are crucial fac-
tors in an organization’s performance and success (Page and
Vella-Brodrick 2009). The dynamics of employee well-being at
work are pivotal for understanding the different components that
affect their health, work behaviour and performance. There are
resources on individual, group, managerial and organizational
levels that are strongly related to employee well-being (Nielsen
et al. 2017). Subjective well-being is connected with levels of
workplace stress, absenteeism, intrinsicmotivation, commitment,
innovation, and satisfaction. Work-related well-being and work-
place happiness have been identified as important factors in per-
formance, job satisfaction (Crede et al. 2007; Fisher 2010), and
susceptibility to burnout (Iverson et al. 1998). Organizational

programmes designed to reduce negative workplace outcomes
like burnout or stress are often risk-based, problem-focused and
negatively framed approaches to mental health (Page and Vella-
Brodrick 2012; LaMontagne et al. 2007). There are far fewer
positively framed programs or interventions that aim to promote
and to improve positive and inner aspects of employees’ well-
being at the primer level (LaMontagne et al. 2014; Luthans
2002a). Thus, the contributory factors of employee workplace
well-being and happiness should be considered very important
components of mental health and subjective well-being per se.

Well-Being and Happiness

Previous literature on subjective well-being proposed that
well-being should be considered a broader phenomenon that
involves affective, cognitive and behavioural aspects (Ryff
1989; Ryff and Keyes 1995; Seligman 2011). There are two
main approaches to the concept of well-being: subjective well-
being and psychological well-being. Subjective well-being is
often used as an umbrella term covering various factors.
Although there is a consensus that well-being is a multidimen-
sional construct, different theoretical interpretations of the
components have been proposed. Constructs of happiness
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and subjective well-being focus mainly on hedonic aspects of
well-being – striving for maximisation of pleasure and posi-
tive emotions, but other constructs include eudaimonic aspects
as well, such as autonomy and self-actualization (Fisher
2010).

Several theories of psychological well-being fall under the
broader concept of eudaimonic well-being. One of them is the
self-determination theory (SDT) formulated by Ryan and Deci
(2000), who came to the conclusion that there are three basic
psychological needs: autonomy, competence and relatedness.
When these needs are satisfied, they foster well-being. Ryff
(1989) analysed various approaches to happiness in different
subfields of psychology and introduced a six-dimensional
model of well-being comprising the following factors: self-
acceptance, environmental mastery, autonomy, positive rela-
tions with others, personal growth, and purpose in life.
Csikszentmihalyi’s concept of autotelic personality also fits
into the term of eudaimonic happiness. Autotelic individuals
often engage in meaningful activities for their own sake
(Csikszentmihalyi 1990; Baumann 2012). Finally, in a posi-
tive psychological context, Seligman’s (2002) authentic hap-
piness model distinguishes three types of lives that together
make up an all-round happy life: a pleasant life, an engaged
life and a meaningful life. Later Seligman (2011) revised his
early model of happiness and in a new well-being theory pro-
posed five pillars of human flourishing: Positive emotions,
Engagement, positive Relationships, Meaning, and
Accomplishment (PERMA as an acronym). According to
Seligman (2011), each of these five elements contributes to
well-being and is pursued for its own sake.

As can be seen above, multidimensional approaches to
well-being may not only provide a more precise interpretation
of well-being but may also provide a better basis for the design
of interventions aimed at improving well-being and happi-
ness. Notably, psychological well-being is a concept that can
also be interpreted and measured in organizational context
(Dagenais-Desmarais and Savoie 2011).

Well-Being and Happiness at Work

The past few decades have seen an explosion in research on
workplace happiness. Many authors have attempted to identi-
fy the sources of happiness and each of them has found im-
portant but different determinants (e.g. Diener 1984;
Freedman 1978; Argyle 1987; Csikszentmihalyi 1990;
Emmons 1986). Subjective well-being is often equated with
happiness. Happiness is one of the most studied facets of well-
being, but is only one of the various aspects that researchers
have considered (Jayawickreme et al. 2012).

Workplace happiness is a term that describes the experi-
ence of employees who are energized by and enthusiastic
about their work, find meaning and purpose in their work,
have good relationships at their workplace, and feel

committed to their work. Overall or global workplace happi-
ness refers to how employees evaluate their work life in gen-
eral and most studies rely on global reports of this kind (e.g.
Kahneman et al. 2004). Most studies have examined objective
variables that influence well-being and happiness, but happi-
ness can also be interpreted through a subjectivist approach,
which considers happiness from the individual’s own perspec-
tive, and this notion has led to the self-report measurement of
global happiness (Lyubomirsky and Lepper 1999).

Dolan and his colleagues (Dolan et al. 2008) studied 19
cross-national, major national datasets that included measures
of subjective well-being and tried to identify all the potential
influencers of well-being. Their analysis revealed seven broad
categories: 1. income, 2. personal characteristics (age, person-
ality), 3. socially developed characteristics (education, unem-
ployment), 4. how we spend our time (e.g. caring for others,
hours worked), 5. attitudes and beliefs toward self/others/life
(religion, political persuasion), 6. relationships (intimate rela-
tionship, having children), and 7. the wider social, economic
and political environment (degree of democracy, welfare sys-
tem). Dolan et. al’s review highlighted the most frequently
measured factors associated with well-being and was con-
cerned chiefly with the impact of objective and subjective
variables which in combination influence overall well-being.
In our study, we adopt a subjectivist interpretation where over-
all subjective happiness denotes a broader and more global
psychological phenomenon.

Many studies have shown that overall well-being and hap-
piness at the workplace can be highly beneficial for organiza-
tions (Seligman 2002). Research has shown that happier indi-
viduals tend to have better physical and psychological health,
and live longer (Roysamb et al. 2003; Lyubomirsky et al.
2005a, b), perform better, can cope better with stressful events
(Wood and Joseph, 2010), have more positive workplace re-
lationships and are more satisfied with their jobs (Boehm and
Lyubomirsky 2008; Connolly and Viswesvaran 2000).
Individuals with higher levels of well-being perform better
at work, are more cooperative (George 1991), have more sat-
isfying relationships, stronger immune systems, fewer sleep
problems, lower levels of burnout, greater self-control, better
self-regulation and coping abilities, and are more prosocial
(Diener and Seligman 2002; Chida and Steptoe 2008;
Seligman and Schulman 1986; Seligman et al. 1990;
Kubzansky et al. 2001; Fredrickson and Joiner 2002;
Howell et al. 2007; Lyubomirsky et al. 2005a, b; Segerstrom
2007; Williams and Shiaw 1999).

Teachers’ Well-Being and Happiness

The psychological capacities of individuals can be espe-
cially important in a professional context. Teaching is a
profession which is highly associated with stress-related
outcomes and teachers’ stress and burn-out are popular
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topics of research. Nevertheless, studies primarily focus on
problems, like burn-out, stress, frustration, anxiety, attri-
tion (e.g. Singh and Billingsley 1996; Kyriacou 2001;
Brouwers and Tomic 1999; Trent 1997; Macdonald
1999; Ramsey 2000) while there are fewer solution-fo-
cused, positively framed approaches that build on
teachers’ strengths or intrinsic resources linked to well-
being. The workplace well-being and happiness of
teachers have been investigated less often than other fac-
tors, although there are some relevant and remarkable re-
sults (Calabrese et al. 2010; Hoy and Tarter 2011;
Benevene et al. 2018; Chan 2009; Chan 2010; Lavy and
Bocker 2018). According to Hoy and Tarter (2011), posi-
tive psychology can be a new frame in which educational
staff’s well-being can be improved.

In the context of teaching, research has shown that
teachers’ happiness and well-being correlates with students’
well-being and performance. Briner and Dewberry (2007)
found a relationship between staff well-being and student
SATs (Statutory Assessment Tests) although a causal relation-
ship could not be proved. Some studies show that teachers’
well-being is closely related to students’ school performance
and happiness (Lyubomirsky et al. 2005a, b; Jennings and
Greenberg 2009). Other studies have revealed that teachers’
happiness has an impact on students’ happiness (Bakker
2005). Jennings and Greenberg (2009) emphasized the impor-
tance of teachers’ well-being in developing and maintaining a
positive classroom climate and the teacher-student relation-
ship. Roffey (2012) argued that focusing on teacher well-
being also promotes student well-being and performance.
Spilt et al. (2011) discussed empirical evidence for the influ-
ence of teacher-student relationships on teacher well-being.

Despite limited research results regarding the link between
teachers’ well-being and students’ attainment, there is a rea-
sonable expectation that such a relationship exists. It seems
reasonable to assume that teachers with a high sense of well-
being would presumably perform better, display better educa-
tional outcomes and that this would lead to happier and more
motivated students. Bricheno et al. (2009) highlighted that
more research needs to be conducted into the link between
teacher well-being and student educational attainment and
well-being. Teacher well-being should be actively supported
in schools.

There is a substantial body of evidence relating to factors
that enhance well-being. To date, many studies have mainly
targeted the negative side of the teaching profession including
work stress and burnout. This focus on the negative aspects of
teachers’ mental health provides no guidance on how to pro-
mote and develop overall well-being. By adopting a positive
psychological approach, a new perspective opens as the pri-
mary focus shifts to revealing and developing potential and
inner resources rather than treating problems or negative
consequences.

Positive Psychological Resources

Positive psychology offers a new perspective on improving
well-being and happiness without solely focusing on deficits
and disorders. This notion includes building upon existing re-
sources and strengths that individuals possess such as optimism,
hope, resilience, or gratitude, that can help to sustain good men-
tal health (Seligman et al. 2005; Peterson and Seligman 2004;
Luthans et al. 2006). Most of the research focused on employee
well-being originates from Positive Organizational Scholarship
(POS; Cameron et al. 2003) and Positive Organizational
Behaviour (POB; Luthans 2002b). POS and POB research have
demonstrated that well-being at work is more than the result of
job satisfaction and commitment, and that well-being includes
“positively oriented human resource strengths and psychologi-
cal capacities” (Luthans 2002a, p. 59). The concept of psycho-
logical capital (PsyCap) refers to an individual’s positive psy-
chological state of development characterized by hope, self-ef-
ficacy, resilience and optimism (often referred as the HERO
model from the acronym of the components) (Luthans et al.
2007). PsyCap is malleable, and therefore open to development.
This notion also opens new opportunities for workplaces to
enhance employee well-being (Avey et al. 2011). This positive
approach suggests that revealing and promoting resources and
strengths that individuals already have can improve their overall
well-being and happiness, as well as having a positive impact on
the organization’s productivity and on other (not necessarily
measurable) outcomes (e.g. workplace climate, cooperation be-
tween employees, trust in leaders). The more inner resources
individuals have, the more likely it is that they will experience
higher levels of motivation, satisfaction and well-being
(Xanthopoulou et al. 2007).

Some remarkable research results in recent years have
demonstrated the relationship between PsyCap and well-be-
ing. For example, Culbertson et al. (2010) found that PsyCap
was related to both (hedonic and eudaimonic) types of well-
being. This finding suggests that PsyCap may be a core ele-
ment in the application of positive psychology in organiza-
tions, and that improving employees’ PsyCap may be one of
the most effective ways to enhance workplace well-being.
Research has shown that micro-interventions or even
Internet-based interventions (aimed at developing hope, self-
efficacy, resilience and optimism) can improve PsyCap
(Luthans et al. 2006; Luthans et al. 2008). These encouraging
results may provide a suitable starting point when considering
broader well-being interventions in organizations.

We approach teacher well-being within the positive psy-
chology framework to give us a more comprehensive under-
standing of what factors may play significant roles in the for-
mation of teachers’ well-being. For this reason, we use the
multidimensional PERMA model as a basic framework. In
this study, we explore teachers’ psychological capital in rela-
tion to workplace well-being and happiness. We assume that
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different PsyCap factors relate distinctly to different facets of
well-being and overall workplace happiness. Applying the
PsyCap model and the multidimensional PERMA model can
help us to understand which aspects are the most relevant for
overall happiness. We aim to reveal the unique contribution of
each PsyCap component to each of the PERMA factors, as
well as to overall workplace happiness. Our research was
guided by the following research questions:

1. What are the sources of teachers’ workplace happiness?
What are the elements that contribute to overall happiness
at work?

2. How do different PsyCap factors relate to each of the
PERMA facets? Do some factors of PsyCap have a stron-
ger link to overall workplace happiness?

3. Which dimensions of PERMAplay a role in overall work-
place happiness? Do some facets of PERMA have a stron-
ger link to overall workplace happiness?

Method

Participants

297 participants completed the Workplace well-being and
happiness questionnaires (201 female, 93 male, three respon-
dents did not indicate their gender). The mean age of the
participants was 41.4, with a standard deviation of 7.81 and
most participants were between 36 and 45 years of age. All the
participants had university or college degrees. The relation-
ship status of participants was also recorded: 207 were mar-
ried, 50 single, and 36 divorced or widowed (4 participants did
not respond). 65 of the participants had 1 child, 123 had two,
40 had three, 6 had four, 1 had five, and 60 had no children (2
persons did not respond).

The cohorts were participants in Educational Leadership
training at the Budapest University of Technology and
Economics’. This is a postgraduate course to get a qualifica-
tion in the field of leadership that lasts for two years. This
qualification is necessary to become a principal of any educa-
tional institute. Participants were recruited before the training
session has started. The conductor of the research gave them
all the information about the aim of the research personally.
They received information about the opportunity to participate
from the conductor of the research, therefore taking part was
voluntary. Volunteers filled the questionnaires after the train-
ing session has ended.

The questionnaires were completed by teachers working at
elementary (39,7%) and secondary (28%) schools, kindergar-
tens (15,1%), art schools - music, dance, crafts - (9,4%) and
special education teachers (7,8%) working for pedagogical
professional services.

Measures

The participants in the study were asked to rate their work-
place happiness, well-being and psychological capital on
scales as a pilot study for future international research. The
results of both quantitative and qualitative measures were then
analysed.

Qualitative Method – Content Analysis

The aim of this research was to explore the determinants of
workplace happiness via content analysis of teachers’ answers
written to the open-ended question: “When do you feel/
experience happiness at work?” Given that happiness is de-
fined as a subjective phenomenon, our aim was to explore
what teachers identified as the main factors that determine
their workplace happiness experience in their own words,
and accordingly this open-ended question was asked before
the rest of the test battery. The first questionnaire, the
Subjective Happiness Scale, included an instruction for par-
ticipants to record responses according to their current work-
place and full time job context.

Quantitative Measurements

Seligman’s PERMAmodel was used as a framework for mea-
suring workplace well-being. We use a measurement that was
developed on the basis of this model (Kun et al. 2017).
Although the PERMA model focuses on positive aspects of
well-being, this measurement also captures the negative side
of workplace well-being. The Workplace PERMA
Questionnaire comprised 6 dimensions: Positive emotions,
Engagement, positive Relationships, Meaning of work,
Accomplishment, and Negative aspects of work.
Respondents had to record their answers on a 5-point Likert
scale. The scale had a Cronbach α of .87, which indicated that
the scale was reliable for the sample.

Psychological capital was measured using four different
questionnaires. Resilience was measured using the Brief
Resilience Scale (BRS; Smith et al. 2008). For the
Hungarian sample, our own translation of this scale was used.
The scale contained 6 items, of which 3 are positive and 3 are
negative items. Respondents recorded their answers on a 5-
point Likert scale. The scale’s Cronbach α of .80 showed that
the scale was reliable for the sample. Self-efficacy was mea-
sured using the General Self-Efficacy Scale (GSE; Schwarzer
and Jerusalem 1995), for which we also used our own trans-
lation. The scale consisted of 10 items, which respondents had
to record their answers for on four-point Likert scales. The
scale’s Cronbach α of .82 showed that the scale was reliable.
The validations of the Hungarian versions of BRS and GSE
scales are currently in progress. After the translation of these
two scales into Hungarian we translated a completed
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translation back into English, compared that new translation
with the original scales, and finally, reconciled any meaning-
ful differences between the two.

Optimism was measured with the Life Orientation Test –
Revised (LOT-R; Scheier et al. 1994), the Hungarian trans-
lation of which was developed by Bérdi and Köteles
(2010). The scale consists of 10 items, including reverse
items for pessimism. Respondents had to record their an-
swers on a 7-point Likert scale. The scale’s Cronbach α
was below .70, therefore the 8th item had to be omitted,
after which the scale had an α-value of .70, and therefore
proved to be reliable. Hope was measured on the Adult
Hope Scale (AHS; Snyder et al. 1991). The scale contains
12 items, and two subscales: Agency (motivation to reach a
goal, and the amount of energy focused on the goal), and
Pathway (the personal ability to find solutions and if the
goal is being seen as a stressor or challenge), measured by
four items on each subscale. Four distractor items were
also added to the scale. The Hungarian translation was
developed by Martos et al. (2014). Respondents had to
record their answers on an 8-point Likert scale. The
Pathway subscale had a Cronbach α of .71, while the
Agency subscale had an α of .70. The overall scale had a
Cronbach α of .80 confirming its reliability. Finally, over-
all workplace happiness was measured by means of the
Subjective Happiness Scale (SHS; Lyubomirsky and
Lepper 1999) which consists of four items. As a
Hungarian translation was not available at the time of re-
search our own translation was used and followed the same
translation process we mentioned above. Respondents had
to record their answers on a 7-point Likert scale, where
only the highest and lowest values were labelled within
each item. In the instructions, participants were asked to
answer questions specifically regarding their workplace
experiences. The scale proved reliable in translation and
as applied to the sample with a Cronbach α of .81.

The last section of the set contained socio-demographic
questions on gender, age, relationship status, number of chil-
dren, highest level of education and employment status, and
also single questions about work and life satisfaction, stress at
work and overall health status. The questions about life and
work satisfaction and workplace stress were measured on a 3-
point scale, while overall health status was measured on a 5-
point scale. These questions were included to further explore
if the (positive or negative) correlation between these factors
and happiness can be proved. Previous Hungarian studies had
examined the relation of these factors and overall well-being
among healthcare professionals and educators (Deutsch et al.
2015; Holecz and Molnár 2014), but not specifically applied
to the happiness experienced by teachers. However, since
overall well-being and happiness are both positive constructs,
we expected similar results. The surveys were conducted at
the training venue.

Results

Content Analysis – Exploring Workplace Happiness
Factors

In the content analysis procedure the teachers’ answers to an
open-ended question were defined as a text unit, and “that part
of the text unit to which coding categories or dimensions are
applicable” (Smith 2000., p. 320) were categorised as a coding
unit.

We used linguistically defined segments (sentences,
clauses, phrases, words) as coding units. The most important
aspect of the text used as coding unit is the theme, that is a
single idea or statement about the topic (here: about workplace
happiness). A theme may be expressed in a few words, a
phrase, or sentences. Each theme in a text unit was classified
by its properties and then classified. We did not have a priori
categories, but instead inductive, empirical ones were created
for every theme that appeared to warrant classification as a
new one. By using an inductive approach, categories emerge
from the material without any preconceptions. Since our qual-
itative research tends to be exploratory, this approach seemed
to be most appropriate for our research question.

Two coders analysed the written answers from 297 respon-
dents independently to create coding categories, with the
criteria of uni-dimensionality, comprehensiveness, mutual ex-
clusivity and independence (Smith 2000). Frequency scores
for categories were calculated by adding the number of themes
that represented a given category. Categories were retained if
the intercoder agreement was at least 80% and if each of the
coding units had more than five recorded (or coded) units. To
avoid overestimation of the agreement we also included fre-
quency occurrences and non-occurrences. We provided the
validity of the content analysis along three criteria:

1. Closeness of categories: two coders independently coded
the study sample of 297 workplace happiness descriptions
and empirical categories were retained if they arrived at an
agreed upon definition of each specific categories. We
excluded categories from the final analysis that was not
agreed upon.

2. Data validity: our data accurately reflect the range of con-
tent being studied. Our measuring procedure represented
the intended, and only the intended, concept.

3. Internal validity: a) our categories are exhaustive and mu-
tually exclusive b) and we measured our workplace hap-
piness concept with categories that are the highest level of
measurement possible.

The answers given to the workplace happiness open-ended
question varied in length from one to 48 words. We summa-
rized a total of 762 responses (sentences, phrases, words) giv-
en to the open question, and finally, 673 coded units were

189Curr Psychol (2022) 41:185–199



classified into categories. As a result, four distinct main di-
mensions, and within them, 21 subcategories were defined
(Table 1). Subcategories describe the content of the main ones
in a more detailed way. The four main dimensions are as
follows:

1. Results and success
2. Assessment of and feedback on the work
3. Meaning at work
4. Social relationships

Results and Success – Past, Present, Future

The first subcategory refers to success, mainly to results
achieved by the teachers (“The students understood the
curriculum.”). These results are the confirmation of good
work and enhance teachers’well-being, and as positive results
affect not only their emotional experiences but also serve as a

basis for future motivation and successes (Tadić et al. 2013).
As a second subcategory, teachers have a sense of inner, sub-
jective competence and self-efficacy as they feel that they are
able to perform tasks that match their skills, andmotivate them
to performwell (“Using my skills and knowledge I did the best
I could.”). All of these ensure the sense of achievement and
enjoyment of success and in turn contribute to the sense of
efficacy (Friedman and Kass 2002). Not surprisingly, perfor-
mance and success are also specifically related to children’s’
success. This is the third sub-category within the category of
success. The answers to this question cover past, present and
future - it is not only about the work done in the present but
also covers feedback from children on past performance (“
...my old students come back to school and tells me how valu-
able the knowledge he has gained from me”), and about the
hope that can be linked to the future (e.g. that a child will be
successful in an entrance exam). This time continuity is en-
sured by a sense of success and effective work that includes
not only retrospective but also positive and future-inspired

Table 1 Frequency and mean of coded units and weighted means

Workplace happiness
dimensions/sub-categories

Frequency (%) Mean coded units Weighted mean
(number of sub-categories)

Results and success 255 (37.9) 36.29 5.18 (7)

Successful work 70 (28)

Sense of competence 48 (19)

Success of children 49 (19)

The sense of (teachers’ own) success 33 (13,5)

Success of school 24 (9)

Development of children 17 (6,5)

Realization of goals and plans 13 (5)

Assessment of and feedback on the work 154 (22,9) 24,67 4,11 (6)

Feedback on work 79 (51)

Moral recognition of work 23 (18)

Satisfaction with work 19 (12)

Written or verbal praise 14 (9)

Sense of citizenship 7 (6)

Financial recognition 6 (4)

Meaningful work 140 (20.8) 25.6 5.12 (5)

Subjective well-being of children 38 (31)

Raising interest and motivation
(among children)

33 (25)

Meaningful work 23 (18)

Knowledge sharing 18 (14)

Flow at work 16 (12)

Social relationships 124 (18.4) 41.33 13.78 (3)

Love and trust of children 48 (39)

Positive relationships and climate 43 (35)

Social support and cooperation 33 (26)

Mean coded units indicates the average number of units mentioned for that particular dimension

Weighted means were calculated by dividing mean coded units by the number of sub-categories in that particular dimension
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confidence. All these aspects are significant contributors to the
sense of personal well-being (Zee and Koomen 2016). In the
fourth subgroup, there is a general motive for success, and
another is related to the professional side (“I did a very good
job professionally and methodologically.”). These can be re-
lated to the concrete results achieved, joint work with their
students and colleagues and success experienced at a subjec-
tive level (“I have a sense of success.”). A separate dimension
of successes and achievements of school life can be defined,
such as social events, applications for funding or projects,
competitions, celebrations, and other programs (“My students
won prizes in a contest.”, “Our school won a tender.”). The
presence of this category clearly indicates that the (workplace)
community is an important element of personal well-being
(Gross and John 2003), as no one works in isolation but on
a collective level, and shared goals and experiences are as
positive as achieving personal goals. Individual prosperity
and happiness can only be imagined in an organization that
is supportive, and in addition to individual endeavours, it pro-
vides strong attachments and builds a community.
Experiences shared by colleagues and teams may enhance
the individual’s level of well-being (Greller et al. 1992;
Sonnentag 1996). In the main category of success, the next
subgroup is also related to children, which includes one of the
important goals of teacher work: the development of children.
This refers both to work with children in usual, everyday
education situations, or to children with problematic abilities,
and can also be considered when a child with ‘problematic
personality traits’ changes in a positive way (I taught to read a
little kid everyone has given up about.”). The importance of
developing not only the abilities but the personality of chil-
dren is also part of this category, and this development-centred
work can be an indicator of teachers’ work and a sense of
personal well-being. The last key element of the first major
dimension is the realization and implementation of goals and
plans, which may be short or long-term, and may be more
general or specific (“When I can effectively implement my
plans.”, “I am satisfied when each work phase works as I
planned.”).These are direct, sometimesmeasurable indicators
of success, as they demonstrate the individual’s competence,
efforts and commitment to goals, which, as a source of moti-
vation (Locke and Latham 2002), provide a further basis for
future goals and aspirations.

Assessment of and Feedback on Work

The first major sub-category of the second dimension is feed-
back, and most of all, positive feedback on job performance.
The number of responses about positive feedback (Mitchell
et al. 1982) is outstanding since they account for more than
half of the total number of responses in this dimension (140).
Its robustness is also reflected in the fact that not only global,
generally work-related feedback, but also positive,

confirming, acknowledging feedback is determinative.
Further analysis revealed that teachers stress the importance
of feedback from students, parents, colleagues, and leaders
alike content (“I get positive feedback from children, parents,
and colleagues.”). Feedback can be direct (either verbal or
nonverbal) and indirect feedback (e.g. the success of a child
or a child winning a contest can be considered the result of the
contribution of a teacher). The next subcategory concerns
moral recognition and the appreciation of teachers’ work. As
with the previous category, there is a general level of recogni-
tion from students, colleagues, parents, and leaders (“I get
appreciative words from my colleagues or from the school
principal.”). The value of moral recognition and appreciation
is obvious, and studies have shown that it can have a much
stronger effect on performance and commitment (to the work-
place) than financial benefits (e.g. Brun and Dugas 2008). The
third category within this main dimension is the satisfaction
expressed by others (superiors, colleagues, students, etc.), but
this sub-category also represents personal, subjective satisfac-
tion (“I am satisfied.”,“My colleagues are satisfied with my
job.”). Satisfaction has a striking effect on workplace happi-
ness because of its emotional component since it directly con-
tributes to the subjective sense of well-being of individuals
(Bowling et al. 2010). The coding units of the next sub-cate-
gory, labelled praise, appear not only in general but also on a
specific level specifying who (leader, co-worker, parents) the
praise is given by. Praise is also a type of the social reinforce-
ment, which has a direct impact on motivation since it is the
direct and socially awarded expression of maximum recogni-
tion (Deci and Ryan 1985; Sansone et al. 1989). It is a highly
rated form of the reinforcement of good performance. In the
penultimate sub-category within the second main dimension,
there are coding units that confirm the respondent as a member
of a particular workplace, organization, that counts on and
considers a person an important part of it and takes into ac-
count his/her opinion. This sub-category was labelled organi-
zational citizenship, referring to the fact that the employer
considers his/her employee a full member of the workplace
and appreciates his/her contributions to the organizational
goals and values (“They consider my job important and make
me feel that what I do is required to the success of the
school.”). Organizational citizenship is an important key fac-
tor of workplace engagement (Bhatnagar and Biswas 2010),
and without it, the worker feels as if they are only a tiny cog in
the machine, which if lost, can easily be replaced by another.
Finally, the last sub-category includes financial recognition
and reward, which naturally includes salary (“I would be lying
if I said finances do not cause happiness but is not what
matters the most.”). It is worth mentioning that there were
only a few coding units in this category, this sharp difference
is notable in itself: there are 29 coding units that refer to the
importance of moral recognition and only 6 units to the im-
portance of financial recognition. Apart from social
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incentives, it is understandable that financial incentives are
also important, but it is worth pointing out that teachers do
not have exclusively or primarily financial incentives, but in-
stead moral and social motivational factors play an essential
role in the formation of their well-being and happiness.

Meaningful Work – Meaningfulness and Emotion

The first and most significant among the five sub-
categories of this dimension is the well-being, joy and hap-
piness of the children. This refers to the times when chil-
dren enjoy the lesson, learning, tasks, and when they give
positive feedback to the teacher (“I see the joy on the chil-
dren’s faces.”, “Students give feedback that they had a
good time in my class.”). Positive emotions (pleasure, en-
thusiasm, excitement, enjoyment) expressed by children
and shared with the teacher are significant components of
a teacher’s well-being (Spilt et al. 2011). The second sub-
dimension that is also related to the children concerns rises
in children’s motivation and interest (“I see genuine inter-
est on my students’ faces.”), and which includes changes in
attitude (from passive to active), and increased desire to be
praised and to learn. This is one of the main missions of
pedagogical work, as one of the greatest challenges for
teachers is to raise children’s interest, curiosity and moti-
vation to learn. The next subcategory representing an im-
portant determinant of a teacher’s happiness is that his/her
work had or has meaning. The most essential aspect of this
category is that the teacher does not perform irrelevant,
often unnecessary (e.g. administrative) tasks, but instead
real and valuable pedagogical work is carried out. An im-
portant criterion for meaningful work is that the employee
feels that his/her work is significant, useful, and influences
others in a positive way, and is also undertaken for unself-
ish reasons (Pratt and Ashforth 2003). This subjective
meaning and personal significance are very important de-
terminants of an individual’s work-related well-being, as is
evident here. The transfer and sharing of knowledge, de-
fined as a separate sub-category, is one of the key tasks of
pedagogical work, which includes the success of knowl-
edge and information transfer processes during lessons,
when children understand the material being transmitted.
This sub-category also includes success in approaching,
working on and completing the tasks teachers are set.
The last category covers the special state and characteris-
t ics associated with teachers’ experiences while
conducting everyday classroom work, which we could ac-
tually call flow at work. Flow is an optimal psychological
state where attention is undivided and motivates action to
fulfill the goal of expressing self (Csikszentmihalyi 1990).
On the one hand this is when a teacher has flow in his/her
work (“I work with intrinsic motivation and experience
flow.”); on the other it is when a teacher triggers flow-

like experience in children. In the happiness texts we can
detect features of flow, such as work is carried out smooth-
ly and almost unnoticed (“The whole class becomes one
unit no child is left out of attention.”); time passes unno-
ticed (“Time spent together flies.”); they enjoy tasks
(“Kids enjoy the task.”); there is a chance for a relaxed
and creative manifestation; and there are a lot of smiles
and laughter. In a state of flow teachers have a sense of
self-efficacy and they feel that they are at the apex of their
abilities professionally and methodologically.

Social Relationships

The three sub-categories of Social relationships display the
highest weighted means. The first subcategory covers the
love, emotional attachment, and positive emotional feedback
children express toward teachers (“I feel the love, trust, and
attachment of the children”). Positive emotional reinforce-
ments from others are essential building blocks of subjective
well-being and are important determinants of happiness (Ryff
1989). The more commonly an individual experiences posi-
tive emotions, the more they feel others’ acceptance and sup-
port, the better their personal well-being and the more effi-
ciently they form and maintain their relationships (Kahn
et al. 2003). In the case of teachers, it is no coincidence that
social reinforcements from children, who are at the centre of
their activities, play such an important role. The second sub-
category involves teachers’ relationships with colleagues and
the workplace climate. Like the previous child-centred cate-
gory, relationships are still in focus. The coding units here
cover positive, balanced, well-functioning relationships with
colleagues (“I am happy to work with my colleagues they are
like a second family to me.”) and on an organizational level a
positive, supportive climate and a positive emotional milieu
(“The workplace atmosphere is good, relaxed, and
cheerful.”). The quality of relationships at work often repre-
sents an important reason for retention, as well as contributing
to job satisfaction and workplace commitment (Crosby 1982;
Venkataramani et al. 2013), and as a whole, provides a strong
basis for individual and collective achievements and suc-
cesses. The third and last sub-category of this main dimension
concerns social support and co-operation (We help each other,
if a colleague has a problem.”, “We work together in a good
mood to achieve our goal.”). Helping and supporting col-
leagues, as well as sympathy and acceptance from colleagues,
are an essential part of this category. Selfless help and co-
operation in problem management or in finding solutions pro-
vide shared (emotional, behavioural) experiences that keep the
community together and provide a safe, trusting milieu for the
individual. Helping others is not only a pleasure for an indi-
vidual but gives a sense of meaningful contribution to a com-
munity that is also an important building block of subjective
well-being (Mitchell et al. 1982; Aknin et al., 2013a, b).
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Quantitative Analyses

Descriptive Statistics

Table 2 presents the descriptive information for each of the
scales included in the study (N = 297). As can be seen, partic-
ipants were above the neutral level for all measurements ex-
cept the optimism scale (LOT-R).

At the time of data analysis no reference means were not
available for all instruments. Some of the measurements
(Acton and Glasgow 2015; Aknin et al. 2013; Avey et al.
2011) have not yet been validated in Hungarian, therefore
we used our own translations, and the PERMA questionnaire
(Baumann 2012) is relatively new (published in 2017 by Kun
et al.) therefore it still lacks reference means. Two scales are
validated in Hungarian (Argyle 1987; Avanzi et al. 2012), the
reference means for these questionnaires are as follows: LOT-
R: 3.25 (Bérdi and Köteles 2010), AHS: 5.79 (Martos et al.
2014). As can be seen our particular sample’s means slightly
differ from these values.

Correlation Analyses

Bivariate Pearson correlations (two-tailed) were deployed to
test our research questions 2–3. Correlational analyses were
conducted between each dependent variable, including all
scales of PsyCap, and the two subscales of AHS. All correla-
tions between variables can be found in Table 3. Our second
research question concerned the relationships between the
PsyCap and PERMA subscales and SHS. Moderate positive
correlations were found between the PsyCap and the overall
PERMA scale (r = .52), and between the PsyCap and all the
PERMA subscales (.23 < r < .55). Positive Emotions and
Achievement showed the strongest relationships with
PsyCap subscales, with Positive Emotions having a moderate
correlation with LOT (r = .44) and weak correlations with
AHS (r = .34) and the Agency subscale of AHS (r = .32).
Achievement showed moderate correlations with GSE
(r = .45), LOT (r = .40), AHS (r = .55), and the Agency
(r = .56) and Pathway subscales of AHS (r = .41).

PsyCap in general showed connections with different sub-
scales of PERMA, displaying moderate correlations with
Achievement (r = .56) and Positive Emotions (r = .44), and

weak correlations with Engagement (r = .34), Meaning
(r = .32), and Positive Relationships (r = .23). The results also
suggested that PsyCap was positively and significantly related
to SHS (r = .50). Thus, the findings indicate that
Psychological Capital factors have a positive relationship with
all the workplace well-being factors and overall workplace
happiness.

Upon the examination of separate scales of PsyCap, GSE
showed strong correlations with AHS (r = .66) and the AHS
Pathway subscale (r = .66), moderate correlation with the
AHS Agency subscale (r = .49), and weak correlations with
BRS (r = .35) and LOT (r = .32). LOT displayed moderate
correlations with PERMA (r = .49), SHS (r = .56), and AHS
(r = .41), and weak correlations with the AHS Agency
(r = .39) and Pathway subscales (r = .35), and with BRS
(r = .36). Furthermore, AHS yielded weak correlations with
BRS (r = .34), PERMA (r = .39) and SHS (r = .36), while the
Agency subscale displayed weak correlations with PERMA
(r = .35) and SHS (r = .35), and the Pathway subscale showed
weak correlations with BRS (r = .37) and PERMA (r = .32).

Our third research question concerned the relationship be-
tween PERMA and SHS. A positive and significant relation-
ship was found between them (r = .47), thus supporting our
third research question. SHS also showed a moderate correla-
tion with Positive Emotions (r = .46) and a weak correlation
with Achievement (r = .36) and Meaning (r = .31).

Discussion

Teachers are important persons who contribute to student
achievement and success (Stronge et al. 2004). Teachers’
workplace happiness and well-being is therefore a critical fac-
tor in positive education (Ross et al. 2012). The aim of this
study was to reveal the most relevant workplace happiness
factors and to understand teachers’ well-being in detail in
the framework of the PERMA model and Psychological
Capital theory.

We used both qualitative and quantitative methods. After
coding nearly 300 respondents’ written workplace happiness
texts it became clear that a wide range of essential factors
contributed to workplace happiness. Answers were organized
into four main dimensions and 21 subcategories. Most of the

Table 2 Descriptive statistics:
Means, Standard Deviations for
Study Measurements

M SD Scale Range

1 Brief Resilience Scale (BRS) 3.27 .77 1–5

2 GSE (General Self-Efficacy Scale) 3.20 .38 1–4

3 LOT-R (Life Orientation Test - Revised) 3.94 .50 1–7

4 AHS (Adult Hope Scale) 6.42 .78 1–8

5 SHS (Subjective Happiness Scale) 5.49 .98 1–7

6 PERMA (Workplace PERMA Questionnaire) 4.22 .52 1–5
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responses referred to results (e.g. realization of goals and
plans) and experiences of success such as successful work,
the success of children, and success of the school. This implies
that the success of others is as important for teachers as their
own individual success in producing workplace happiness.
Respondents frequently mentioned the importance and signif-
icance of assessment of and feedback on their work. This
second main category included moral and financial recogni-
tion, praise, and other people’s satisfaction with the teachers’
work, as well as their own feelings of satisfaction. Countless
studies have revealed and confirmed the decisive role played
by feedback on work, and its impact on performance, com-
mitment to the organization, satisfaction and motivation
(Kluger and DeNisi 1996; Eccles and Wigfield 2002). As
regards the third main category, teachers’ answers supported
the importance of meaningful work in relation to the sense of
workplace happiness. Intrinsic reasons for working and find-
ing meaning in work have a positive effect on subjective well-
being (Winefield and Tiggemann 1990). Our results have
demonstrated that perceiving work as meaningful appears to
play an important role in teachers’ happiness. Meaning is de-
rived from different aspect of teachers’ work such as knowl-
edge sharing, interesting and motivating the children, and
experiencing flow in their work. The last main dimension
referred to social relationships with children, colleagues, and
parents. Analysis of teachers’ responses revealed that not only
good personal relationships but also a positive overall work-
place climate is necessary for workplace happiness. Social
relationships, then, are necessary for happiness (Diener and
Seligman 2002). The people around teachers provide social
support and teachers place a high importance in relationships
as sources of happiness.

Our study used six additional questionnaires to explore the
relationship between teachers’well-being, happiness and their
inner psychological resources. The data supported our re-
search questions. Correlations showed significant relation-
ships between the variables with the findings revealing that
workplace happiness relates positively with all psychological
capital factors (hope, self-efficacy, resilience, and optimism;
.23 < r < .57) and all well-being dimensions (positive emo-
tions, engagement, positive relationships, meaning, and
achievement; .19 < r < .46). Optimism (of PsyCap) and posi-
tive emotions (of PERMA) were the most relevant factors in
relation to workplace happiness (r = .57 and r = .46, respec-
tively). In terms of Frederickson’s (Fredrickson 2001)
broaden-and-build theory of positive emotions, these findings
support the notion that the implementation of interventions to
improve optimism and positive emotions may increase happi-
ness. According to this theory, positive experiences and emo-
tions create a positive spiral generating more positive
thoughts, experiences and feelings that are beneficial for
well-being and happiness. Experiencing positive emotions
regularly can produce long-term changes in individuals’ per-
sonal resources.

We also found that two of the PERMA subscales, positive
emotions and achievement, have the strongest relationship to
psychological capital. More precisely, positive emotions are
strongly related to optimism while achievement is related to
self-efficacy and the two subscales of hope (agency and path-
way). This result is consistent with the foundation of hope
theory (Snyder 2002) which claims that a pathway involves
the future potential to achieve goals, and agency involves
motivation for movement along a pathway toward achieving.
Not surprisingly, teachers’ achievement is essential for their

Table 3 Pearson correlations of measured variables

1 2 3 4 5 6 7 8 9 10 11 12 13

1 BRS –

2 GSE .41** –

3 LOT .32** .33** –

4 AHS (4 + 5) .34** .66** .41** –

5 AHS Pathway .37** .66** .33** .89** –

6 AHS Agency .23** .49** .39** .87** .56** –

7 SHS .25** .23** .57** .36** .29** .35** –

8 Overall PsyCap (1 + 2 + 3 + 4) .68** .77** .68** .83** .78** .69** .48** –

9 PERMA_P .24** .27** .44** .34** .28** .32** .46** .44** –

10 PERMA_E .19** .22** .29** .27** .24** .24** .32** .34** .50** –

11 PERMA_R .07 .25** .26** .15* .14* .12* .19** .23** .52** .25** –

12 PERMA_M .17** .22** .29** .26** .21** .26** .31** .32** .60** .47** .32** –

13 PERMA_A .24** .45** .40** .55** .41** .56** .36** .56** .56** .40** .34** .55** –

14 Overall PERMA
(9 + 10 + 11 + 12 + 13)

.26** .38** .49** .30** .32** .42** .38** .52** .83** .73** .67** .78** .67**

*p < 0.05; **p < 0.01; bold character indicates the name of overall scales
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subjective well-being and happiness at work as our content
analysis has also confirmed above.

Our results strongly support the Acton and Glasgow (2015)
approach to teacher wellbeing, which is defined as “an indi-
vidual sense of personal professional fulfilment, satisfaction,
purposefulness and happiness, constructed in a collaborative
process with colleagues and students” (p. 101).

Practical Considerations

Our research suggests that several important factors can influ-
ence happiness and well-being in the workplace specifically.
In the light of positive psychology and the potential role of
‘positivity’ as an added value, it is worth reviewing some of
the potential activities that may be useful for teachers in order
to improve their overall well-being. These possible activities
of intervention are selected from the toolkit of positive psy-
chological interventions (PPIs).

There are many forms of positive psychological interventions
aimed at improving happiness and well-being – including in the
context of work and organizational settings (Layous et al.
2014; Lyubomirsky et al. 2005a, 2005b; Seligman et al. 2005).
The aim of PPIs is to identify, develop and broaden individual
trait-like characteristics such as the elements of psychological
capital and to promote well-being. Interventions to increase psy-
chological capital are assumed to lead to higher efficiency and
performance (Luthans and Youssef 2004). The development of
hope can be used to build positive well-being through identifying
personally important goals, goal design, pathway generation, re-
sources and possible obstacles in achieving goals, reframing bar-
riers, etc. Hope interventions help individuals to set realistic goals
that could boost their well-being as they achieve these goals.
Optimism is another component of psychological capital devel-
opment. Optimism can be enhanced through various types of
interventions, resulting in increased well-being. Research find-
ings suggest, for example, that gratitude interventions may en-
hance optimism and well-being (Emmons and McCullough
2003; Froh et al. 2008). Optimistic thinking includes positive
expectations for the future and viewing negative life events as
temporary, external, and limited to the immediate incident
(Seligman et al. 1995). Thus, activities targeting optimistic think-
ing may prevent teachers from burning out and suffering stress
and may have positive effects on their self-efficacy and well-
being.

Further practices can be applied in the context of work in
order to improve workplace happiness and well-being. Our
suggestions are:

1. The use of strengths-based feedback (Roberts et al. 2005;
Aguinis et al. 2012; Herman et al. 2012) instead of
weakness-focused feedback on performance.

2. Matching of work tasks and employee characteristics
using the ‘job crafting’ approach (Wrzesniewski and

Dutton 2001) resulting in work becoming more meaning-
ful for the person, which has a positive effect on well-
being and productivity.

3. Using solution-focused brief coaching – this type of
coaching focuses on solutions, individual strengths, per-
sonal resources, and the future instead of causes and prob-
lems. This technique has a positive impact on psycholog-
ical well-being, strengthens hope and spurs further efforts
to achieve the goal (Green et al. 2006; Sherlock-Storey
et al. 2013).

Above mentioned research suggest that increasing well-
being through intentional activities has multiple effects on
employees. Workplace positive psychology interventions are
relatively few in number and many previous studies have not
focused much on what individuals can do to enhance their
own well-being themselves (Sin and Lyubomirsky 2009;
Wood et al. 2010; Mazzucchelli et al. 2010). PPIs are simple
and time-saving self-guided interventions that can improve
well-being in today’s work environment (Meyers et al. 2013).

Our findings seem to be promising in regard to determining
main intervention fields for enhancing teachers’ well-being.
Considering our main results linked to our research questions,
we think that PsyCap can be one of the core constructs of
interventions. As our results indicated, all the five well-being
factors of PERMA were related to overall PsyCap, and two
elements, Positive Emotions and Achievement showed the
strongest relationship with it. Our findings also showed that
optimism (of PsyCap) and Positive Emotions (of PERMA)
were the most relevant factors in relation to overall workplace
happiness. Considering these results, on one hand we recom-
mend developing programs aiming at PsyCap components
(hope, self-efficacy, resiliency, and optimism) that can have
a positive effect on overall well-being (Luthans et al. 2006),
and we also suggest putting the main focus on Achievement
and Positive Emotions.

Currently little is known about which interventions impact
which elements of PERMA but there are a few studies that
provide the first results about techniques that increase positive
emotions, enhance achievement, and raise global happiness.
These studies have used different activities, for example,
working on personal goals, committing acts of kindness, vi-
sualizing best possible self, or remembering one’s best
achievement (Fordyce 1983; Sheldon and Lyubomirsky
2006; Pham and Taylor 1999; Sheldon et al. 2002). In order
to design specific and relevant interventions for improving
workplace happiness, our qualitative research may help to
determine the specific areas and content of them. For example,
strengthening the sense of competence and pursuing personal
goals can contribute to the sense of success (Sheldon
et al.2002) or job crafting technique may help teachers to find
or reshape the meaning of their work (Wrzesniewski and
Dutton 2001).
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We conclude that the two models of PsyCap and PERMA
and our qualitative analysis are a good starting point in devel-
oping PPIs in order to improve teachers’workplace happiness
and well-being. An additional future direction could involve
developing programs for teachers specifically but more re-
search is needed to work toward recommendations regarding
this issue.

Limitations and Future Research

It is important to identify several weaker features of our study.
First, our research was conducted based on a sample of
Hungarian teachers and therefore the results cannot be gener-
alized to the population. Also, teachers in our sample were
affiliated with different types of education institute and we
have not controlled for contingency and organizational vari-
ables. Another limitation of this research is that the constructs
were measured via self-reported questionnaires, and the cross-
sectional nature of the data does not allow us to infer causal
relationships.

For future directions, it would be interesting to study the
level of well-being and happiness among different age
(Avanzi et al. 2012; Kinnunen et al. 1994) and occupational
groups of teachers or in different educational institutes. We
believe that research questions raised in this study deserve
further research attention, along with applied PPIs practices
in work environment and other relevant constructs that can
serve as new resources for workplace well-being and happi-
ness. We hope our results hold implications for the future of
positive psychological research for teachers and school
settings.
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