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Abstract
Many teachers report high levels of occupational stress. Teachers’ basic need sat-
isfaction is essential for teachers’ well-being at work. Social support from school 
principals is assumed to play an important role for teachers’ basic need satisfaction. 
However, the underlying mechanisms of the relationship between social support 
from school principals and teachers’ basic need satisfaction are mostly unknown. 
Previous research suggests that job demands and job resources may play an im-
portant mediating role. Therefore, we examine whether teachers’ perceived job 
demands and job resources serve as mediators between social support from the 
school principal and teachers’ basic need satisfaction. Using longitudinal data of 
N = 1071 teachers over the course of one school year, we applied structural equation 
modelling to test the hypothesised mediation model. Results showed that the rela-
tionship between social support from the school principal and teachers’ basic need 
satisfaction was mediated by teachers’ perceived job demands and job resources. 
Particularly, the job demand ‘unclear organisational conditions’ and job resource 
‘social support from colleagues’ indicated the strongest effects on teachers’ basic 
need satisfaction. These findings emphasise the responsibility of school principals 
to provide social support to their teachers and create a well-structured and support-
ive workplace. In doing so, school principals contribute to a work environment in 
which teachers can thrive.
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1  Introduction

Many teachers see themselves as being subjected to increasing requirements: In 
Switzerland for example, 44% reported to have experienced situations in which the 
pressures were almost unbearable (Kunz Heim et al., 2014). Moreover, studies show 
that a significant number of teachers experienced impaired well-being during their 
work such as emotional exhaustion (e.g., Bauer 2009; Hakanen et al., 2006; Skaalvik 
& Skaalvik, 2011). According to the self-determination theory (SDT; Deci & Ryan 
2000) the satisfaction of the basic psychological needs for autonomy, competence, 
and relatedness support employees’ well-being (Van den Broeck et al., 2016). The 
satisfaction of employees’ basic needs is an important leadership task (Gagné & Deci, 
2005; Van den Broeck et al., 2008). Thereby, supportive school principals were found 
to be beneficial for teachers’ basic need satisfaction (BNS, Collie et al., 2016; Klas-
sen et al., 2012). However, it is not clear which underlying mechanisms explain the 
association between social support from the school principal and teachers’ BNS.

2  Theoretical framework

2.1  School principals’ social support and basic need satisfaction

Social support is one of the most important aspects of social interactions (Knoll & 
Kienle, 2007) and refers to the qualitative aspect of helping between two parties. Sev-
eral types of these supportive interactions can be distinguished. Perceived or antici-
pated social support involves the support that a person expects to be available in his/
her social network when help is needed (Knoll & Kienle, 2007). Studies indicated 
that perceived social support is more a stable rather than a modifiable characteristic 
(e.g., Sarason et al., 1987). Thus, perceived social support is somewhat independent 
from the actual behaviour of a specific network member and therefore not an optimal 
characteristic to measure supportive interactions (Knoll & Kienle, 2007). In contrast, 
received social support is a retrospective report that reflects actual support transac-
tions from specific network members (Uchino, 2009). The present study focusses on 
received social support.

The self-determination theory (Deci & Ryan, 2000) suggests that well-being is 
significantly influenced by the satisfaction of the three universal, innate basic psy-
chological needs for autonomy, competence, and relatedness. The need for autonomy 
refers to the feeling of being in control of one’s decision, being the origin of one’s 
choices, a sense of ownership, and not being controlled by external forces (Deci 
& Ryan, 2000). The need for competence is defined as the feeling of mastery and 
efficacy in accomplishing goals and acquiring new skills (Deci & Ryan, 2000). The 
need for relatedness involves a feeling of respect, understanding, connectedness, and 
being significant to others (Deci & Ryan, 2000). BNS is widely known to contribute 
to employees’ well-being (Van den Broeck et al., 2016).

The provision of social support by leaders is a central aspect in satisfying the basic 
needs of employees (Gagné & Deci, 2005; Van den Broeck et al., 2008). The receipt 
of social support is assumed to generate an energising and motivational process by 
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satisfying basic psychological needs (Bakker et al., 2014; Gagné & Deci, 2005). 
Comparably, empirical research demonstrated that autonomy support from school 
principals was beneficially related to teachers’ BNS (Collie et al., 2016; Klassen et 
al., 2012). Although this indicates that there is already empirical evidence for the 
relationship between social support from the school principal and teachers’ BNS, the 
concrete mechanism is still unclear. We suggest that this mechanism can be found in 
the characteristics of the concrete work situation.

2.2  School principals’ influence on teachers’ job demands and job resources

According to the Job Demands-Resources model (JD-R model) the concrete work 
environment can be classified in job demands and job resources (Bakker & Demerouti, 
2017). Job demands are job characteristics that require long-term physical or mental 
effort and are therefore associated with physical and/or mental costs (Demerouti et 
al., 2001). Job resources are functional in achieving work goals, reduce physical and/
or mental costs, and stimulate personal growth and development (Demerouti et al., 
2001). Research suggests leaders’ behaviour to be an antecedent of job demands and 
job resources (Bakker & Demerouti, 2017; Schaufeli, 2015; Vincent-Höper & Stein, 
2019). We focus on the receipt of social support from the leader as a central element 
of leadership behaviour. The instrumental function of social support (Schwarzer & 
Knoll, 2007) is manifested by the process in which leaders shape and adjust job 
demands and job resources (cf. Schaufeli, 2015; Vincent-Höper & Stein, 2019). Such 
adjustments are defined as job redesign which involve top-down changes in specific 
aspects of the job, tasks or roles of the individual employee (Bakker & Demerouti, 
2014). For example, school principals can allocate the task of organising extracur-
ricular activities or assist in demanding tasks such as a difficult parent conversa-
tion. Moreover, the receipt of social support from the leader has an emotional coping 
function (Schwarzer & Knoll, 2007). This covers aspects such as encouragement, 
respect, and comfort which can support teachers in coping with job demands and let 
them perceive their work more positive. Furthermore, the receipt of social support 
from the school principals can also serve as exemplary behaviour for the teaching 
team. By behaving in a way that sets a positive example for employees, leaders can 
create a respectful, constructive, and supportive work environment in which helping 
behaviour among colleagues can flourish (Bass & Riggio, 2006; Nielsen & Daniels, 
2011). Therefore, the receipt of social support from the school principal may result in 
more supportive interactions among school team members. In sum, the influence of 
school principals on teachers’ job demands and job resources may explain the benefi-
cial association between social support from the school principal and teachers’ BNS.

2.3  Job demands, job resources and basic need satisfaction

In the present study, we focus on the mediating role of the two job demands ‘per-
ceived time pressure’ and ‘unclear organisational conditions’ and on the job resource 
‘received social support from colleagues’. A recent large-scale study among teachers 
showed that time pressure and unclear organisational conditions stand out as impor-
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tant sources of strain (Brägger, 2019). Social support, in turn, was found to be a 
central part of a good working climate in schools (Rothland, 2013).

The physical and mental costs associated with job demands thwart teachers’ sat-
isfaction of their needs for autonomy, competence, and relatedness, whereas the 
energising and motivational function of job resources contribute to teachers’ BNS 
(Bartholomew et al., 2014; Fernet et al., 2013). Thus, perceived time pressure and 
unclear organisational conditions may frustrate teachers’ BNS due to the mental 
efforts that are required to cope with these job demands. Such an effort might be to 
cope with external control that can increase due to these demands. Therefore, teach-
ers’ leeway to make autonomous decisions and their feeling of ownership may be 
limited (cf. Bartholomew et al., 2014), hence frustrating the satisfaction of the need 
for autonomy. Comparable, time pressure and unclear organisational conditions are 
assumed to frustrate the satisfaction of the need for relatedness: Teachers may have 
less time to interact and cooperate with colleagues due to time pressure, and because 
of unclear organisational conditions teachers might turn away from the organisation 
and colleagues and isolate themselves. Yet, satisfaction of the need for competence 
might be differently affected by time pressure and unclear organisational conditions. 
A clear and well-structured context is assumed to be critical for achieving goals and 
thus for the experience of competence.

Whereas unclear organisational conditions might thwart feelings of competence 
because they complicate accomplishing work tasks since goals and tasks are unclear, 
time pressure might result in stronger feelings of mastery, efficacy, and professional 
competence because accomplishing work tasks within limited time can be experi-
enced as a personal achievement (cf. Crawford et al., 2010). There is empirical evi-
dence to expect that time pressure can have both detrimental and beneficial effects on 
employees (Widmer et al., 2012). Among teachers time pressure has been shown to 
be positively associated with both burnout symptoms and job satisfaction (Skaalvik 
& Skaalvik, 2017).

Contrary, the job resource ‘received social support from colleagues’ might have 
an energising and motivational effect by promoting teachers’ BNS. Interpersonal 
relationships at the workplace are important for employees’ BNS (Manganelli et al., 
2018). Moreover, social support from colleagues was previously found to contribute 
to teachers’ needs for autonomy, competence, and relatedness (Doménech-Betoret 
et al., 2015; Fernet et al., 2013). Consequently, we argue that received social sup-
port from colleagues satisfies teachers’ basic needs for autonomy, competence, and 
relatedness.

2.4  The present study

In summary, we focus on the mediating role of perceived time pressure, unclear organ-
isational conditions, and received social support from colleagues in the relationship 
between received social support from the school principal and teachers’ satisfaction 
of the needs for autonomy, competence, and relatedness (see Fig. 1). We hypothesise:
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Hypothesis 1  Received social support from the school principal is positively related 
to teachers’ satisfaction of the basic need for autonomy, competence, and relatedness 
(direct effect).

Hypothesis 2  The positive association between received social support from the 
school principal and teachers’ satisfaction of the basic needs for autonomy, compe-
tence, and relatedness is mediated by the job demands ‘time pressure’ and ‘unclear 
organisational conditions’ and the job resource ‘received social support from col-
leagues’ (mediated effects).

Hypothesis  a: Time pressure is negatively related to the satisfaction of the needs for 
autonomy and relatedness and positively related to the satisfaction of the need for 
competence.

Hypothesis  b: Unclear organisational conditions are negatively related to the satis-
faction of the needs for autonomy, competence, and relatedness.

Hypothesis  c: Received social support from colleagues is positively related to the 
satisfaction of the basic needs for autonomy, competence, and relatedness.

Fig. 1  Conceptual research model
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3  Methods

3.1  Procedure

The hypotheses were tested in a sample of teachers at primary (pupils aged 5 to 12 
years) and lower-secondary compulsory school level (pupils aged 13 to 15 years) in 
the German-speaking part of Switzerland. The participants were recruited through 
teacher organisations. The participants registered individually for participation by 
giving written informed consent. Eligible for participation were teachers that: teach 
at primary or lower secondary school level, have a minimum workload of 10 lessons 
per week, and work at a school with a formal school principal1. The participants were 
requested to fill out online questionnaires in the school year 2017/2018. The first 
questionnaire was assessed in September 2017 (T1), the second in January 2018 (T2), 
and the third May 2018 (T3). The completion of each questionnaire took 45 min on 
average. As compensation for their participation the participants received a voucher 
worth 25 Swiss francs for each of the three completed questionnaires.

3.2  Participants

In total, N = 1365 teachers gave written informed consent. Of these, n = 1082 (79.3%) 
completed all three questionnaires. Over the course of the three measurement points 
n = 283 participants dropped out (20.7%). Dropout was unrelated to the control vari-
ables and to the model variables. From the total sample of N = 1365 participants, data 
of n = 294 participants were excluded: n = 110 participants did not meet the conditions 
for participation, n = 154 participants were special education teacher and worked with 
very small groups of students in contrast to the other study participants working 
groups of around 20 students, n = 28 participants did not have the same school prin-
cipal during the entire period of data collection (T1 – T3), and n = 2 participants 
gave implausible answers. The final sample consisted of N = 1071 teachers (79.5% 
females, 18.3% males, 2.1% persons did not report gender). Age ranged between 
22 and 65 years (M = 42.8 years, SD = 11.27). School level was distributed as fol-
lows: 74.7% teachers at primary school level, 23.1% teachers at lower secondary 
school level, and 2.2% teachers at both primary and secondary school level. The 
mean teaching experience was M = 17.3 years (SD = 10.86), and the mean workload 
was M = 80.8% of a full-time equivalent (SD = 20.17). Although the study did not aim 
to obtain representative data, these sample characteristics corresponded largely to the 
population of teachers in the German-speaking part of Switzerland in the schoolyear 
2016/17 (Federal Statistical Office, 2018).

3.3  Measures

Received social support from the school principal was assessed at T1 using an 
adapted version of the Berlin Social Support Scales (Schulz & Schwarzer, 2003). 

1  At the time of the data collection not all schools in the German speaking part in Switzerland had an 
organisational structure which included the formal position of school principal.
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The original scale was reformulated to fit the school setting. The instrument consisted 
of the subscales emotional and instrumental support which were, due to a strong cor-
relation (r = .85), merged to create one scale. Three negatively worded items were 
excluded because they did not load on the intended factor but constituted a separate 
factor. This is a phenomenon that appears to be rather common for negatively worded 
items (Barnette, 2000). This resulted in a scale consisting of 10 items with a 6-point 
response format (anchors of not true at all and absolutely true). A sample item was 
‘My principal assured me that I can completely rely on him/her’. Cronbach’s alpha 
was 0.94 (M = 4.11, SD = 1.26).

Basic need satisfaction was assessed at T3 with the German version of the Work-
related Basic Need Satisfaction scale (Van den Broeck et al., 2010). The instrument 
consisted of the three subscales autonomy, competence, and relatedness, with each 
six items. A sample item for autonomy was ‘I feel free to do my job the way I think 
it could best be done’, for competence ‘I feel competent in my job’, and relatedness 
‘At work I feel as part of a group’. Participants rated these items on a 5-point scale 
(anchors does not apply at all and applies completely). Cronbach’s alpha was 0.82 
for satisfaction of the need for autonomy (M = 3.66, SD = 0.71), Cronbach’s alpha was 
0.79 for the need for competence (M = 4.21, SD = 0.53), and Cronbach’s alpha was 
0.84 for the need for relatedness (M = 3.96, SD = 0.78).

Perceived time pressure was assessed at T2 using the subscale ‘time pressure’ of 
the questionnaire on psychological strain among teachers in Germany (Nübling et 
al., 2008). The scale consisted of three items with a 5-point response format (anchors 
does not apply at all and applies completely). A sample item was ‘I was frequently 
under time pressure’. Cronbach’s alpha was 0.74 (M = 3.04, SD = 0.93).

Unclear organisational conditions were assessed at T2 and consisted of four items 
from the instrument S-Tool in Schools (Krause & Böschenstein, 2014). These items 
express school specific demands: I felt burdened by… ‘unclear regulations regarding 
core business and additional tasks of the school’, ‘changes in the school organisa-
tion’, ‘school reforms’, and ‘unclear regulations regarding responsibilities and com-
petencies’. Participants rated these items on a 5-point scale (anchors does not apply 
at all and applies completely). Cronbach’s alpha was 0.74 (M = 2.74, SD = 0.98) and 
factor loadings ranged from 0.49 to 0.74. This can be considered to be sufficient to 
treat the four items as one-dimensional (Bortz & Schuster, 2010).

Received social support from colleagues was assessed at T2 with an adapted ver-
sion of the Berlin Social Support Scales (Schulz & Schwarzer, 2003). In line with the 
scale received social support from school principal, the original scale was reformu-
lated to fit the school setting and three negatively worded items were excluded. The 
final scale therefore consisted of 10 items with a 6-point response format (anchors 
of not true at all and absolutely true). A sample items was ‘My team colleagues 
assured me that I can rely completely on them’. Because the two subscales emo-
tional and instrumental social support correlated rather high (r = .60) and to corre-
spond to ‘received social support from the school principal’, the subscales emotional 
and instrumental support were merged into one scale. Cronbach’s alpha was 0.94 
(M = 4.66, SD = 1.08).
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3.4  Data-analytical strategy

The hypothesised model was tested with structural equation modelling using R ver-
sion 3.4.3 (R Core Team, 2017) and the Lavaan package version 0.6-3 (Rosseel, 
2012). To estimate the hypothesised model, we used robust maximum likelihood 
estimation (MLR), which is robust against violations of normality assumptions (Lai, 
2018). Full information maximum likelihood estimation (FIML) was used to handle 
missing data (Graham & Coffman, 2012). First the measurement model was tested 
with confirmatory factor analysis followed by testing the hypothesised full mediation 
model and comparing it with a partial mediation model.

Research showed that job tenure is an important predictor for teachers to experi-
ence stress in a way that years of employment are negatively related to the experi-
ence of stress (Bradley, 2007). This assumption was also indicated by zero-order 
correlations between number of years of employment as a teacher and received social 
support from the school principal and from colleagues, unclear organisational condi-
tions, and satisfaction of the need for competence2. Therefore, we included the total 
number of years of employment as a teacher as control variable in the hypothesised 
model3.

To determine model fit we used four fit indices: Chi-square/df ratio (χ²/df), the 
Root Mean Square of Approximation (RMSEA), Standardised Root Mean Residual 
(SRMR), and the Comparative Fit Index (CFI). χ²/df ≤ 5 indicates good model fit 
(West et al., 2012). RMSEA ≤ 0.06 indicates a good fit, SRMR ≤ 0.08 is considered as 
a good fit, and the incremental fit indices CFI > 0.95 reflects good fit (Hu & Bentler, 
1999).

For testing the proposed mediated effects, we used bias-corrected bootstrapping. 
This involved computing bias-corrected 95% confidence intervals from 1000 resa-
mples (MacKinnon et al., 2004; Preacher & Hayes, 2008).

4  Results

4.1  Preliminary analyses

Descriptive statistics and zero-order correlations between the model variables are 
shown in Table 1. In support of hypothesis 1 received social support from the school 
principal and teachers’ satisfaction of the needs for autonomy, competence, and relat-
edness were significant positively related to each other and ranged from r = .10 to 
r = .27 (p < .01). Moreover, perceived time pressure, unclear organisational condi-
tions, and social support from colleagues were in the expected direction significant 

2  Received social support from the school principal (r = − .12, p < .001), received social support from col-
leagues (r = − .13, p < .001), unclear organisational conditions (r = .16, p < .001), and satisfaction of the need 
for competence (r = .18, p < .001).
3  Inclusion of this control variable did not result in substantial changes in the direction of effects and effect 
sizes.
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related to social support from the school principal and teachers’ satisfaction of the 
needs for autonomy, competence, and relatedness, respectively.

4.2  Main analyses

To test the hypothesised mediation model (see Fig. 1) we first estimated the measure-
ment model. The initial measurement model yielded acceptable fit to the data (χ²/
df = 3.19, RMSEA = 0.048, SRMR = 0.052, CFI = 0.902). Inspection of the modifica-
tion indices showed that covariances between the error terms of unclear organisa-
tional conditions would significantly improve the model4 (Satorra-Bentler scaled ∆χ² 
(2) = 272.70, p < .001). This resulted in a measurement model with sufficient model 
fit (see Table 2).

The hypothesised full mediation model reflected sufficient fit to the data and the 
partial mediation model did not have a significantly better or impaired model fit (see 

4  Although this post hoc adjustment is generally discouraged because of the risk of chance capitalisation 
(MacCallum et al., 1992), we included it for substantive reasons: Two items referred to unclear regulations 
regarding tasks, responsibilities, and competencies, whereas two other items referred to organisational 
changes in the curriculum and teaching methods. These factors had some error variance in common, but 
all four items also constituted the overarching construct ‘unclear organisational conditions’.

Table 1  Zero-order correlations between model variables (N = 1071)
Variable 1 2 3 4 5 6
1. Social support from the school principal (T1)
2. Perceived time pressure (T2) -.09*
3. Unclear organisational conditions (T2) -.31*** .33***
4. Social support from colleagues (T2) .26*** -.02 -.16***
5. Satisfaction of the need for relatedness (T3) .27*** -.10** -.20*** .52***
6. Satisfaction of the need for autonomy (T3) .27*** -.33*** -.41*** .24*** .36***
7. Satisfaction of the need for competence (T3) .10** -.16*** -.13*** .10** .26*** .44***
Note. T1 first measurement point, T2 second measurement point, T3 third measurement point. *p < .05. 
**p < .01. ***p < .001.

Table 2  Fit indices of measurement model, structural model, and model comparison (N = 1071)
Model χ² (df) χ²/df RMSEA SRMR CFI TLI Satorra-

Bentler 
scaled 
∆χ²

1. Measurement model 2777.65 
(960)

2.89 .044 .045 .913 .906

2. Full mediation model 2868.87 
(967)

2.97 .046 .052 .909 .902

3. Partial mediation model 2862.86 
(964)

2.97 .046 .052 .909 .902 1 vs. 
2 ∆χ² 
(3) = 6.66

Note. The partial mediation model includes direct effects from received social support from the school 
principal on the satisfaction of all three basic needs. All models are estimated with the robust maximum 
likelihood estimator; RMSEA = root mean square error of approximation; SRMR = standardised root 
mean square residual; CFI = comparative fit index; TLI = Tucker–Lewis index.
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Table 2). Thus, including direct effects from received social support from the school 
principal at T1 on teachers’ BNS at T3 did not represent the observed data better than 
the full mediation model. Because the full mediation model was the most parsimoni-
ous this model was preferred (West et al., 2012).

4.2.1  Received social support from the school principal and teachers’ BNS

In support of hypothesis 2 bootstrap analysis showed that using the full mediation 
model, effects of received social support from the school principal on teachers’ BNS 
were mediated by the proposed job demands and job resource (see Table  3). The 
total indirect effects on the satisfaction of the needs for autonomy and relatedness 
were large (satisfaction of the need for autonomy: β = 0.30, p < .001; satisfaction of 
the need for relatedness: β = 0.26, p < .001), while the total indirect effect on the need 
for competence was small (β = 0.10, p < .001). These effects are also reflected by the 
explained variance of the needs for autonomy (38%), competence (10%), and relat-
edness (41%) (see Fig. 2).

4.3  Job demands and job resources as mediators

The full mediation model shows that perceived time pressure, unclear organisational 
conditions and social support from colleagues mediated the association between 
received social support from the school principal and teachers’ BNS (see Table 3; 
Fig.  2). Yet, the mediating job demands and job resource differ in their specific 
indirect effects on teachers’ BNS. Perceived time pressure mediated the effects of 
received social support from the school principal on the satisfaction of the needs for 
autonomy (β = 0.04, p < .01) and competence (β = 0.02, p < .05), while it did not medi-
ate the effect on the satisfaction of the need for relatedness (β = 0.01, p > .05). Unclear 
organisational conditions, in turn, mediated the effects of social support from the 
school principal on the satisfaction of all three basic needs: The indirect effect on the 
need for autonomy was β = 0.21 (p < .001), on the need for competence was β = 0.05 
(p < .05), and on the need for relatedness was β = 0.10 (p < .001). The job resource 
social support from colleagues mediated the effect of social support from the school 
principal on the satisfaction of the need for relatedness (β = 0.16, p < .001), and on 

Table 3  Bootstrapped standardised regression coefficients of indirect and total effects of social support 
from the school principal on teachers’ satisfaction of the needs for autonomy, competence, and relatedness 
via time pressure, unclear organizational conditions, and social support from colleagues
Independent variable Criterion 

variable
Total 
indirect 
effect

Specific indirect effect

Perceived 
time 
pressure

Unclear or-
ganisational 
conditions

Received 
social sup-
port from 
colleagues

Received social support from the 
school principal

Autonomy .30*** .04** .21*** .05***
Competence .10*** .02* .05* .03
Relatedness .26*** .01 .10*** .16***

Note. *p < .05. **p < .01. ***p < .001

1 3



School principals’ social support and teachers’ basic need satisfaction:…

the need for autonomy (β = 0.05, p < .001). The mediated effect on the satisfaction of 
the need for competence through social support from colleagues was not significant 
(β = 0.03, p > .05).

Besides the indirect effects, the examined job demands and job resource had dif-
ferential direct effects on teachers’ BNS (see Fig. 2). The job demands ‘perceived 
time pressure’ and ‘unclear organisational conditions’ were negatively related to the 
satisfaction of the need for autonomy. Regarding the satisfaction of the need for com-
petence, ‘perceived time pressure’ was the only job demand which was significantly 
negatively related to satisfaction of the need for competence. With regard to the sat-
isfaction of the need for relatedness only the job demand ‘unclear organisational con-
ditions’ was negatively related to the satisfaction of the need for relatedness. Thus, 
hypotheses 2a and 2b are only partly supported by our results.

With regard to the job resource ‘received social support from colleagues’ results 
showed that it contributed to the satisfaction of the need for relatedness and the sat-
isfaction of the need for autonomy. The satisfaction of the need for competence was 
unaffected by received social support from colleagues. Therefore, hypothesis 2c was 
only partly confirmed.

5  Discussion

The present study aimed to test whether the positive effect from received social sup-
port from the school principal on teachers’ BNS is mediated by teachers’ percep-
tion of the job demands time pressure, unclear organisational conditions, and the job 
resource social support from colleagues. Results showed that the benefit of received 
social support from the school principal for teachers’ satisfaction of the needs for 

Fig. 2  Full mediation model, standardised regression coefficients and explained variance, controlled 
for job tenure. * p < .05. ** p < .01. *** p < .001. R2 = explained variance. Dotted lines represent insig-
nificant path
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autonomy, competence, and relatedness can be explained by perceived time pressure, 
unclear organisational conditions, and received social support from colleagues. This 
supports previous research that showed that leadership behaviour is an antecedent 
of job demands and job resources (Schaufeli, 2015; Vincent-Höper & Stein, 2019). 
Moreover, it highlights the responsibility of school principals to shape a work envi-
ronment in which teachers can thrive. The results also suggest that teachers’ basic 
needs are not satisfied merely because of receiving social support from the school 
principal, but the social support that school principals provide influences job demands 
and job resources and, therefore, enhances teachers’ BNS. It is important to note that, 
although school principals’ leeway to change job demands and job resources might 
be limited due to imposed legal and school administration regulations, adjustments 
in the work of individual teachers may still be possible. Shaping and adjusting work 
tasks, responsibilities, and competencies of the individual employee, defined as job 
redesign (Bakker & Demerouti, 2014), can be perceived by teachers as instrumental 
social support from their school principal.

The positive effect of received social support from the school principal on teach-
ers’ BNS is in line with research that emphasised the importance of supportive school 
principals for the satisfaction of teachers’ basic needs (Collie et al., 2016; Klassen 
et al., 2012). Our results point out that especially the needs for autonomy and relat-
edness are beneficially related to received social support from the school principal. 
However, the need for competence seems to be only little affected by social sup-
port from the school principal. This also applies to received social support from col-
leagues. Previous studies also reported that social support at the workplace seems to 
contribute primarily to the needs for autonomy and relatedness, while it hardly affects 
the need for competence (Fernet et al., 2013; Van den Broeck et al., 2010). The needs 
for autonomy and relatedness reflect rather social needs that can only be satisfied in 
relation to others (Ryan & Solky, 1996). The need for competence, however, seems 
more independent of the quality of social relations. Theoretically, feelings of compe-
tence could arise without social relations.

Our results showed that perceived time pressure is harmfully related to the satis-
faction of the needs for autonomy and competence, while the need for relatedness 
stays unaffected. It seems that teachers still feel related to their colleagues regardless 
of the time pressure they perceive. This contradicts hypothesis 2a as we expected 
time pressure to be harmfully related to the satisfaction of the needs for autonomy 
and relatedness, but beneficially related to the satisfaction of the need for compe-
tence. Whether teachers perceive time pressure as a hindrance that costs effort, or 
as an energising challenge that promotes motivation, might depend on the extent to 
which teachers experience loss of control while being under time pressure (Kühnel 
et al., 2012).

Unclear organisational conditions are negatively related to teachers’ satisfaction 
of the needs for autonomy and relatedness, whereas it does not seem to affect the 
need for competence. This partly supports hypothesis 2b as we expected negative 
relationships with the satisfaction of all three basic needs. The association with the 
need for autonomy is quite strong which suggests that unclear regulations, school 
reforms, and implementation of a new curriculum can reduce feelings of being in 
control of one’s decision and a sense of ownership. One reason for the fact that the 
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need for competence was unrelated to unclear organisational conditions might be, 
that feelings of mastery and efficacy in accomplishing goals and acquiring new skills 
might depend more on the core task of teaching students in the classroom than on 
organisational conditions.

5.1  Strengths and limitations

Taken together, the study has several strengths. First, we were able to contribute to a 
more detailed understanding of how school principals might positively affect teach-
ers’ BNS, by examining mediating mechanisms. To the best of our knowledge, this 
has not been done before. Second, the longitudinal design with three measurement 
points over the course of one school year enables to gain a detailed insight into teach-
ers’ experiences of their work across one school year. Third, although three measure-
ment points meant time consuming study participation for the participants, we had 
a very low dropout rate and a large sample size of over thousand teachers. As far as 
we know, this is one of the biggest teacher samples in the German speaking part of 
Switzerland.

Yet, there are also some limitations that need to be mentioned. First, despite the 
longitudinal design, we cannot draw conclusions on causality. Influence of a third 
variable on the relationships found in the present study cannot be ruled out (Mack-
innon & Pirlott, 2015). Only studies using an experimental design enable to unfold 
causal relationships. Such designs would also assist in examining potential reciproc-
ity of the relationships between social support, job demands, job resources, and BNS. 
Yet, there are ethical limitations for these kinds of studies when it comes to the job 
demands, so correlational designs are in parts the only designs available for some of 
our research questions.

Second, we used only self-reports and therefore it could be argued that common 
method variance (CMV) affected our results (Podsakoff et al., 2003). It is, however, 
also argued that CMV does not pose a major problem and is overstated (Spector, 
2006). We chose to use self-reports because we were interested in the personal expe-
rience of teachers. Reports by others would not be accurate enough and the use of 
more ‘objective’ indicators also has shortcomings, such as observers’ bias, halo and 
stereotype effects (Kerlinger & Lee, 2000).

6  Conclusion

Received social support from the school principal is an important factor that sig-
nificantly contributes to the satisfaction of teachers’ BNS. Our results show that this 
relationship is mediated by job demands (i.e., time pressure and unclear organisa-
tional conditions), and job resources (i.e., social support from colleagues). Whereas 
time pressure and unclear organisational conditions represent important risk factors 
for satisfying the need for autonomy, received social support from colleagues sig-
nificantly contributes to the need for relatedness. This emphasises the importance of 
well-structured, clear, and predictable regulations, of autonomy during organisational 
changes, and the value of supportive colleagues. Accordingly, the social support from 
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school principals can support teachers’ BNS in three ways: (1) By organising, regu-
lating, and allocating work tasks, responsibilities, and competencies. (2) By support-
ing teachers in coping with job demands and encourage them to perceive work more 
positive. (3) By showing exemplary behaviour that creates a supportive atmosphere. 
Doing so, school principals can reduce job demands and promote job resources which 
creates opportunities for teachers’ basic psychological needs to be satisfied.

Note  Data and R syntax are available on the Open Science Framework at https://osf.io/269cs/?view_only
=9a93e1bea6be40358f434571c7036a46.

Conflict of interest  The author(s) declare that they have no conflict of interest with respect to the research, 
authorship, and/or publication of this article.

Ethical approval  The study was conducted in line with the ethical research guidelines and approved by the 
ethics committee of the Faculty of Arts and Social Sciences of the University Zurich (approval number 
17.6.9).

Open Access  This article is licensed under a Creative Commons Attribution 4.0 International License, 
which permits use, sharing, adaptation, distribution and reproduction in any medium or format, as long 
as you give appropriate credit to the original author(s) and the source, provide a link to the Creative 
Commons licence, and indicate if changes were made. The images or other third party material in this 
article are included in the article’s Creative Commons licence, unless indicated otherwise in a credit line 
to the material. If material is not included in the article’s Creative Commons licence and your intended use 
is not permitted by statutory regulation or exceeds the permitted use, you will need to obtain permission 
directly from the copyright holder. To view a copy of this licence, visit http://creativecommons.org/
licenses/by/4.0/.

References

Bakker, A. B., & Demerouti, E. (2014). Job demands-resources theory. In C. Cooper and P. Chen 
(Ed.s.), Wellbeing: A Complete Reference Guide (pp.  37–64). Wiley-Blackwell. https://doi.
org/10.1002/9781118539415.wbwell019

Bakker, A. B., & Demerouti, E. (2017). Job demands–resources theory: taking stock and looking forward. 
Journal of Occupational Health Psychology, 22(3), 273–285. https://doi.org/10.1037/ocp0000056

Bakker, A. B., Demerouti, E., & Sanz-Vergel, A. I. (2014). Burnout and work engagement: the JD–R 
approach. Annual Review of Organizational Psychology and Organizational Behavior, 1(1), 389–
411. https://doi.org/10.1146/annurev-orgpsych-031413-091235

Barnette, J. J. (2000). Effects of stem and likert response option reversals on survey internal consistency: 
if you feel the need, there is a better alternative to using those negatively worded stems. Educational 
and Psychological Measurement, 60(3), 361–370

Bartholomew, K. J., Ntoumanis, N., Cuevas, R., & Lonsdale, C. (2014). Job pressure and ill-health in 
physical education teachers: the mediating role of psychological need thwarting. Teaching and 
Teacher Education, 37, 101–107. https://doi.org/10.1016/j.tate.2013.10.006

Bass, B. M., & Riggio, R. E. (2006). Transformational Leadership. Lawrence Erlbaum Associates
Bauer, J. (2009). Burnout bei schulischen Lehrkräften [Burnout among school teachers]. PiD - Psycho-

therapie Im Dialog, 10(03), 251–255. https://doi.org/10.1055/s-0029-1223327
Bortz, J., & Schuster, C. (2010). Statistik für Human- und Sozialwissenschaftler [Statistics for humanities 

and social sciences]. Springer Verlag
Bradley, G. (2007). Job tenure as a moderator of stressor–strain relations: a comparison of experienced 

and new-start teachers. Work & Stress, 21(1), 48–64. https://doi.org/10.1080/02678370701264685
Brägger, B. (2019). LCH Arbeitszeiterhebung 2019 [LCH working time survey 2019]

1 3

https://osf.io/269cs/?view_only=9a93e1bea6be40358f434571c7036a46
https://osf.io/269cs/?view_only=9a93e1bea6be40358f434571c7036a46
http://creativecommons.org/licenses/by/4.0/
http://creativecommons.org/licenses/by/4.0/
http://dx.doi.org/10.1002/9781118539415.wbwell019
http://dx.doi.org/10.1002/9781118539415.wbwell019
http://dx.doi.org/10.1037/ocp0000056
http://dx.doi.org/10.1146/annurev-orgpsych-031413-091235
http://dx.doi.org/10.1016/j.tate.2013.10.006
http://dx.doi.org/10.1055/s-0029-1223327
http://dx.doi.org/10.1080/02678370701264685


School principals’ social support and teachers’ basic need satisfaction:…

Collie, R. J., Shapka, J. D., Perry, N. E., & Martin, A. J. (2016). Teachers’ psychological functioning in the 
workplace: exploring the roles of contextual beliefs, need satisfaction, and personal characteristics. 
Journal of Educational Psychology, 108(6), 788–799. https://doi.org/10.1037/edu0000088

Crawford, E. R., LePine, J. A., & Rich, B. L. (2010). Linking job demands and resources to employee 
engagement and burnout: a theoretical extension and meta-analytic test. Journal of Applied Psychol-
ogy, 95(5), 834–848. https://doi.org/10.1037/a0019364

Deci, E. L., & Ryan, R. M. (2000). The “what” and “why” of goal pursuits: human needs and the 
self-determination of behavior. Psychological Inquiry, 11(4), 227–268. https://doi.org/10.1207/
S15327965PLI1104_01

Demerouti, E., Bakker, A. B., Nachreiner, F., & Schaufeli, W. B. (2001). The job demands-resources model of 
burnout. Journal of Applied Psychology, 86(3), 499–512. https://doi.org/10.1037/0021-9010.86.3.499

Doménech-Betoret, F., Lloret-Segura, S., & Gómez-Artiga, A. (2015). Teacher support resources, need 
satisfaction and well-being. The Spanish Journal of Psychology, 18(2015). https://doi.org/10.1017/
sjp.2015.8

Federal Statistical Office (2018). Lehrkräfte nach Bildungsstufe 2016/17 (öffentliche Schulen) [Teachers 
by education level 2016/17 (public schools)]. Bern

Fernet, C., Austin, S., Trépanier, S. G., & Dussault, M. (2013). How do job characteristics contribute to 
burnout? Exploring the distinct mediating roles of perceived autonomy, competence, and relatedness. 
European Journal of Work and Organizational Psychology, 22(2), 123–137. https://doi.org/10.1080
/1359432X.2011.632161

Gagné, M., & Deci, E. L. (2005). Self-determination theory and work motivation. Journal of Organiza-
tional Behavior, 26(4), 331–362. https://doi.org/10.1002/job.322

Graham, J. W., & Coffman, D. L. (2012). Structural equation modeling with missing data. In R. H. Hoyle 
(Ed.), Handbook of structural equation modeling (pp. 277–295). The Guilford Press

Hakanen, J. J., Bakker, A. B., & Schaufeli, W. B. (2006). Burnout and work engagement among teachers. 
Journal of School Psychology, 43(6), 495–513. https://doi.org/10.1016/j.jsp.2005.11.001

Hu, L., & Bentler, P. M. (1999). Cutoff criteria for fit indexes in covariance structure analysis: Conven-
tional criteria versus new alternatives. Structural Equation Modeling: A Multidisciplinary Journal, 
6(1), 1–55. https://doi.org/10.1080/10705519909540118

Kerlinger, F. N., & Lee, H. B. (2000). Foundations of behavioural research (4th ed.). Fort Worth: Harcourt
Klassen, R. M., Perry, N. E., & Frenzel, A. C. (2012). Teachers’ relatedness with students: An underempha-

sized component of teachers’ basic psychological needs. Journal of Educational Psychology, 104(1), 
150–165. https://doi.org/10.1037/a0026253

Knoll, N., & Kienle, R. (2007). Fragebogenverfahren zur Messung verschiedener Komponenten sozialer 
Unterstützung: Ein Überblick [Self-report questionnaires for the assessment of social support: An 
overview]. Zeitschrift für Medizinische Psychologie, 16(1-2), 57–71

Kühnel, J., Sonnentag, S., & Bledow, R. (2012). Resources and time pressure as day-level antecedents of 
work engagement. Journal of Occupational and Organizational Psychology, 85(1), 181–198. https://
doi.org/10.1111/j.2044-8325.2011.02022.x

Kunz Heim, D., Sandmeier, A., & Krause, A. (2014). Negative Beanspruchungsfolgen bei Schweizer Leh-
rpersonen [Negative stress consequences among Swiss teachers]. Beiträge Zur Lehrerinnen- und 
Lehrerbildung, 32(2), 280–295

MacCallum, R. C., Roznowski, M., & Necowitz, L. B. (1992). Model modifications in covariance struc-
ture analysis: the problem of capitalization on chance. Psychological Bulletin, 111(3), 490–504. 
https://doi.org/10.1037/0033-2909.111.3.490

MacKinnon, D., Lockwood, C., & Williams, J. (2004). Confidence limits for the indirect effect: distri-
bution of the product and resampling methods. Multivariate Behavioral Research, 39(1), 99–128. 
https://doi.org/10.1207/s15327906mbr3901

Mackinnon, D. P., & Pirlott, A. G. (2015). Statistical approaches for enhancing causal interpretation of 
the M to Y relation in mediation analysis. Personality and Social Psychology Review, 19(1), 30–43. 
https://doi.org/10.1177/1088868314542878

Manganelli, L., Thibault-Landry, A., Forest, J., & Carpentier, J. (2018). Self-determination theory can help 
you generate performance and well-being in the workplace: a review of the literature. Advances in 
Developing Human Resources, 20(2), 227–240. https://doi.org/10.1177/1523422318757210

Nielsen, K., & Daniels, K. (2011). Does shared and differentiated transformational leadership predict fol-
lowers’ working conditions and well-being? The Leadership Quarterly, 23(3), 383-397. https://doi.
org/10.1016/j.leaqua.2011.09.001

1 3

http://dx.doi.org/10.1037/edu0000088
http://dx.doi.org/10.1037/a0019364
http://dx.doi.org/10.1207/S15327965PLI1104_01
http://dx.doi.org/10.1207/S15327965PLI1104_01
http://dx.doi.org/10.1037/0021-9010.86.3.499
http://dx.doi.org/10.1017/sjp.2015.8
http://dx.doi.org/10.1017/sjp.2015.8
http://dx.doi.org/10.1080/1359432X.2011.632161
http://dx.doi.org/10.1080/1359432X.2011.632161
http://dx.doi.org/10.1002/job.322
http://dx.doi.org/10.1016/j.jsp.2005.11.001
http://dx.doi.org/10.1080/10705519909540118
http://dx.doi.org/10.1037/a0026253
http://dx.doi.org/10.1111/j.2044-8325.2011.02022.x
http://dx.doi.org/10.1111/j.2044-8325.2011.02022.x
http://dx.doi.org/10.1037/0033-2909.111.3.490
http://dx.doi.org/10.1207/s15327906mbr3901
http://dx.doi.org/10.1177/1088868314542878
http://dx.doi.org/10.1177/1523422318757210
http://dx.doi.org/10.1016/j.leaqua.2011.09.001
http://dx.doi.org/10.1016/j.leaqua.2011.09.001


J. Maas et al.

Nübling, M., Wirtz, M., Neuner, R., & Krause, A. (2008). Ermittlung psychischer Belastungen bei Leh-
rkräften — Entwicklung eines Instruments für die Vollerhebung in Baden-Württemberg [Determina-
tion of psychological stress among teachers -development of an instrument for the complete survey 
in Baden-Württemberg]. Zentralblatt für Arbeitsmedizin Arbeitsschutz und Ergonomie, 58(10), 312–
313. https://doi.org/10.1007/BF03346233

Podsakoff, P. M., Mackenzie, S. B., Lee, J. Y., & Podsakoff, N. P. (2003). Common method biases in 
behavioral research: a critical review of the literature and recommended remedies. Journal of Applied 
Psychology, 88(5), 879–903

Preacher, K. J., & Hayes, A. F. (2008). Asymptotic and resampling strategies for assessing and comparing 
indirect effects in multiple mediator models. Behavior Research Methods, 40(3), 879–891. https://
doi.org/10.3758/BRM.40.3.879

Rosseel, Y. (2012). lavaan: An R package for structural equation modeling and more. Version 0.5–12 
(BETA). Journal of Statistical Software, 48(2), 1–36

Rothland, M. (2013). Soziale Unterstützung: Bedeutung und Bedingungen im Lehrerberuf [Social support: 
Meaning and conditions in the teacher profession]. In M. Rothland (Ed.), Belastung und Beanspruc-
hung im Lehrerberuf (pp. 231–250). Wiesbaden: Springer VS

Schaufeli, W. B. (2015). Engaging leadership in the job demands-resources model. Career Development 
International, 20(5), 446–463. https://doi.org/10.1108/CDI-02-2015-0025

Schulz, U., & Schwarzer, R. (2003). Soziale Unterstützung bei der Krankheitsbewältigung: die Berliner 
Social Support Skalen (BSSS) [Social support in coping with illness: the Berlin Social Support 
Scales (BSSS)]. Diagnostica, 49(2), 73–82. https://doi.org/10.1026//0012-1924.49.2.73

Schwarzer, R., & Knoll, N. (2007). Functional roles of social support within the stress and coping process: 
a theoretical and empirical overview. International Journal of Psychology, 42(4), 243–252. https://
doi.org/10.1080/00207590701396641

Skaalvik, E. M., & Skaalvik, S. (2011). Teacher job satisfaction and motivation to leave the teaching pro-
fession: relations with school context, feeling of belonging, and emotional exhaustion. Teaching and 
Teacher Education, 27(6), 1029–1038. https://doi.org/10.1016/j.tate.2011.04.001

Skaalvik, E. M., & Skaalvik, S. (2017). Still motivated to teach? A study of school context variables, stress 
and job satisfaction among teachers in senior high school. Social Psychology of Education, 20(1), 
15–37. https://doi.org/10.1007/s11218-016-9363-9

Spector, P. E. (2006). Method variance in organizational research. Truth or urban legend? Organizational 
Research Methods, 9(2), 221–232. https://doi.org/10.1177/1094428105284955

Van den Broeck, A., Ferris, D. L., Chang, C. H., & Rosen, C. C. (2016). A review of self-determination 
theory’s basic psychological needs at work. Journal of Management, 42(5), 1195–1229. https://doi.
org/10.1177/0149206316632058

Van den Broeck, A., Vansteenkiste, M., & De Witte, H. (2008). Self-determination theory: a theoretical and 
empirical overview in occupational health psychology. In J. Houdmont (Ed.), Occupational health 
psychology: European perspectives on research, education, and practice (pp. 63–88). Nottingham 
University Press

Van den Broeck, A., Vansteenkiste, M., Witte, H., Soenens, B., & Lens, W. (2010). Capturing autonomy, 
competence, and relatedness at work: construction and initial validation of the Work-related Basic 
Need Satisfaction scale. Journal of Occupational and Organizational Psychology, 83(4), 981–1002. 
https://doi.org/10.1348/096317909X481382

Vincent-Höper, S., & Stein, M. (2019). The role of leaders in designing employees’ work characteristics: 
validation of the Health- and Development-Promoting Leadership Behavior Questionnaire. Frontiers 
in Psychology, 10. https://doi.org/10.3389/fpsyg.2019.01049

West, S. G., Taylor, A. B., & Wu, W. (2012). Model fit and model selection in structural equation model-
ing. In R. H. Hoyle (Ed.), Handbook of structural equation modeling (pp. 209–231). New York: The 
Guilford Press

Widmer, P. S., Semmer, N. K., Kälin, W., Jacobshagen, N., & Meier, L. L. (2012). The ambivalence of 
challenge stressors: time pressure associated with both negative and positive well-being. Journal of 
Vocational Behavior, 80(2), 422–433. https://doi.org/10.1016/j.jvb.2011.09.006

Publisher’s Note  Springer Nature remains neutral with regard to jurisdictional claims in published maps 
and institutional affiliations.

1 3

http://dx.doi.org/10.1007/BF03346233
http://dx.doi.org/10.3758/BRM.40.3.879
http://dx.doi.org/10.3758/BRM.40.3.879
http://dx.doi.org/10.1108/CDI-02-2015-0025
http://dx.doi.org/10.1026//0012-1924.49.2.73
http://dx.doi.org/10.1080/00207590701396641
http://dx.doi.org/10.1080/00207590701396641
http://dx.doi.org/10.1016/j.tate.2011.04.001
http://dx.doi.org/10.1007/s11218-016-9363-9
http://dx.doi.org/10.1177/1094428105284955
http://dx.doi.org/10.1177/0149206316632058
http://dx.doi.org/10.1177/0149206316632058
http://dx.doi.org/10.1348/096317909X481382
http://dx.doi.org/10.3389/fpsyg.2019.01049
http://dx.doi.org/10.1016/j.jvb.2011.09.006


School principals’ social support and teachers’ basic need satisfaction:…

Jasper Maas  is a doctoral researcher at Leiden University, Institute of Education and Child Studies. His 
research focuses on the role of school principals’ social support for teachers’ well-being. Jasper Maas is 
the corresponding author and can be contacted at: j.n.m.maas@fsw.leidenuniv.nl.

Simone Schoch  is a post-doctoral researcher at Zurich University of Teacher Education, Centre for Inclu-
sion and Health in Schools. Her research focuses on the role of motivational processes in health promotion 
and prevention in the school setting.

Urte Scholz  is full professor of applied social and health psychology at the University of Zurich, Depart-
ment of Psychology. Her research focuses on the role of self-regulation and social as well as dyadic pro-
cesses for health behaviour change.

Pamela Rackow  is lecturer in psychology at the University of Stirling. Her research is concerned about 
individuals and their community and how their well-being and health can be improved by applying state 
of the art intervention strategies.

Julia Schüler  is professor of sport psychology at the University of Konstanz, Department of Sports Sci-
ence, Sport Psychology. Her research and teaching focus on motivational and volitional processes that 
explain and predict health- and performance-oriented sports.

Mirko Wegner  is professor of sport psychology at the University of Hamburg, Institute of Human Move-
ment Science, Health Sciences. His research focuses on motivation and neurobiological mechanisms 
related to exercise and health-related behaviour.

Roger Keller  is professor of social and health psychology at the Zurich University of Teacher Education, 
Centre for Inclusion and Health in Schools. His research interests concern health promotion and preven-
tion in the school setting.

 Authors and Affiliations

Jasper  Maas1 · Simone  Schoch2 · Urte  Scholz3 · Pamela  Rackow4 · 
Julia  Schüler5 · Mirko  Wegner6 · Roger  Keller2

	
 Jasper Maas
j.n.m.maas@fsw.leidenuniv.nl

Simone Schoch
simone.schoch@phzh.ch

Urte Scholz
urte.scholz@psychologie.uzh.ch

Pamela Rackow
pamela.rackow@stir.ac.uk

Julia Schüler
julia.schueler@uni-konstanz.de

Mirko Wegner
mirko.wegner@uni-hamburg.de

Roger Keller
roger.keller@phzh.ch

1	 Leiden University, Leiden Institute of Education and Child Studies, Wassenaarseweg 52, 
2333 AK Leiden, Netherlands

1 3



J. Maas et al.

2	 Zurich University of Teacher Education, Centre for Inclusion and Health in Schools, 
Lagerstrasse 2, 8090 Zürich, Switzerland

3	 Department of Psychology, Applied Social and Health Psychology, University of Zurich, 
Binzmühlestrasse 14 / Box 14, 8050 Zürich, Switzerland

4	 Faculty of Natural Sciences, University of Stirling, FK9 4LA Psychology, Stirling, UK
5	 Department of Sports Science, Sport Psychology, University of Konstanz, 

Universitätsstrasse 10, 78464 Konstanz, Germany
6	 Institute of Human Movement Science, Health Sciences, University of Hamburg, 

Mollerstrasse 10, 20148 Hamburg, Germany

1 3


	﻿School principals’ social support and teachers’ basic need satisfaction: The mediating role of job demands and job resources
	﻿Abstract
	﻿1﻿ ﻿Introduction
	﻿2﻿ ﻿Theoretical framework
	﻿2.1﻿ ﻿School principals’ social support and basic need satisfaction
	﻿2.2﻿ ﻿School principals’ influence on teachers’ job demands and job resources
	﻿2.3﻿ ﻿Job demands, job resources and basic need satisfaction
	﻿2.4﻿ ﻿The present study

	﻿3﻿ ﻿Methods
	﻿3.1﻿ ﻿Procedure
	﻿3.2﻿ ﻿Participants
	﻿3.3﻿ ﻿Measures
	﻿3.4﻿ ﻿Data-analytical strategy

	﻿4﻿ ﻿Results
	﻿4.1﻿ ﻿Preliminary analyses
	﻿4.2﻿ ﻿Main analyses
	﻿4.2.1﻿ ﻿Received social support from the school principal and teachers’ BNS


	﻿4.3﻿ ﻿Job demands and job resources as mediators
	﻿5﻿ ﻿Discussion
	﻿5.1﻿ ﻿Strengths and limitations

	﻿6﻿ ﻿Conclusion
	﻿References


