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Abstract: Background: Contemporary teaching is no longer reducible to the delivery of subject content. Teachers
are increasingly expected to assess learning authentically, regulate classroom emotions, sustain motivation under
pressure, integrate evolving pedagogies, and maintain a coherent professional identity. The references provided
for this article collectively suggest that emotional intelligence, psychological capital, assessment literacy, and
teacher professional identity represent four interdependent pillars of effective teaching and professional growth.
Yet, these constructs are often examined separately, leaving a conceptual gap in understanding how they interact
to shape teacher development and educational outcomes.

Objective: This article develops a comprehensive integrative analysis of the relationships among emotional
intelligence, psychological capital, assessment literacy, and professional identity in teaching and teacher
education. It aims to synthesize existing scholarship into a coherent explanatory framework that clarifies how
these constructs reinforce one another and influence teacher effectiveness, engagement, resilience, and student
learning.

Method: The article adopts a qualitative integrative review design grounded strictly in the provided references.
Through interpretive thematic synthesis, the study organizes the literature into interrelated domains: emotional
and social competence, positive psychological resources, teacher assessment work, and identity formation.
Methodological reflections regarding common method bias, conceptual overlap, and limitations of self-report
traditions are also incorporated.

Results: The synthesis indicates that emotional intelligence supports teachers’ perception, regulation, and
pedagogical use of emotion; psychological capital contributes hope, efficacy, resilience, and optimism;
assessment literacy structures teachers’ evaluative judgment and formative decision-making; and professional
identity provides coherence, meaning, and commitment. The literature suggests that these factors do not operate
independently. Rather, emotional intelligence may strengthen assessment interactions and relational teaching;
psychological capital may buffer stress and sustain professional agency; and both may contribute to identity
consolidation. In turn, a stable professional identity may deepen commitment to formative assessment and
continuous learning.

Conclusion: Teacher development is most convincingly understood as an integrated psychosocial and pedagogical
process. Educational systems should move beyond fragmented competency models and instead design teacher
preparation and professional development around the mutual reinforcement of emotional intelligence,
psychological capital, assessment literacy, and professional identity.

Keywords: Emotional intelligence, psychological capital, assessment literacy, teacher professional identity,
formative assessment, teacher development, educational effectiveness.
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Introduction: Teaching has become one of the most
psychologically demanding, socially complex, and
professionally scrutinized occupations in contemporary
society. The image of the teacher as a transmitter of
curriculum content has been overtaken by broader
expectations that include emotional responsiveness,
adaptive assessment, reflective practice, inclusive
pedagogy, technological navigation, professional
collaboration, and sustained ethical commitment. This
expansion of the teacher’s role has created the need
for more nuanced frameworks to explain what makes
teaching effective and what enables teachers to remain
competent, motivated, and professionally grounded
across dynamic educational contexts. The present
article argues that four constructs are especially central
to this challenge: emotional intelligence, psychological
capital, assessment literacy, and professional identity.

Emotional intelligence has long been understood as a
vital dimension of human functioning that shapes how
people perceive, understand, and regulate emotion in
themselves and others (Mayer & Salovey, 1997;
Goleman, 2005). Within education, emotional
intelligence has been associated with empathy, social
competence, classroom relationships, emotional
regulation, and learning-related engagement (Al-Jundi
& Al-Taher, 2022; Gkintoni et al., 2024). Because
teaching is deeply relational, emotional intelligence is
not merely an individual trait of personal adjustment. It
also represents a professional capacity that influences
how teachers respond to student needs, interpret
classroom tensions, manage feedback encounters, and
create emotionally secure learning spaces. When a
teacher assesses student performance, addresses
misunderstanding, encourages participation, or
responds to frustration, emotion is never absent. It is
integrated into the fabric of pedagogy.

At the same time, emotional intelligence alone does
not fully explain why some teachers remain optimistic
and agentic under professional strain while others
become depleted or disengaged. For this reason,
psychological capital has become increasingly relevant.
Psychological capital refers to a cluster of positive
psychological resources, usually encompassing hope,
efficacy, resilience, and optimism (Avey et al., 2009;
Luthans & Youssef-Morgan, 2017; Cavus & Gokgen,
2015). Unlike static personality accounts, psychological
capital emphasizes developmental possibility. It
suggests that individuals can strengthen their capacity
to persist through setbacks, believe in their ability to
achieve goals, recover from adversity, and sustain
positive expectations regarding future outcomes. In
professional settings, psychological capital has been
linked to engagement, performance, innovation, stress
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reduction, and well-being (Ali et al., 2022; George et al.,
2023; Dimas et al., 2022; Zhang & Xu, 2024). In
educational contexts, these resources may be
especially significant because teaching involves
repeated exposure to evaluative demands, emotional
labor, institutional change, and sometimes conflicting
expectations.

A third major construct, assessment literacy, has
become central to discussions of teacher competence.
Assessment is no longer viewed as a narrow act of
grading or measurement; it is increasingly understood
as a formative, dialogic, and instructional process that
shapes learning itself (Atjonen et al., 2022; De Vries et
al., 2022; Schellekens et al., 2021). Assessment for
learning, assessment as learning, and authentic
assessment all require teachers to make sophisticated
judgments, interpret evidence responsibly, provide
constructive feedback, and align evaluation with
instructional goals and student development.
Teachers’ assessment work is therefore not an
administrative add-on but a core dimension of
pedagogy and professional practice (Adie et al., 2024).
Yet, assessment competence is not purely technical. It
is interwoven with teachers’ beliefs, emotions, identity
commitments, and interpersonal sensitivity. A teacher
who lacks emotional intelligence may misread the
affective consequences of assessment, while a teacher
with low psychological capital may avoid difficult
evaluative decisions, doubt their professional
judgment, or struggle to use assessment adaptively
under pressure.

The fourth construct, professional identity, provides
the broader meaning framework within which teachers
interpret their work. Teacher identity concerns how
teachers understand who they are, what they value,
what kind of educator they aspire to be, and how they
position themselves within institutional and social
contexts (Zembylas, 2003; Lai & Jin, 2021; Ma, 2022;
Delbosq et al., 2024). Identity is not static. It evolves

through experience, reflection, emotion, role
negotiation, policy pressures, and relational
recognition. It affects commitment, self-image,

decision-making, and openness to change. Recent
scholarship suggests that teacher identity is shaped not
only by external role expectations but also by internal
psychosocial resources, including emotional
intelligence, self-efficacy, and meaning structures (Li &
Khairani, 2025; Sun et al., 2025; Su et al., 2024). This
implies that professional identity should not be treated
as a separate sociological concept detached from
teachers’ emotional and psychological functioning.
Rather, it is part of an integrated developmental
system.
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Despite the significance of these four constructs, the
literature often treats them in partial or disconnected
ways. Emotional intelligence studies may focus on
interpersonal functioning or academic outcomes
without fully engaging teacher identity. Psychological
capital research often centers on organizational
behavior and workplace outcomes, with limited
translation into teacher assessment practices or
professional self-construction. Assessment scholarship
frequently foregrounds pedagogy and evaluation
design while underemphasizing the emotional and
motivational capacities required to enact meaningful
assessment. ldentity studies, meanwhile, may capture
the complexity of professional selfhood yet not always
specify the positive psychological mechanisms that
help stabilize or transform identity under stress. This
fragmentation leaves a conceptual gap. If teachers are
expected to be emotionally responsive, psychologically
resilient, assessment-competent, and professionally
self-aware, then education research requires an
integrated account of how these dimensions connect.

The problem is especially important in teacher
education and continuing professional development.
Preservice and in-service programs often address
competencies as separate modules: one workshop on
assessment, another on socio-emotional learning,
another on teacher well-being, and another on
reflective practice. Such segmentation may be
administratively convenient, but it risks obscuring the
lived reality of teaching. In practice, assessment
decisions are emotional; emotional regulation affects
professional judgment; identity shapes openness to
feedback and innovation; and psychological capital
supports persistence in professional learning. When
these domains are trained in isolation, teachers may
struggle to synthesize them into coherent professional
practice.

There is also a deeper theoretical issue. Much
contemporary educational discourse emphasizes
competency frameworks, measurable standards, and
professional performance. While useful in certain
respects, these approaches may flatten the complexity
of teaching by privileging observable skills over inner
meaning structures and developmental resources. Adie
et al. (2024) show that assessment work is linked to
assessment identity, suggesting that what teachers do
cannot be separated from how they understand
themselves as assessors. Zembylas (2003) similarly
emphasizes that teacher identity is implicated in
emotion, resistance, and self-formation. In this sense,
teaching competence is not merely procedural but
existential and relational. It involves not only knowing
how to assess, but also becoming the kind of teacher
who can assess with confidence, fairness, empathy, and
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purpose.

The present article responds to this gap through an
integrative, publication-style synthesis of the provided
references. It develops the argument that emotional
intelligence, psychological capital, assessment literacy,
and professional identity form a mutually reinforcing
system that shapes teacher effectiveness and
educational quality. Emotional intelligence supports
relational attunement and emotional regulation.
Psychological capital provides the motivational and
resilience-based resources needed to persist and act
constructively. Assessment literacy channels these
capacities into pedagogical judgment and evidence-
informed practice. Professional identity integrates
them into a meaningful, sustained, and contextually
situated sense of self as a teacher. None of these
domains can be fully understood in isolation. Their
interaction is where the deeper logic of teacher
development emerges.

This article therefore has three aims. First, it
synthesizes the literature on emotional intelligence,
psychological capital, assessment literacy, and
professional identity into a coherent conceptual
account. Second, it explores the mechanisms through
which these constructs may influence one another in
teaching and teacher education. Third, it proposes a
developmental perspective that can inform research,
teacher preparation, and professional development
initiatives. By doing so, the article contributes to a more
holistic understanding of teacher development as a
psychosocial, pedagogical, and identity-based process
rather than a simple accumulation of discrete
competencies.

METHODOLOGY

This article employs an integrative qualitative review
methodology based strictly on the references supplied
by the user. The objective is not to conduct a statistical
meta-analysis or produce new empirical
measurements, but rather to generate a
comprehensive conceptual synthesis that is faithful to
the themes, relationships, and empirical directions
represented in the selected literature. An integrative
review is appropriate when the goal is to bring together
theoretical works, empirical studies, methodological
discussions, and domain-specific findings into a unified
explanatory framework. The reference list includes
conceptual works on emotional intelligence and
psychological capital, empirical studies on teaching and
assessment, research on teacher identity, and
methodological sources related to common method
bias and multivariate analysis. This composition
supports a synthesis-oriented design.

The review proceeded through a multi-stage analytical
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process. First, the reference set was read as a bounded
corpus. Because the instruction was to base the article
strictly on the provided references, no external
literature was introduced. Second, each source was
classified according to its principal conceptual
contribution. Four core domains emerged from
repeated reading: emotional intelligence, psychological
capital, assessment literacy and assessment practice,
and teacher professional identity. A fifth cross-cutting
domain also emerged, consisting of methodological
and interpretive issues, including self-report bias,
measurement overlap, and conceptual boundary
concerns. Third, the literature was analyzed through
thematic coding, with particular attention to recurring
mechanisms such as self-efficacy, resilience,
motivation, engagement, stress regulation, evaluative
judgment, social competence, and role commitment.
Fourth, the coded themes were synthesized into a
developmental and relational model explaining how
the four main constructs interact in the teaching
profession.

The article treats the reference base as containing both
direct and indirect evidence. Some sources examine
teachers explicitly, such as studies on teacher
assessment practices, teacher assessment identity,
teacher competencies, digital competence, and
teacher professional identity (Adie et al., 2024; Adnan
et al., 2019; Wolterinck et al., 2022; Karlen et al., 2024;
Delbosq et al., 2024; Shin & Alpern, 2024; Lai & Jin,
2021). Other studies concern adjacent populations
such as preservice teachers, counselor trainees, nurses,
entrepreneurs, or public employees (Adade et al,,
2024; Ali et al., 2022; Bockorny & Youssef-Morgan,
2019; Gong et al., 2025). These were included in the
synthesis only when their conceptual contribution was
transferable to the educational context, especially in
relation to emotional intelligence, psychological
capital, stress, engagement, or identity. Such
transferability was handled cautiously. The article does
not treat evidence from non-teaching professions as
equivalent to teacher-specific findings; instead, it uses
such studies to clarify broader psychosocial
mechanisms that may illuminate educational practice.

The approach is interpretive rather than aggregative.
Rather than counting how many studies support one
conclusion, the analysis examines how concepts
illuminate one another and what type of explanatory
structure can account for their convergence. For
instance, the literature on psychological capital often
emphasizes hope, efficacy, optimism, and resilience as
positive resources (Avey et al.,, 2009; Luthans &
Youssef-Morgan, 2017). The literature on teacher
identity emphasizes meaning, commitment, role
perception, and self-concept (Zembylas, 2003; Ma,
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2022; Li & Khairani, 2025). The review asks how these
domains may be theoretically connected, rather than
simply treating them as separate findings. Similarly,
research on formative assessment was not read only as
instructional technique literature, but as evidence that
teachers’ judgments, conceptions, and professional
learning are embedded in broader psychosocial
processes (Atjonen et al., 2022; De Vries et al., 2022;
Schellekens et al., 2021).

Because the source set includes multiple self-report
studies and cross-sectional designs, methodological
caution is necessary. Conway and Lance (2010), Fuller
et al. (2016), and Malhotra et al. (2017) provide
important guidance regarding common method
variance and the interpretive risks associated with
studies in which predictor and outcome variables are
measured from the same source at the same time.
These concerns are highly relevant in domains such as
emotional intelligence, professional identity, and
psychological capital, where respondents may
overestimate positive attributes or respond in socially
desirable ways. Accordingly, the present synthesis does
not treat all reported associations as equally robust or
causally definitive. Instead, it interprets the literature
as suggestive of patterns and mechanisms, while
recognizing that some observed relationships may be
inflated by measurement method.

Hair et al. (2014) also inform the methodological stance
of the article by highlighting the need for caution in
interpreting multivariate relationships, especially when
constructs overlap conceptually. Emotional
intelligence, self-efficacy, social competence, and
psychological capital may share explanatory space.
Likewise, professional identity, commitment, and
assessment identity may intersect in ways that
complicate clear causal ordering. For that reason, the
current article does not claim a final causal model
supported by experimental proof. Rather, it offers a
theoretically reasoned integrative model grounded in
the converging logic of the provided studies.

The “results” section in this article should therefore be
understood as the results of a conceptual synthesis, not
the reporting of newly collected quantitative data. The
analysis identifies recurring findings in the literature,
extracts common patterns, and interprets them
through the lens of teacher development. This is
methodologically appropriate for an integrative review,
especially when the source base includes diverse study
designs, conceptual articles, book chapters, and
empirical studies from related but not identical
contexts.

This methodology has clear strengths. It allows
theoretical breadth, draws connections across
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subfields that are often isolated, and is especially
suitable for building a publication-ready article from a
curated reference set. At the same time, the method
has limitations. It depends on the representativeness
and coherence of the supplied sources. Because no
external literature was added, the article may not
reflect all relevant debates in the broader field.
Moreover, interpretive synthesis is inevitably shaped
by the reviewer’s conceptual decisions about which
themes to foreground. Nevertheless, within the stated
constraints, the methodology is well suited to the
article’s purpose: to construct a rigorous and detailed
scholarly account of how emotional intelligence,
psychological capital, assessment literacy, and
professional identity interact in education.

RESULTS

The synthesis of the provided literature reveals that
emotional  intelligence,  psychological capital,
assessment literacy, and professional identity are best
understood not as separate domains of teacher
functioning but as interacting layers of professional
capacity. The literature suggests a developmental
ecology in which teachers’ emotional capabilities,
psychological resources, assessment competencies,
and identity formations jointly shape both professional
effectiveness and educational outcomes.

A primary finding is that emotional intelligence
functions as a foundational relational and regulatory
resource in education. Mayer and Salovey (1997) frame
emotional intelligence as involving the perception,
understanding, and management of emotions, while
Goleman (2005) popularizes the view that emotional
intelligence can matter more than conventional
cognitive measures in real-life functioning. Across the
education-related studies in the reference set,
emotional intelligence appears repeatedly as a factor
associated with empathy, social competence,
emotional support, motivation, and professional
functioning. Adade et al. (2024) show that emotional
intelligence is related to stress and empathy among

counselor trainees, indicating that emotional
functioning is connected both to interpersonal
responsiveness and to the management of

psychologically demanding conditions. Al-Jundi and Al-
Taher (2022) identify a relationship between social

competence and emotional intelligence among
teachers working with learners with disabilities, further
suggesting that emotional intelligence supports

adaptive human interaction in specialized teaching
roles.

This emotional dimension is not peripheral to
educational work. Ruzek et al. (2016) demonstrate that
teacher emotional support contributes to student
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motivation through perceived relatedness, autonomy
support, and competence. Although not framed
directly as emotional intelligence, such findings align
with the idea that teachers who can recognize and
respond to emotional signals create more supportive
and motivating classroom environments. Dubovi
(2023), in a technologically mediated learning context,
also shows that emotional engagement is significant in
learning processes, highlighting the continuing
relevance of affect even in digitally supported
environments. Together, these studies suggest that
emotion is not an interruption to learning but part of
its mechanism. The emotionally intelligent teacher is
therefore not simply kind or self-controlled; such a
teacher is better positioned to sustain engagement,
interpret classroom dynamics, and make pedagogically
meaningful emotional interventions.

A second major finding concerns psychological capital
as a core reservoir of positive professional resources.
Avey et al. (2009) describe psychological capital as a
positive resource that helps combat stress and
turnover. Luthans and Youssef-Morgan (2017) further
establish it as an evidence-based positive approach
with implications for performance, resilience, and
adaptive functioning. Cavus and Gokgen (2015) identify
its components and effects, reinforcing the now widely
accepted understanding of hope, efficacy, optimism,
and resilience as the central pillars of the construct.
Across the supplied studies, psychological capital is
consistently associated with beneficial outcomes:
better performance and job embeddedness (Ali et al.,
2022), greater innovation and team learning (Dimas et
al.,, 2022), higher engagement (George et al.,, 2023;
Shahid et al., 2023), and positive associations with
knowledge sharing (Zhang & Xu, 2024), life satisfaction
(Bockorny & Youssef-Morgan, 2019), and the
management of work-related attitudes (Da et al,,
2020).

When translated into the teaching context,
psychological capital appears to provide the inner
resources needed to sustain demanding pedagogical
work. Teachers routinely encounter workload pressure,
emotional labor, policy change, classroom
unpredictability, and accountability demands. In such a
context, hope matters because it allows teachers to
retain goal orientation despite difficulty. Efficacy
matters because teachers need to believe they can
influence learning and manage instructional
challenges. Resilience matters because setbacks are
inevitable, whether in the form of failed lessons,
difficult student responses, or institutional constraints.
Optimism matters because educational work depends
on the belief that effort can produce growth over time.
Lin (2021) explicitly situates psychological capital
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within educational contexts and links it to lifelong
learning, suggesting that it supports not only
professional survival but also ongoing developmental
engagement.

A third finding is that assessment literacy is not merely
a technical skill set but a complex professional practice
intertwined with beliefs, competence, identity, and
student motivation. Atjonen et al. (2022) emphasize
the importance of preservice teachers’ assessment
literacy, focusing on knowledge base, conceptions of
assessment, and teacher learning. Wolterinck et al.
(2022) similarly argue that assessment for learning
requires specific teacher competencies. Adnan et al.
(2019) examine teacher competence in authentic and
integrative assessment, while Magaji and Ade-Ojo
(2023) address trainee teachers’ classroom assessment
practices. Karlen et al. (2024) expand this by linking
teachers’ professional competences and assessment
practices to judgment accuracy in relation to self-
regulated learning. These works together indicate that
effective assessment demands interpretive
sophistication, pedagogical sensitivity, and reflective
professionalism.

The literature also points strongly toward the
motivational and developmental value of formative
assessment. Schellekens et al. (2021) map the notions
of assessment as learning, assessment for learning, and
assessment of learning, clarifying that contemporary
assessment discourse includes not only measurement
but also metacognitive and developmental functions.
De Vries et al. (2022) find that a professional
development program centered on assessment for
learning has an impact on student achievement, while
Dmitrenko et al. (2021) and Granberg et al. (2021) point
to positive effects of formative assessment on
motivation and self-regulated learning. Leenknecht et
al. (2021) further reinforce the role of formative
assessment in relation to student motivation. These
findings are significant because they imply that
assessment is one of the main sites at which teacher
competence becomes visible in students’ lived learning
experience.

A fourth finding concerns the centrality of professional
identity in organizing teachers’ actions, commitments,
and sense of meaning. Zembylas (2003) frames teacher
identity as implicated in emotion, resistance, and self-
formation. This conceptualization is especially
important because it rejects overly static or
bureaucratic views of professional selfhood. Teacher
identity is not simply a formal role label. It is a dynamic
process in which emotion, power, values, and self-
understanding interact. Delbosq et al. (2024)
contribute to the operationalization of this field
through the development of a teacher role identity
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guestionnaire, indicating that professional identity can
be measured and studied systematically without losing
its complexity. Lai and Jin (2021) connect teacher
professional identity to the nature of technology
integration, showing that identity influences how
teachers take up new pedagogical demands. Ma (2022)
identifies motivation and commitment as relevant to
teachers’ professional identity, while Shin and Alpern

(2024) explore teacher identity through the
perceptions of students in teacher education.
Rajabieslami and Troudi (2024) reveal identity

adaptation in expatriate ESL teachers, indicating that
identity remains dynamic under migration, language,
and institutional transition.

The synthesis suggests that professional identity
functions as an interpretive center. Emotional
intelligence, psychological capital, and assessment
literacy all affect what teachers can do, but identity
affects how they interpret what they are doing and why
it matters. A teacher may possess technical knowledge
of formative assessment, but if assessment is
experienced as alien, threatening, or disconnected
from their sense of self, implementation may remain
superficial. Conversely, a teacher with a strong identity
as a facilitator of learning may approach assessment as
an ethical and developmental responsibility rather than
as administrative compliance. Adie et al. (2024) make
this point especially clear by showing that teacher
assessment work is related to assessment identity. This
is a crucial result because it bridges pedagogy and
selfhood. Assessment is not just an external
responsibility; it becomes part of who the teacher
understands themselves to be.

A fifth finding is that emotional intelligence and
psychological capital appear to reinforce one another.
Gong et al. (2019) show that emotional intelligence
influences job burnout and performance through the
mediating effect of psychological capital. Although this
study is not teacher-specific, the mechanism is
relevant. Emotional intelligence may help individuals
interpret stressors and regulate emotional responses,
while psychological capital may transform that
regulated state into constructive motivation,
persistence, and efficacy. Shahid et al. (2023) similarly
connect psychological capital, work engagement,
positive emotions, and emotional intelligence. George
et al. (2023) identify emotional intelligence as
mediating the relationship between psychological
capital and engagement among public employees. In
educational terms, this suggests that emotionally
skilled teachers may be more able to mobilize positive
psychological resources, while teachers rich in
psychological capital may be better able to enact
emotional intelligence under pressure.

https://theusajournals.com/index.php/ijp



International Journal of Pedagogics (ISSN: 2771-2281)

A sixth finding is that self-efficacy and commitment
play bridging roles between psychosocial resources and
professional identity. Li and Khairani (2025) show that
the formation of preservice teacher professional
identity may be related to commitment, self-image,
and task perception. Sun et al. (2025) show that self-
efficacy shapes professional identity through meaning
in life and self-esteem in pre-service physical education
teachers. Lyndgaard et al. (2024) call for a
multidimensional understanding of self-efficacy in
adult learning, suggesting that efficacy beliefs are not
singular but contextually layered. Wang and Chu (2023)
connect teachers’” self-perceptions of digital
competence with self-efficacy and facilitating
conditions. These studies collectively indicate that
teachers’ beliefs in their own capability are not isolated
judgments. They are identity-relevant appraisals that
influence whether teachers see themselves as
legitimate, capable, and future-oriented professionals.

A seventh finding is that teacher competence is
broader than pedagogical knowledge alone and
includes psychosocial and interpersonal dimensions.
Susanto et al. (2019) propose pedagogical competency
models that include pedagogical knowledge, reflective
ability, emotional intelligence, and instructional
communication patterns. This is important because it
suggests that emotional intelligence should not be
viewed as a “soft” supplement to “real” teaching skill.
Rather, it is part of competence itself. Sukenti et al.
(2020) and Sukenti et al. (2021) similarly link learning
assessment to psychosocial and emotional dimensions,
though within a context shaped by Islamic educational
values. Tambak and Sukenti (2020) reinforce the
importance of psychosocial development in teacher
professionalism.  These  works broaden the
conceptualization of teacher development beyond
cognitive or technical training and situate it within
moral, emotional, and cultural formation.

An eighth finding is that student learning and teacher
development are interdependent, not separate.
Formative assessment supports student motivation
and self-regulated learning (Granberg et al.,, 2021;
Leenknecht et al., 2021), but implementing formative
assessment requires teacher competence, judgment,
and professional learning (Atjonen et al., 2022; De Vries
et al., 2022; Karlen et al., 2024). Teacher emotional
support motivates students (Ruzek et al., 2016), but
such support depends on teachers’ own emotional
intelligence and psychosocial resources. Thus, the
literature points toward a reciprocal model: stronger
teacher resources support better student experiences,
and successful student response may in turn reinforce
teacher efficacy, hope, and identity. This recursive
dynamic is implicit across the corpus and helps explain
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why teacher development has cumulative effects.

Finally, =~ the  synthesis identifies important
methodological caution. Many relationships reported
in the literature are plausible and theoretically
coherent, but the field relies heavily on self-report
measures. Conway and Lance (2010), Fuller et al.
(2016), and Malhotra et al. (2017) warn against
uncritical acceptance of common-source correlations.
Constructs such as emotional intelligence, professional
identity, and psychological capital may be especially
vulnerable to socially desirable responding or halo
effects. This does not invalidate the field, but it means
that conclusions should be interpreted as converging
tendencies rather than definitive causal chains. Even
so, the consistency across domains supports the
broader result of the review: teacher development is
most fruitfully understood through an integrative
psychosocial-pedagogical lens.

DISCUSSION

The results of this integrative synthesis suggest that the
contemporary teacher should be conceptualized not
only as an instructional professional but also as an
emotional actor, a positive psychological agent, an
evaluator of learning, and a continuously evolving
professional self. The importance of this conclusion lies
in the fact that educational systems often
operationalize teacher quality in fragmented ways. One
policy document may emphasize standards and
assessment. Another may stress teacher well-being. A
third may promote identity and reflective practice. Yet
the literature reviewed here strongly indicates that
these are not separate agendas. They are dimensions
of the same developmental reality.

The first major interpretive implication concerns
emotional intelligence as a pedagogical rather than
merely personal attribute. Traditional distinctions
between cognitive competence and emotional
functioning often imply that emotion belongs to the
private sphere while pedagogy belongs to the
professional sphere. The reviewed literature
undermines that separation. If teacher emotional
support contributes to student motivation (Ruzek et al.,
2016), if social competence is related to emotional
intelligence in teaching populations (Al-Jundi & Al-
Taher, 2022), and if emotional engagement shapes
learning processes even in technologically mediated
settings (Dubovi, 2023), then emotional intelligence is
not ancillary to professional teaching. It is one of the
means through which teaching becomes effective. This
has important implications for teacher education.
Programs that train lesson planning and assessment
technique without addressing emotional perception,
empathy, and regulation may produce technically

https://theusajournals.com/index.php/ijp



International Journal of Pedagogics (ISSN: 2771-2281)

informed but relationally underprepared teachers.

At the same time, emotional intelligence should not be
romanticized. High emotional sensitivity does not
automatically produce effective professional action. A
teacher may be highly attuned to emotional cues yet
become overwhelmed by them. This is where
psychological capital becomes crucial. Psychological
capital transforms emotional awareness into
sustainable professional functioning by supplying
optimism, resilience, hope, and efficacy (Avey et al.,
2009; Luthans & Youssef-Morgan, 2017). In other
words, emotional intelligence helps teachers read and
manage the emotional demands of the profession,
while psychological capital helps them endure,

interpret, and move productively through those
demands. A teacher facing repeated classroom
disruption or institutional pressure may know

emotionally what is happening, but still require
resilience and hope in order to persist constructively.
Therefore, emotional intelligence and psychological
capital should be seen as complementary rather than
competing explanatory frameworks.

This complementarity also deepens our understanding
of teacher burnout, disengagement, and professional
sustainability. Research outside purely educational
settings shows that psychological capital is associated
with reduced stress, greater engagement, and stronger
performance (Ali et al.,, 2022; George et al., 2023;
Shahid et al., 2023). Translating this into education
suggests that schools should not regard teacher
resilience as an individual moral obligation. Resilience
is often discussed in policy discourse as though
teachers simply need to “cope better.” The literature
suggests a more sophisticated view. Psychological
capital can be developed (Da et al., 2020; Goertzen &
Whitaker, 2015; Gomes da Costa et al., 2021), but it
develops within contexts that either support or erode
professional agency. Thus, strengthening teachers’
psychological capital is not only a matter of personal
training. It also requires institutional cultures that
reinforce efficacy, provide meaningful feedback, and
recognize professional growth.

A further implication concerns assessment literacy as a
fundamentally human, interpretive, and identity-laden
practice. Assessment is often represented in policy and
institutional discourse as a neutral instrument for
measuring learning. However, the reviewed studies
show that assessment for learning and assessment as
learning are deeply embedded in teacher judgment,
student motivation, and professional learning (Atjonen
et al., 2022; Schellekens et al., 2021; De Vries et al.,
2022). When teachers assess student work, they do not
merely apply rubrics or criteria. They make interpretive
decisions about evidence, fairness, growth, timing,
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communication, and response. These judgments are
shaped by what teachers believe about learning, what
they feel in relation to students, how confident they are
in their own competence, and how they view their role
as educators.

This is why assessment identity, as highlighted by Adie
et al. (2024), is such an important concept. It suggests
that teachers do not simply possess assessment skills;
they develop a sense of self in relation to assessment.
Some may see themselves as coaches of learning,
others as evaluators of standards, and others as
reluctant administrators of required procedures. These
differing identity positions have consequences for
practice. A teacher whose professional identity
includes a commitment to formative growth is more
likely to use assessment dialogically and responsively.
A teacher who sees assessment primarily as
compliance may default to summative routines even
when aware of formative alternatives. Therefore,
efforts to improve assessment literacy must engage not
only skills and knowledge but also identity and
meaning.

The link between professional identity and teacher
development raises broader theoretical questions.
Identity research in education has sometimes
emphasized sociocultural positioning, discourse, and
policy pressures, while positive psychology research
has emphasized individual strengths, attitudes, and
resources. The literature reviewed here suggests that
these traditions can and should inform one another.
Zembylas (2003) reminds us that teacher identity is
emotionally charged, contested, and shaped by
resistance and self-formation. Luthans and Youssef-
Morgan (2017) remind us that positive psychological
resources influence how individuals approach work and
adversity. These perspectives are not incompatible.
Rather, they address different levels of the same
phenomenon. Teacher identity answers the question
“Who am | becoming in this profession?” Psychological
capital answers “With what internal resources do |
confront its demands?” Emotional intelligence answers
“How do | read and regulate the affective field of this
work?” Assessment literacy answers “How do | enact
evaluative judgment in the service of learning?” The
most convincing model of teacher development must
include all four.

The developmental implications for preservice teacher
education are considerable. Preservice teachers are
often in the earliest stages of identity formation, and
their early experiences can either support or destabilize
their sense of self as future teachers. Atjonen et al.
(2022) stress the importance of enhancing preservice
teachers’ assessment literacy. Li and Khairani (2025)
show that commitment, self-image, and task
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perception matter in forming professional identity. Sun
et al. (2025) demonstrate that self-efficacy shapes
identity through meaning and self-esteem. Together,
these findings suggest that teacher education should
not postpone identity work until later in the career. Nor
should it imagine that identity will emerge
automatically from technical competence. Rather,
preservice programs should intentionally cultivate
emotionally reflective, psychologically resourced, and
assessment-capable teachers whose professional
identities are grounded in both competence and
purpose.

The same point applies to continuing professional
development. De Vries et al. (2022) show that
professional development in assessment for learning
can influence student achievement. This is significant
not only because it shows that teacher learning
matters, but also because it implies that professional
development can alter classroom practice in
meaningful ways. However, programs may be more
effective when they attend to the psychosocial
conditions of implementation. A professional
development workshop on formative assessment may
fail if teachers do not feel efficacious enough to change
their routines, resilient enough to tolerate the
uncertainty of new practice, or professionally identified
with the role of formative facilitator. Thus, school
improvement efforts should integrate assessment
training with opportunities for reflective dialogue,
emotional support, collaborative learning, and
confidence building.

There is also a compelling argument here for moving
beyond deficit models of teacher support. Much school
reform is driven by the identification of gaps: gaps in
student performance, gaps in teacher knowledge, gaps
in assessment data, gaps in digital skills. While
diagnosis of gaps is sometimes necessary, the literature
on psychological capital invites a strengths-based
orientation. Hope, optimism, efficacy, and resilience
are not luxuries; they are professional resources that
enable change. Similarly, emotional intelligence is not
a decorative interpersonal quality. It is a form of
practical intelligence relevant to teaching. A
development model built only around remediation may
overlook the generative potential of these positive
resources. In contrast, a strengths-informed model can
recognize that teachers’ capacity to improve practice
depends partly on the positive psychological and
emotional resources they can mobilize.

A related issue is the risk of over-individualization. The
language of emotional intelligence and psychological
capital can sometimes be appropriated in ways that
shift responsibility onto individual teachers while
ignoring systemic conditions. This would be a mistaken
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reading of the literature. Although many studies
measure individual differences, several findings imply
strong contextual dependence. Assessment practices
are shaped by professional learning environments (De
Vries et al.,, 2022; Wolterinck et al., 2022). Identity
adapts across settings and sociocultural conditions
(Rajabieslami & Troudi, 2024). Digital competence
depends not only on self-efficacy but also on facilitating
conditions (Wang & Chu, 2023). Even resilience is not
exercised in a vacuum. Therefore, the integrative
model proposed here should not be used to evaluate
teachers in isolation from their institutional contexts.
Instead, it should guide the design of supportive
environments that enable teachers’ emotional,
psychological, pedagogical, and identity-based
development.

The literature also invites reflection on the role of
culture and contextual diversity. Several studies come
from varied educational and national settings,
including Indonesia, Ethiopia, Qatar, China, Italy, and
other contexts. This diversity suggests that the core
constructs under discussion are globally relevant, but
not culturally uniform in expression. Emotional
intelligence, assessment practice, and professional
identity may be inflected by local pedagogical
traditions, policy systems, and cultural understandings
of authority, emotion, and professionalism. Sukenti et
al. (2020), Sukenti et al. (2021), and Tambak and
Sukenti (2020), for example, situate teacher
development within explicitly Islamic psychosocial
frameworks. Rajabieslami and Troudi (2024) show
identity adaptation in expatriate ESL contexts. These
studies remind us that integrated teacher development
cannot be reduced to a universal formula. The
relationships among emotional intelligence,
psychological capital, assessment literacy, and identity
are likely to be generalizable at a conceptual level, but
their enactment remains culturally situated.

Methodologically, the synthesis also highlights the
need for stronger research designs in future work. The
conceptual coherence of the field is persuasive, but the
heavy reliance on self-report correlations creates
interpretive vulnerability. Conway and Lance (2010),
Fuller et al. (2016), and Malhotra et al. (2017) all
caution against methodological inflation of
relationships through common method variance. In a
field where desirable professional characteristics are
measured through self-description, there is a real risk
that participants present idealized versions of
themselves. This is particularly relevant for emotional
intelligence and professional identity, both of which
may be normatively loaded. Future research would
benefit from more longitudinal designs, mixed-method
approaches, observed practice measures, and context-

https://theusajournals.com/index.php/ijp



International Journal of Pedagogics (ISSN: 2771-2281)

sensitive analyses. For example, it would be valuable to
examine how teachers’ assessment behavior in real
classrooms changes as emotional intelligence or
psychological capital development interventions are
introduced over time.

Another limitation in the current body of literature is
the potential blurring of constructs. Emotional
intelligence, social competence, self-efficacy,
resilience, and psychological capital are related but not
identical. Likewise, professional identity, role identity,
commitment, and assessment identity intersect
without being fully interchangeable. Hair et al. (2014)
remind us that multivariate analysis can reveal
associations, but conceptual clarity remains essential. If
the field is to advance, future studies need more
precise theoretical models showing when one
construct mediates, moderates, overlaps with, or
remains distinct from another. The present article
addresses this by proposing a layered rather than
reductionist reading: emotional intelligence concerns
affective processing and regulation; psychological
capital concerns positive agentic resources; assessment
literacy concerns evaluative pedagogical judgment; and
professional identity concerns self-meaning and role
coherence. These distinctions are not absolute, but
they are analytically useful.

The most important theoretical contribution of this
discussion is that teacher development should be
conceived as integrative self-construction in practice.
Teachers become effective not simply by acquiring
more strategies, but by aligning emotional perception,
positive  psychological  resources, pedagogical
judgment, and professional self-understanding. This
view reorients both research and practice. It suggests
that the question is not only whether teachers know
how to assess, regulate emotion, or persist through
challenges. The deeper question is whether they are
becoming professionals who can hold these
dimensions together in coherent action. Educational
effectiveness, in this sense, is not merely a matter of
technical execution. It is the outcome of a
developmental process through which teachers
cultivate the emotional, psychological, evaluative, and
identity-based capacities required by contemporary
education.

CONCLUSION
The references synthesized in this article converge on a
powerful  conclusion: emotionally intelligent,

psychologically resourced, assessment-literate, and
professionally grounded teachers are better positioned
to support meaningful learning and sustain their own
professional growth. Emotional intelligence enables
teachers to perceive, interpret, and regulate the
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affective dimensions of educational life. Psychological
capital supplies the hope, efficacy, resilience, and
optimism needed to navigate challenge and persist
constructively. Assessment literacy allows teachers to
transform pedagogical intentions into evaluative
judgments that support learning rather than merely
record performance. Professional identity provides
coherence, commitment, and meaning, shaping how
teachers interpret their role and enact their practice.

The value of integrating these constructs lies in moving
beyond fragmented views of teacher competence.
Teachers do not encounter classroom life in separate
compartments. They do not first experience emotion,
then deploy resilience, then assess learning, then
construct identity as unrelated activities. In real
practice, these processes are simultaneous and
mutually reinforcing. A teacher’s ability to provide
formative feedback depends partly on emotional
attunement, confidence, and role understanding. A
teacher’s resilience under pressure depends partly on
whether professional challenges can be integrated into
a meaningful identity. A teacher’s willingness to learn
new assessment approaches depends partly on hope,
efficacy, and openness to professional transformation.

This integrative perspective has implications for
teacher education, school leadership, and educational
policy. Teacher preparation programs should cultivate

emotional  intelligence,  psychological capital,
assessment literacy, and identity development
together rather than in isolation. Professional

development should move beyond compliance-
oriented training and instead support reflective,
confidence-building, and relationally grounded growth.
Schools should recognize that teacher effectiveness is
shaped not only by curricular expertise but also by the
emotional and psychological conditions under which
pedagogy is enacted.

At the same time, the article underscores the need for
methodological care and conceptual precision in future
research. Many studies suggest meaningful
relationships, but stronger longitudinal and practice-
based designs are needed to clarify directionality and
real-world effects. Even so, the existing literature is
sufficiently coherent to justify a shift in how teacher
development is understood. The strongest model is
neither purely technical nor purely psychological. It is
developmental, integrative, and relational.

In conclusion, the teaching profession requires more
than knowledge delivery or assessment
implementation. It requires emotionally intelligent
judgment, resilient agency, evaluative wisdom, and a
professional  identity capable of sustaining
commitment amid complexity. Educational systems
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that take this seriously will be better equipped to
support both teachers and learners in an era of growing
pedagogical and human demands.
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