
 

 

SCHOOL PRINCIPAL POWER SOURCE, LEADERSHIP STYLE AND TEACHER 

COMMITMENT IN GOVERNMENT SECONDARY SCHOOLS OF SOUTH 

NATIONS, NATIONALITIES AND PEOPLE‘S REGIONAL STATE: NEXUS AND 

CHALLENGES IN FOCUS 

 

A DISSERTATION  

Submitted to the  

 College of Education and Behavioral Studies 

Department of Educational Planning and Management 

Addis Ababa University 

In partial fulfillment of the requirement for the degree of Doctor of Philosophy in 

Educational Leadership and Policy 

 

BY: 

Mengistu Amare 

 

March 2020 

Addis Ababa, Ethiopia  



Addis Ababa University 

College of Education and Behavioral Studies 

Department of Educational Planning and Management 

The School Principal Power Source, Leadership Style and Teacher Commitment in 

Government Secondary Schools of SNNPR: Nexus and Challenges in Focus 

Mengistu Amare 

 

Approval of the Board of Examiners 

1. Advisor 

Name______________________Signature___________Date___________ 

2. Internal Examiner 

Name______________________Signature___________Date___________ 

3. External Examiner 

Name______________________Signature___________Date___________ 

 

 

 

 

 

 



Addis Ababa University 

College of Education and Behavioral Studies 

Department of Educational Planning and Management 

 

The Principal Power source, Leadership Style and Teacher Commitment in 

Government Secondary Schools of SNNPR: Nexus and Challenges in Focus 

Mengistu Amare 

 

 

 

 

PhD Dissertation 

This dissertation report is submitted to the Department of Educational Planning 

and Management of Addis Ababa University in partial fulfillment of the 

requirement for PhD degree in Educational Leadership and Policy 

 



Declaration 

I hereby declare that this dissertation entitled ―THE SCHOOL PRINCIPAL POWER SOURCE, 

LEADERSHIP STYLE AND TEACHER COMMITMENT IN GOVERNMENT SECONDARY 

SCHOOLS OF SNNPR: NEXUS AND CHALLENGES IN FOCUS‖ is my original work and 

that all sources of the materials used have been duly acknowledged. 

Name: Mengistu Amare 

Signature: ________________ 

Place: Addis Ababa University 

Date of submission: May 2019 

 

This dissertation has been submitted for the exam with my approval as a university advisor. 

Name: - Kenennisa Dabi (PhD) 

Signature:- ___________________________ 

Place: - Addis Ababa University 

Date of submission:- May 2019 

  

 

 

 

 

 

 

 



i 
 

Acknowledgements 

I would like to express my sincere and heart-felt thanks to my advisors Dr. Kenennisa 

Dabi and professor Susan Faircloth, who have given me their unreserved constructive 

professional comments. This study would not have been completed on time without their 

valuable suggestions and regular follow-up. 

I am also grateful to Deme Abera (PhD), Amanuel Worku (PhD), Mary Wairumu (PhD), 

Mulatu Dea (PhD), Demissie Dalelo (PhD), Yonatan Desalegn (PhD student), Anteye 

Chanyalew (PhD student), Samson Mekonnen (PhD student), Aseged Negash (PhD student) 

and Henoke Demissie who have devoted their precious time to share their incalculable ideas. 

Besides, my special thanks go to secondary school teachers, principals and vice- principals, 

supervisors and Zone education heads who have participated in providing the required 

information to the study through questionnaire and interview. 

Moreover, my gratitude goes to Addis Ababa University and the management and staff 

members of department of educational planning and management for granting research budget 

for the research and for their continuous support and follow-up. In addition, my special regards 

goes to Wolaits University for granting research budget and study leave. 

My special thanks also go to all the data enumerators (Bedru Kemal, Tesfaselassie 

Girma, Seble Girma, Lema Desta, Teshale Abreha, Sisay Belay, and Wendu Jawar) who are 

willingly participating in this study and who devoted their time as well as their efforts to 

manage the field data collection. 

 

 



ii 
 

Table of Contents 

Contents                                                                                                                                                  Page 

Acknowledgements……………………………………………………………………i 
Table of Contents ........................................................................................................................................ ii 

List of Tables ............................................................................................................................................. vii 

List of Figures ........................................................................................................................................... viii 

List of Acronyms and Abbreviations .......................................................................................................... ix 

Abstract....................................................................................................................................................... xi 

Chapter 1: Introduction ........................................................................................................................... 1 

1.1. Background of the Study .................................................................................................................. 2 

1.2. Statement of the problem ............................................................................................................... 10 

1.3. Objective of the Study.................................................................................................................... 17 

1.4. Theoretical Framework .................................................................................................................. 17 

1.5. Significance of the Study ............................................................................................................... 23 

1.6. Delimitations of the Study ............................................................................................................. 25 

1.7. Definitions of Key Terms............................................................................................................... 25 

1.8. Organization of the dissertation ..................................................................................................... 28 

Chapter 2: Review of Related Literature .............................................................................................. 30 

2.1. Power: Concepts, and Classifications............................................................................................. 30 

2.1.1. The Concept of Power ............................................................................................................. 30 

2.1.2. Classifications of Power Sources ............................................................................................ 32 

2.2. The Roles of School Principals ...................................................................................................... 44 

2.3. Leadership: Concepts, Theories, Styles, and Classification ........................................................... 46 

2.3.1. The Concept of Leadership ..................................................................................................... 46 

2.3.2. Theories of Leadership ............................................................................................................ 48 

2.3.3. Leadership Styles .................................................................................................................... 53 

2.3.4. Classification of Leadership Styles ......................................................................................... 54 

2.4. Leadership in Educational Institutions ........................................................................................... 67 

2.5. Leadership, Power, Authority, and Influence ................................................................................. 69 

2.6. Teachers‘ Commitment: Concepts, Classification, and Antecedents.............................................. 72 

2.6.1. The Concept of Commitment .................................................................................................. 72 

2.6.2. Teachers‘ Commitment ........................................................................................................... 72 



iii 
 

2.6.3. Dimensions of Teachers‘ Commitment ................................................................................... 75 

2.6.4 Antecedents of teachers‘ commitment ..................................................................................... 79 

2.7. Organization................................................................................................................................... 82 

2.8. Empirical Review on Power Sources, Leadership Styles and Teachers‘ Commitment .................. 85 

2.9. Local Studies on Power Source, Leadership Style and Teachers‘ Commitment ............................ 94 

2.10. Challenges Related to Power Sources, Leadership Style and Teachers‘ Commitment ................. 98 

Chapter 3: Research Design and Methodology .................................................................................. 104 

3.1. Research Method ......................................................................................................................... 104 

3.2. Research Design........................................................................................................................... 104 

3.3. Description of the study area ........................................................................................................ 105 

3.4. Sources of Data ............................................................................................................................ 108 

3.5. Samples and Sampling Technique ............................................................................................... 109 

3.6. Main Variables of the Study......................................................................................................... 112 

3.7. Data Gathering Instruments ......................................................................................................... 113 

3.7.1. Questionnaires ....................................................................................................................... 113 

3.7.2. Interview ............................................................................................................................... 117 

3.7.3. Documents ............................................................................................................................ 118 

3.8. Pilot Test ...................................................................................................................................... 119 

3.9. Reliability and Validity ................................................................................................................ 119 

3.9.1. Qualitative Results ................................................................................................................ 120 

3.9.2. Reliability Result ................................................................................................................... 121 

3.10. Procedure for Data Collection .................................................................................................... 123 

3.11. Methods of Data Analysis .......................................................................................................... 124 

3.11.1. Quantitative Data Analysis .................................................................................................. 124 

3.11.2. Qualitative Data Analysis .................................................................................................... 125 

3.12. Ethical Issues ............................................................................................................................. 126 

Chapter 4: Results and Discussion ...................................................................................................... 128 

4.1. Response rate ............................................................................................................................... 128 

4.2. Characteristics of the Respondents ............................................................................................... 129 

4.3. Analysis of Results Related to Power Sources, Leadership Style and Teachers‘ Commitment .... 131 

4.3.1. Descriptive statistics of Power Sources, Leadership Style and Teachers’ Commitment ........ 132 

4.3.2. Relationship among Power Base, Leadership Style and Teachers’ Commitment .................. 142 



iv 
 

4.3.3. Relationship between dimensions of leadership style and teachers‘ commitment dimensions

 ........................................................................................................................................................ 143 

4.3.4. Relationship between dimensions of Power source and Teacher commitment dimensions ... 145 

4.3.5. Relationship between Leadership style Dimensions (transformational, transactional and 

laissez-faire) and Power Source ..................................................................................................... 147 

4.3.6. Linear Regression Analysis of Power Sources, Leadership Style and Teachers Commitment148 

4.3.7. Hierarchical Multiple Regression of Teachers’ Commitment on Power Source and Leadership 

Style ................................................................................................................................................ 149 

4.3.8. Mean Score Comparison of School Principals’ and Teachers’ Perceptions on Power Sources, 

Leadership Styles and Teachers’ Commitment................................................................................ 151 

4.3.9. Power Source, Leadership Style and Teachers’ Commitment as a Function of Demographic 

Variables ......................................................................................................................................... 152 

4.3.10. Challenges that affect Power source, Leadership style and Teachers’ Commitment........... 156 

4.4. Discussion .................................................................................................................................... 169 

4.4.1. Descriptive statistics of power source, leadership style and teachers’ commitment .............. 170 

4.4.2. The correlation between power source, leadership style and teachers’ commitment: ........... 179 

4.4.3. The correlation between Power Sources Dimensions, Leadership Styles Dimensions and 

Teachers’ Commitment Dimensions: .............................................................................................. 180 

4.4.4. The correlation between position power, personal power and leadership style: ................... 183 

4.4.5. Pearson Correlations between Leadership style Dimensions (transformational, transactional 

and laissez-faire) and Power Source: ............................................................................................. 184 

4.4.6. Pearson Correlations between Leadership style Dimensions (TFLS, TALS and LF) and Power 

Source Dimensions (expert, reward, referent, coercive, legitimate and information powers): ....... 184 

4.4.7. The correlation between demographic variables (experience, age), and principal power 

source, leadership style and teachers’ commitment: ....................................................................... 185 

4.4.8. Regression Analysis between power source, leadership style and teachers’ commitment: .... 186 

4.4.9. Mean Score Comparison between teachers and principals perception of power source, 

leadership style and teachers’ commitment: ................................................................................... 187 

4.4.10. Mean Score Comparison between demographic variables and school principal power source, 

leadership style and teachers’ commitment: ................................................................................... 188 

4.4.11. Challenges related to the power source, leadership style and teachers’ commitment: ........ 191 

4.4.12. Comparisons of Quantitative and Qualitative Findings ...................................................... 206 

Chapter 5: Summary of the Findings, Conclusions and Recommendations .................................... 209 

5.1. Summary of the major findings .................................................................................................... 212 

5.1.1. Findings related to respondents‘ demographic information ................................................... 212 



v 
 

5.1.2. Descriptive Findings Related to Power Sources, Leadership Style and Teachers‘ Commitment

 ........................................................................................................................................................ 213 

5.1.3. Major Findings Related to the Relationship of Power Source, Leadership Style and Teacher 

Commitment ................................................................................................................................... 213 

5.1.4. Regression Analysis of Power Source, Leadership Style and Teacher commitment.  ............ 215 

5.1.5. Mean Score Comparison of Power Source, Leadership Style and Teacher Commitment ..... 216 

5.1.6. Challenges related to School Principals‘ Power Source, Leadership Style and Teachers‘ 

Commitment ................................................................................................................................... 216 

5.1.7. Findings of the hypothesis test .............................................................................................. 217 

5.2. Conclusions .................................................................................................................................. 218 

5.3. Recommendations ........................................................................................................................ 222 

5.3.1 Recommendations to Improve Practices ................................................................................ 222 

5.3.2 Recommendation for Policymakers and Government ............................................................ 225 

5.3.3. Recommendations for Future Researchers ............................................................................ 226 

5.4. Study limitations .......................................................................................................................... 227 

References.............................................................................................................................................. 228 

Appendix A:Questionnaire to be filled by teachers ................................................................................. 282 

Appendix B: Questionnaire to be filled by school principals .................................................................. 289 

Appendix C: Interview Guide for School Principals ............................................................................... 296 

Appendix D: Interview Guide for Supervisors ........................................................................................ 298 

Appendix E: Interview Guide for Zone Education Department Head ..................................................... 300 

Appendix F: Informed Consent Forms .................................................................................................... 302 

 



vi 
 

List of Tables 

Content 

 

Page 

Table 1: Summary of Samples Drawn from each of the Sampling Frames  

 

111 

Table 2: Variables, Sub-scale, Code, Indicators, Model and Scale Used  

 

112 

Table 3: Instruments for Data Collection and Data Analysis Methods Associated with 

Research Questions  

 

118 

Table 4: Summary of Psychometric Properties of Measures of Power Source, 

Leadership Style                                   and Teachers‘ Commitment  121 

Table 5: Respondents‘ Demographic Characteristics  

 

  129 
Table 6: Demographic Composition of Sample Respondents by Age and Length of 

Experience  

 

131 

Table 7: Descriptive Statistics of School Principals‘ Power Sources 

 

133 

Table 8: Descriptive statistics of leadership style  

 

136 

Table 9: Descriptive statistics of Teacher commitment   

 

139 

Table 10: Pearson Correlation Analysis between Power Source, Leadership Style and 

Teachers‘ Commitment   

 

142 

Table11: Pearson Correlation Coefficients   among Leadership Style Dimensions, and 

Teacher Commitment Dimensions  

 

143 

Table 12: Pearson Correlation Coefficient between Components of Power Source and 

Teacher Commitment Dimensions  

 

145 

Table 13:  Pearson Correlations between Leadership style Dimensions 

(transformational, transactional and laissez-faire) and Power Source  

 

147 

Table 14: Simple Linear Regression of Teachers‘ commitment on Power Source and 

Leadership Style   

 

148 

Table 15: Hierarchical Multiple Regression of Teachers‘ commitment on Power 

Sources and Leadership Style  

 

150 

Table 16: Mean Score Comparison of Leadership Style, Power Source and Teachers‘ 

Commitment as a Function of School Principals‘ and Teachers‘ Responses  

 

151 



vii 
 

Table 17: Mean Score Comparison of Power Source, Leadership Style and Teachers‘ 

Commitment   as a function of Principals‘ Sex  

Table 18: Mean Score Comparison of Power Source, Leadership Style and Teachers‘ 

Commitment as a function of Marital Status  

 

152 

Table 18: Mean Score Comparison of Power Source, Leadership Style and Teachers‘ 

Commitment as a function of Marital Status 

 

153 

Table 19: Mean Score Comparison of Power Source, Leadership Style and Teachers‘ 

Commitment as a function of Principals‘ Level of Education  

 

154 

Table 20: Pearson Correlation between Principals‘ Managerial Experience and age and 

their Power Source, Leadership Style and Teachers‘ Commitment  

 

155 

Table 21: Logistic Regression Predicting Likelihood of Reporting Teachers‘ Overall 

Commitment  

 

157 

Table 22: Themes, Sub-themes on challenges related to Principals‘ Power Source, 

Leadership Style and Teachers‘ Commitment  

 

 

159 

 

 

 

 

 

 

 

 

 

 

 

 

 



viii 
 

List of Figures 

Figures                                                                                                                                        Page 

Figure1. Conceptual framework of power sources, leadership style, and Teacher commitment.

 211 

Figure 2. Map of SNNPR, Source: SNNPR, BoFED, 2015 10808 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 



ix 
 

List of Acronyms and Abbreviations 

AC: Affective Commitment 

CC: Continuance Commitment 

CO: Coercive Power 

CR: Contingent Reward 

EFA: Education for All 

EP : Expert power 

ESDP:  Education Sector Development Program 

ETP: Education and Training Policy 

FRLM:  Full Range Leadership Model 

GER: Gross Enrolment Rate 

GEQIP: General Education Quality Improvement Package 

GTP: Growth and Transformational Plan 

IP: Information power 

LF:  Laissez-faire Leadership 

LP: Legitimate Power 

LPI: Leader Power Inventory  

LS: Leadership Style 

MLQ:  Multifactor Leadership Questionnaire 

MoE:  Ministry of Education 

NC:  Normative Commitment 

NER: Net Enrolment Rate 

OC:  Organizational Commitment 

PTR: Pupil Teacher Ratio 



x 
 

ReP: Reward power 

RefP: Referent power 

RLPI: Rahim Leader Power Inventory  

SDG: Sustainable Development Goal 

SNNPR: Southern Nations, Nationalities and People‘s Region 

SPSS: Statistical Package for Social Science 

TC: Teacher Commitment 

TCQ: Teachers‘ Commitment Questionnaire 

TFLS: Transformational Leadership Style 

TALS: Transactional Leadership Style 

 

 

 

 

 

 

 

 

 

 

 

 

 

 



xi 
 

Abstract 

The main objective of this study was to examine the principal power source, leadership 

style and teacher commitment in government secondary schools of SNNPR: Nexus and 

challenges in focus. A concurrent embedded mixed research design was used in this study. A 

total of 570 research participants were selected (452 teachers, 102 school principals, 12 

supervisors, and 4 Zone Education Heads) using stratified, purposive, and simple random 

sampling techniques. Questionnaire, interview and document analysis were used to collect data 

from respondents. To analyze the data, both quantitative (frequency, percentage, mean, SD, t-

test, Pearson‘s Coefficient Correlation, PCA, linear regression, multiple regression and 

hierarchical multiple regression,) and qualitative data analysis method (thematic analysis) were 

used.  The descriptive statistics results indicated that teachers were found to be more committed 

when school principals use information power and transactional leadership style. Besides, the 

descriptive statistics indicates that affective commitment was more practiced in secondary 

schools of SNNPR. Moreover, it was also found that teacher commitment was moderately and 

positively linked to school principal power source and leadership style. The multiple regression 

results also showed that both power source and leadership style jointly explained 26.7% of the 

variance in teacher commitment. The independent t-test result also reveals that the perception of 

teachers and school principals were found different in relation to power source, leadership style 

and teacher commitment. However, no significance difference was found between demographic 

variables (gender, marital status, educational level) and principal use of power source, leadership 

style and teacher commitment. On the basis of the above findings, the study concludes that 

although power source and leadership style correlate positively and moderately with teacher 

commitment, the low level of normative and continuance commitment, high political 

interference and ineffective use of personal power and transformational leadership style affect 

the teacher commitment in secondary schools of SNNPR. The recommendations forwarded 

include flexibility in utilizing appropriate leadership styles and power sources; reducing political 

pressure and needless interference in school functions; devolution of power towards individual 

school, inclusive decision-making, improve principals‘ and teachers‘ autonomy, efficient team 

work and trust, improve the salary scales, incentive packages and other fringe benefits as well as 

intensive continuous professional development.  

Key Terms: Power source, Leadership Style, teacher Commitment, Secondary schools, 

Teachers, School principals, SNNPR
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Chapter One: Introduction 

This chapter introduces the domain of the present study. It provides the background and 

implicates the problems motivating to focus on principal power source, leadership style and 

teacher commitment in secondary schools of SNNPR: Nexus and challenges in focus. In this 

chapter, the research questions emerged from the problem is formulated to guide the study.  

The background section of this study is devoted to give a glimpse of background 

information related to power source, leadership style and teacher commitment in general. It 

further gives a brief overview of central constructs in the present study. Then, previous research 

findings in relation to the specific focuses of this study are provided. This is further substantiated 

by ideas from policy works. The same pattern of argument is provided for all constructs under 

study. Such discussion of background information motivates for the area of study and informs 

potential areas of research problem which needs further investigation.  

            Based on research agenda set forth in the background section, the statement of the 

problem section is devoted to the discussion of theoretical and practical gaps in relation to power 

source, leadership style and teacher commitment in a school setting.  The problems identified 

and justified set the stage to formulate basic research questions, and the hypotheses to guide the 

study. This forms the subsection dealing with questions to be answered and objectives to be 

achieved in the present study in order to address the research gaps. Therefore, such discussion 

sets the agenda of the present study and gives a comprehensive introduction to the area.  

The other section is also devoted to the introduction of contribution of the study to both 

theoretical and practice. Further, the scope of the study in terms of theory and area of application 

is discussed separately. Importantly, major concepts and constructs particular to this study are 

operationalized.  Therefore, such discussion sets agenda of the present study and gives a 
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comprehensive introduction to the area. This discussion begins with the background of the study 

as follows.  

1.1. Background of the Study 

The concept of power has long existed in several disciplines, including sociology, social 

psychology, management and education (Rahim, 2009) and has been conceptualized differently 

by several theorists since its inception. Lewin took the first initiative in 1941 by introducing the 

concept of social power in the literature. Following Lewin, social psychologists, French and 

Raven (1959) tried to demarcated power in terms of differential power relationships by 

developing a model. The French and Raven power model identified six power source, including 

expert, reward, referent, coercive, legitimate and information power. Since then various scholars 

and researchers extended their effort to the concept of power in the literature in different times 

(for instance, Daft & Lane, 2005, Patrick, 2012; Yukl, 2013) and define power in various ways. 

In general, power refers to the capacity of the leader to influence the behavior and actions of 

followers (Daft, 2005; Krause & Kearney, 2006; Northouse, 2016; Patrick, 2012; Yukl, 2013). 

Survey of literature shows that the concept of power is dynamic and this dynamism is attributed 

to extensive variables, including the organization type, the characteristics of leaders, behavior of 

teachers and the situations, the organizational role, personal quality, and functional role. 

Therefore, there is common agreement in the literature that power must be the focus of study in 

different contexts. In particular, the study of power in educational settings has paramount 

importance in relation to teacher commitment.   

In Ethiopia, following political decentralization in 1994, regions and woredas have given 

power to discharge their duties and responsibilities properly (National Planning Commission, 

2015). However, devolution of power was not reached at individual school level. The school 

power in deciding on resources is limited and this power is left totally to local governments. 
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Therefore, the degree of decentralization was modest and not translated to the grass roots 

particularly at school level. This in turn reduced the influence of school principals on teachers 

though the education and training policy gives greater authority and responsibility for teachers.  

 As further indicated in the policy document, the issue of power is emphasized in the 

education policy and training manual of the Ethiopian Ministry of Education (TGE, 1994). The 

recent education sector development program V also gives emphasis on principal roles in the 

school (MoE, 2015). Additionally, the Ministry of Education blueprint guideline clearly shows 

the duties and responsibilities of school principals that are related to principal functional power 

(MoE, 2002). Furthermore, the earlier document of education and training policy also gives 

greater power for school principals by introducing a decentralized education system that gives 

school principals‘ greater authority and responsibility in a school (TGE, 1994). This gives 

principals greater autonomy to exercise their power and to influence the behavior and 

commitment of teachers in the school though the practice seems far from this reality. In general, 

power is essential to school principals to carry-out the leadership functions as well as to 

influence the teachers using various source of power. 

As indicated in literature, different sources of power have been identified by several 

researchers (French & Raven, 1959; McDermott, 1985; Rosen, 1959). For example, McDermott 

(1985) identifies four primary sources of power in an organization, including functional power 

(based on principal duties and responsibilities), position power (obtained from the rank or 

hierarchy of the organization), ideas power (derived from concepts and strategies) and personal 

power (emanates from an individual‘s beliefs, values, skills, knowledge and experience). 

However, French and Raven (1959) identified five power sources, namely reward power (based 

on rewards, such as pay, promotion, or recognition), coercive power (based on fear and 
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punishment), legitimate power (based on position or formal authority over work activities), 

expert power (based on one‘s skill and knowledge), and referent power (based on personal traits 

and charisma). Later, Raven (1965) added the sixth power source called information power 

(access to vital information) after further refinement. These power sources are the most 

applicable and extensively used in several research works. According to the social power theory 

(French & Raven, 1959), leaders can use these sources of power to influence their subordinates 

and teacher commitment (Afza, 2005; Lee & Tui, 2008; Nadaee et al., 2012) though all may not 

be equally effective in increasing teacher commitment.  

      Similar to power, leadership has also gained the attention of several researchers in 

different contexts and is highly emphasized in Ethiopian educational policy documents. 

Although theories of educational leadership originate in the United States in business, industry, 

commerce and management since 1900 (Santamaria, 2016), gradually it has been adapted for use 

in educational settings. Hence, leadership can be seen as an age-old concept originated long time 

ago though it remains a complex term that researchers and scholars deal with continuously due to 

the extensive number of definitions for the term (Temesgen, 2011). In general terms, leadership 

refers to the ability of a leader to influence and inspire teachers to attain organizational goal 

(Yukl, 2013).  

In recent years, leadership style has become an essential area of study in the management 

field (Fang, 2006). In the field of management, several researchers perceive leadership style as a 

substantial variable in influencing teachers‘ function (Wu, 2009) and their commitment. It is, 

thus, viewed as the way and approach that helps to provide direction, execute plans, and 

encourage people (Gale, 2009).  
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School principals in secondary schools use several leadership styles to lead their schools 

and to influence teachers‘ commitment. Researchers classified leadership styles in different ways 

since 1931.  One of the classifications is made by Lewin and his colleagues. Lewin and his 

colleagues, for example, identified three distinctive leadership styles, namely autocratic, 

democratic and laissez-faire (Kaiser & DeVries, 2000). Since then, various leadership style 

classifications have been identified. However, previous leadership style classifications and 

studies give emphasis for personal quality and behaviors of the leader. However, recently 

researchers have shifted their emphasis to ―transactional‖ (the transaction or exchange that takes 

place between leaders and followers) and ―transformational‖ leadership styles (leaders‘ charisma 

and the ability to enact a vision of a more satisfactory future state) (Ogbonna & Harris, 2000) to 

meet the quest for a new type of leadership that fits this time of massive transformation. 

Besides, the significance of good leadership in a school setting in Ethiopia and approach 

of promoting leadership is clearly focused in policy documents. The development of a 

decentralized, efficient and professionally coordinated participatory system is indicated in 

respect of leadership and management of the education system. More importantly, the education 

sector development program (ESDP V) also offers great attention to the leadership and 

management of schools (MoE, 2015). The ESDP V document clearly states that instructional 

leadership is indispensable to improve principals‘ support for the teaching and learning process 

through classroom observation skills. Besides, one of the priorities of education and training 

system in Ethiopia is to promote effective leadership, management and governance at all levels 

in order to achieve educational goals by mobilizing and using resources efficiently. The 

document further states the significance of capacity building training to school principals and 

supervisors to provide them with theoretical understanding and practical skills in core areas of 

supervision, management and school leadership (MoE, 2015). Furthermore, the current education 
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and training policy gives due attention to the leadership of schools so as to strengthen the 

teaching-learning process and the expansion of education (TGE, 1994).  

Not only power and leadership in school are central to the discussions in literature and 

policy documents, but also teacher commitment is emphasized in school settings. In general 

terms, teacher commitment (TC) refers to the degree to which individuals identify themselves 

with their organization and become committed to school goals (Pool & Pool, 2007). The review 

of literature depicts that the idea of teacher commitment has been largely studied in different 

disciplines worldwide due to its relevance in the organizational context (Bass et al., 2003; 

Cohen, 2007; Kim, 2001; Lo et al., 2009; Meyer & Parfyonova, 2010; Meyer et al, 2002). 

Selamat, Nordin, & Adnan (2013) argued that the role of principal in creating teacher 

commitment in school is vital. The teacher is the crucial component in the educational system 

holding several essential responsibilities. The overall performance of schools depends upon their 

teachers and ultimately their level of commitment. Understanding their behaviors and attitudes in 

organizations, therefore, needs more attention (Tsui & Cheng, 1999); also teacher commitment is 

an important issue not only for teachers, but also for schools and students. It relates directly to 

issues of teaching and learning, school success, and well-being (Day, 2009; Firestone, 1996; 

Park, 2005). And their perception matters in executing the policy which is reformed lately.  

Several authors suggested different classifications of teacher commitment (Meyer & 

Allen, 1991; O‘Reilly & Chatman, 1986; Sabir et al., 2011). However, for the purpose of this 

research, Meyer and Allen (1991) models of teacher commitment was selected. These include 

affective, continuous, and normative commitment (Boehman, 2006; Canipe, 2006; Greenberg, 

2005; Sabir et al., 2011; Turner & Chelladurai, 2005). According to Meyer and Allen (1991), 

affective commitment (AC) is concerned with the level of teacher link with the organization 
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including beliefs, readiness and wish as regards organizational goal achievements. One of the 

primary functions of school principals is to enhance affective organizational commitment of the 

teachers of the organization in order to achieve the goals of the organization (Pierro et al., 2013). 

Continuous commitment (CC) conversely, indicates the concern of teachers to stay in the 

organization because teachers made long investment of time in the organization and separation 

from the organization is damage for them. Normative commitment (NC) is alternatively defined 

as the faithfulness to the teacher with the organization and their obliged feeling toward the 

organization (Sabir et al., 2011).  

More importantly, teacher commitment is a crucial issue in the implementation of vision, 

mission and goals of the education sector.  The ETP (TGE, 1994) and the ESDP V underlined 

the importance of teachers for school success. To this end, the government of Ethiopia has 

launched a five year Education Sector Development Program (ESDP) since 1996. The ESDP V 

(MoE, 2015) particularly, gives due attention to continuous professional development (CPD) 

program for teachers in order to carry-out their duties and responsibilities effectively and 

efficiently and to lift-up their implementation skills and commitment. Besides, a productive 

school principal needs competent and committed teachers as well as sufficient resources to 

achieve school goals (MoE, 2015).   

Previous studies further indicated that principals‘ leadership style and power source plays 

an important role in influencing teachers‘ commitment (e.g., Cerit, 2009; Mehrotra, 2005; 

Sharma & Jyoti, 2006). The way principals carry out their daily leadership practices (Eres, 

2011); principals‘ capacity to influence teacher behavior and actions  (Daft, 2005; Northouse, 

2016; Patrick, 2012; Yukl, 2013); principals‘ willingness to involve teachers in decision making 

processes (Kocabaş & Karakose, 2005); principals‘ readiness to share authority and 

responsibilities (Kocabaş & Karakose, 2005); principals‘ commitment to make the physical 
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conditions of schools attractive (Atakli, 1996 cited in Eres, 2011); and principals‘ ability to 

establish good communication and interaction among teachers and between teachers and students 

(Guclu, 1996 cited in Eres, 2011) directly contribute to teachers‘ commitment and motivation as 

well as students achievement. 

In summary, this research was conducted in secondary schools of SNNPR. Now, in the 

recent road map, secondary education ranges from grades 9 to 12. It is playing a greater role in 

producing creative and productive students who are having adequate technical and cognitive 

skill. It is a transition to the universities and vocational schools to be the future professionals in 

different vocations or careers that contribute to the development of the country. Many secondary 

schools around the globe are characterized by large, dynamic and complex system (Chan, 

2008).The power source, leadership style, and teacher commitment are main factors in producing 

effective academic context and for the implementation of policy towards various objectives. 

Overall, principal power source, leadership style and teacher commitment are related 

terms though much has not been done in these three variables in Ethiopian secondary schools 

context. For instance, power and leadership are inseparable and interconnected notions. Some 

scholars often believe that power is synonymous with leadership. But in reality, they are not the 

same concepts though leadership does not exist without power (Nweke, 2014). That means, one 

cannot lead without power. Thus, it is important to reflect on power to lay a theoretical basis for 

responsible leadership (Nweke, 2014). As discussed by Goncalves (2013), leadership in any 

organization is solely achievable through the blend practice of power and authority. Although 

scholars have disclosed this fact, ample evidences were not yet obtained in the earlier studies 

regarding the link between power and leadership. Therefore, more investigations have to be done 

to show their relationships in connection to teacher commitment. 
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Furthermore, leadership styles and teacher commitment are also closely related concepts. 

Forgoing studies have shown that leadership styles have an influence on the level of teacher 

commitment (Chen, 2004; Dale & Fox, 2008; Lok & Crawford, 2004; Rowden, 2000). 

Therefore, understanding the influence of school leaders‘ leadership style on teacher 

commitment is vital to know more about the appropriate leadership style in secondary school 

context. In summary, the three dimensions of teacher are influenced both directly and indirectly 

by school principals‘ leadership styles and power sources. 

In general, teacher commitment in secondary schools of Ethiopia has not been adequately 

investigated and documented in relation to school principal power sources and leadership styles. 

However, a lot has been done in examining the relationship between teacher commitment and 

leadership styles (LS) (Feleke, 2014; Million, 2016, Temesgen, 2011); as well as between 

teacher commitment and power source (Teimouri et al., 2015).  

Given all this background, it is important to deal with power source, leadership style and 

teacher commitment (the focal constructs of the paper) in a school setting because they are the 

important aspects of the school management and should be treated together so as to increase the 

school performance. More importantly, it is essential to examine the nexus among principal 

power source, leadership style and teacher commitment in greater details in the secondary school 

context to understand more about their relationships and interaction among these three variables 

and their influence on the school success.  Hence, this study aimed at investigating the principal 

power source, leadership styles and teacher commitment in the context of the Ethiopian 

education sector in general and that of the South Nations, Nationalities and People‘s Regional 

State (SNNPR) secondary education in particular: Nexus and challenges in focus. 
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1.2. Statement of the problem 

As background information, the focus of the present study is provided in the preceding 

section in such a way that sets the research agenda.  The focus of the present study is dealt from 

the perspectives of policy documents and recent theoretical and empirical contributions. The 

policy documents justified the importance of dealing with power source, leadership style, and 

teacher commitment to the end of assuring quality education. This is further corroborated in the 

empirical research findings in different contexts.  Further, the focus of the link among principal 

power source, leadership style and teacher commitment is critically emphasized. Importantly, 

this is the case in an Ethiopian educational setting where practical, theoretical, and research 

problem are prevalent as discussed below.  

Needless to say lack of quality education is the problem in Ethiopian education system.  

In particular, this problem is prevalent in secondary schools. To address the problem attempts 

has been made by government and non-government organizations. To mention some, the 

Education and Training Policy (ETP) (1994), Growth and Transformation Plan II (GTP II) 

(2016), General education quality improvement package (GEQIP) (MoE, 2007) and other 

International and Regional agreements such as Education for All (EFA) (1990), and Sustainable 

Development Goals (SDGs) (2015) and Education sector development program (ESDP V) 

(MoE, 2015) have  given due emphasis to improve quality education by building the capacity of 

teachers, principals, supervisors and experts at various level.  

More importantly, the Government‘s current vision for education development described 

in the ESDP V  tend  to give  high priority to management and leadership of school principals so 

that they can discharge their duties and responsibilities (MoE, 2015) though they are working in 

a difficult situation. 
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Different researchers tried to investigate the bottle necks of school principals power 

source, leadership style and teacher commitment. The main challenges are school principals‘ 

competence problem, absence of teacher commitment, high employees‘ turnover, school 

principals‘ lack of understanding of the power sources and leadership styles, school principals‘ 

lack of experience in leadership position (ESC, 2015; Le Roux, 2012). Other external factors 

related to political-legislative (legal and policy framework), economic, social, and technology 

also affect the organization (Voiculet et al., 2010). Allen (2004) further argued that incorporating 

political interests in school decision making can make the business of school difficult to manage. 

Besides, Berihu and Mewcha‘s (2015) qualitative study clearly revealed that political ideology 

has been observed as an obstacle in schools‘ decision-making process.  

All the above challenges related to school principal power, leadership and teacher 

commitment affect quality. Though remarkable achievements has been obtained in expanding 

access, but quality education is still a problem in many secondary schools of Ethiopia (Goshu & 

Woldeamanuel, 2019). Although the role of school principals is remarkable in addressing school 

problems that guides transformational change (MoE, 2015), the school leadership is not effective 

as expected. 

  The problem of quality education is also visible in the student achievement is not 

exhibiting a promising progress in secondary schools. In Ethiopian secondary schools, student 

achievement is becoming low due to a number of reasons. These reasons might be teachers‘ 

inadequate training, teachers‘ low commitment, poor quality service, poor working conditions 

and teachers‘ absence of interest in their profession. Recent research finding by Getahun and 

Jibat (2018) in Ethiopian secondary schools indicate that teacher qualification, teachers‘ working 

conditions and interests had a direct effect on students‘ academic performance. Moreover, Goshu 
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and Woldeamanuel (2019) further indicate that the learning achievement in education system 

remains unacceptably low. 

Previous studies are concerned with the problem of quality education in Ethiopia 

identified power source, leadership style, and teacher commitment as contributing factors for the 

deterioration of quality education in Ethiopia. Research findings further indicated that, among 

other factors, factors like the way principals practice their leadership roles, their willingness to 

involve teachers in decision-making process‘ their readiness to share their authority and 

responsibilities, their ability to establish good communication and interaction, the way they 

motivate and utilize teachers strongly affect teachers‘ commitment and students‘ achievement 

(Bogler, 2002; Flores, 2004; Fullan, 2005; Ross & Gray, 2006) as well as quality education. 

In the above studies (Amente, 2014; Berihu & Mewcha, 2015; Getahun & Jibat, 2018; 

Goshu & Woldeamanuel, 2019), the researcher understood that most of the problems in relation 

to quality education, student achievement, leadership, teachers‘ interest, qualification, poor 

working conditions are caused in one way or another by the principal use of power and 

leadership style, teacher commitment or due to cumulative effect of those variables.  

Further, previous experience and observation of the researcher confirms the prevalence of 

such problems in the present research setting. I have also specifically heard different complaints 

from teachers and students about principals‘ low leadership competence, absence of teachers‘ 

commitment, and teachers‘ absence of interest to teach students and low students‘ achievement. 

The researcher has also noted that school principals are confronted by external and internal 

challenges. Moreover, they are working under big pressure from the local authorities. The 

probable causes for this might be political interference, high dependence on various legislations, 

rules, and regulations, lack of the required resources and infrastructure, limited power, and 
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principals‘ capacity gaps. In general, power source, leadership style and teacher commitment and 

their association are among the many determinants of quality education and students 

achievement. 

As a result, the following research gaps were identified in relation to the previous studies. 

The first gap identified in the previous studies was contextual gap. Several studies that have been 

conducted so far were done in non-Ethiopian context (for example, Ali, Sidow, & Guleid, 2013; 

Andrew, 2012; Bagci, 2015; IQBAL et al., 2016; Lee & Low, 2008; Lunenburg, 2012;  Yin, 

2010). Nevertheless, the present study focused on the Ethiopian context in general and in 

secondary schools in particular.  

The second gap was methodological gaps. The previous studies were conducted in a 

fragmented way using quantitative research method and small sample size (Andrew, 2012; 

Bagci, 2015; IQBAL et al., 2016; Lee & Low, 2008; Lunenburg, 2012).  It is thus, appropriate to 

look in depth using mixed research method and large sample size to see the relationship among 

school principal power source, leadership style and teacher commitment.  

Moreover, the previous studies were focused on two variables only: between leadership 

style and teacher commitment (Feleke, 2014; Million, 2016; Temesgen, 2011); power source and 

teacher commitment (Jalilvand & Nasrolahi, 2015; Teimouri et al., 2015); and power source and 

leadership style (Gale, 2009; Mordedzi, 2015). However, none of the studies are done on the 

three variables (power source, leadership style and teacher commitment). The present study 

focused on the above three variables which were not adequately addressed in the previous 

studies. 

In general, studies on the above topic are scarce or non-existent in the Ethiopian context, 

particularly in secondary schools. Thus, investigating the three constructs (power source, 
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leadership style and teacher commitment) is very relevant to understand the missing gaps and 

support to prepare possible strategies to alleviate the problems.   

In summary, from the above study findings, it is possible to say that researchers have 

tried to conduct studies on the nexus between leadership style and teacher commitment; between 

power source and teacher commitment, and between power source and leadership style (Feleke, 

2014; Million, 2016; Temesgen, 2011). However, adequate and well-documented study has not 

been done in the nexus among the three variables: principal power source, leadership style and 

teacher commitment. 

To sum up, as far as secondary schools in Ethiopia are concerned, to date, to the 

knowledge of the researcher, there has been no adequate empirical research undertaken regarding 

the link among school principal power source, leadership style and teacher commitment in 

Ethiopian secondary schools. Therefore, it is important to see the three variables together in 

detail to look their nexus among the three variables and their contribution to the school goal 

attainment in order to address the missing gaps. Having these claims in mind, the researcher 

conducted this comprehensive empirical study. More importantly, the above problems in the 

study area and research gaps from the empirical reviews necessitate this study.  Therefore, this 

research is considered as important to examine the link among the three variables and provide 

opportunity to meet gaps in research require further empirical data about the study topic. Hence, 

the following questions guided the investigation:  

1. What are the dominant sources of power and leadership style that school principals exercise in 

secondary schools of SNNPR as perceived by teachers? 

● What source of power do school principals exercise in secondary schools of SNNPR as 

perceived by teachers? 
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● What is the dominant leadership style that school principals exercise in secondary schools 

of SNNPR as perceived by teachers? 

2. To what extent are power source and leadership style that the school principals exercise 

related to teacher commitment in secondary schools of SNNPR as perceived by teachers? 

● What is the link between school principals‘ power source and teacher commitment in 

secondary schools of SNNPR? 

● What is the relationship between school principals‘ leadership style and teacher 

commitment in secondary schools of SNNPR? 

● What is the relationship between the power source dimension (personal, position) and 

leadership style in secondary schools of SNNPR? 

● What is the relationship between dimensions of leadership style (transformational, 

transactional and laissez-faire) and power source? 

3. Is there a statistically significant difference between school principals‘ self-rating and 

teachers‘ rating in use of power source, leadership style and teacher commitment in secondary 

schools of SNNPR? 

4. Is there statistically significant variation amongst power source, leadership style and teacher 

commitment as a function of sex, marital status, age, experience, academic career /rank and 

educational level in secondary schools of SNNPR? 

5. What are the challenges that affect the principal power source, leadership style and teacher 

commitment in secondary schools of SNNPR? 

           Besides, the following hypotheses were formulated to predict the research findings. The 

rationale for using the hypotheses was that there were adequate previous research findings that 
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predicted the relationship between power source and teacher commitment; leadership style and 

teacher commitment. This implies that the research questions lead to a hypothesis that states the 

predicted outcome for the study. In relation to this, Creswell (2009) indicates that research 

questions and hypotheses become indications for explaining the purpose of the study and guiding 

the research. In short, the research question grows into a more specific research hypothesis that 

predicts a particular relationship between the independent (power source and leadership style) 

and dependent variables (teacher commitment). Based on this, the following hypotheses were 

formulated. 

H0 1. There is a statistically significant relationship between the school principal power source 

and teacher commitment of secondary schools of SNNPR  

H0 2. There is a statistically significant relationship between the school principal leadership 

styles and teacher commitment of secondary schools of SNNPR  

H0 3. There is statistically significant variation between principals and teachers regarding power 

source, leadership style, and teacher commitment in secondary schools of SNNPR.    

H0 4. There is a statistically significant relationship between power source dimensions (expert, 

reward, referent, coercive, legitimate and information powers) and leadership style in secondary 

schools of SNNPR.    

H0 5. There is a statistically significant relationship between leadership style, dimensions 

(transformational, transactional and laissez-faire) and power source in secondary schools of 

SNNPR. 
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H0 6.   There is statistically significant variation amongst power source, leadership style, and 

teachers‘ commitment as a function of sex, age, marital status, experience, educational level and 

academic rank.    

1.3. Objective of the Study 

 The main objective of this dissertation was to examine the nexus among school 

principals‘ power source, leadership style and teacher commitment. More specifically, the 

research had the following specific objectives: 

● To identify the dominant power source and leadership style school leaders exercise  in the 

secondary schools of SNNPR  

● To examine the relationship between power source and leadership style that the school 

principals exercise and teacher commitment  in secondary schools of SNNPR as 

perceived by teachers 

●  To examine the statistical magnitude of the difference between school principals and 

teachers‘ perception towards use of power source, leadership style, and teacher 

commitment in secondary schools of SNNPR 

● To assess how statistically significant is the variation in power source, leadership styles 

and teacher commitment as a function of sex, marital status, age, experience, academic 

rank and educational level in secondary schools of SNNPR 

● To identify the major challenges that affect the principal power source, leadership style 

and teacher commitment in secondary schools of SNNPR 

1.4. Theoretical Framework 

This section deals with the theoretical foundation of this study. Imenda (2014) indicates 

that a theoretical framework is the use of a theory, or several concepts drawn from one and the 
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other theory, to give a description of an event on a specific occurrence or research problem. 

Accordingly, this research is grounded in French and Raven‘s (1959) Power Bases theory, Bass 

and Avolio‘s (1985, 2004) Full Range Leadership theory, and Meyer and Allen‘s (1991) three 

dimensions teacher commitment. Besides, this section presents the external environments and its 

influence on school principals‘ power source, leadership style and teacher commitment. 

As presented in the literature section, power sources are comprised of six main elements:  

expert, referent, reward, legitimate, coercive and information. French and Raven‘s initial model 

was comprised of five sources of power. Raven (1965) then added the sixth power source, i.e., 

information power. French and Raven classified power bases into two categories, namely the 

position and personal power. Position powers are vested in the position or rank in an office. 

These include reward, legitimate, coercive, and information power (Yukl, 2013). On the 

contrary, personal power is vested in the person him/ herself. It comprises referent and expert 

power. In general, principals‘ sources of power have paramount influence on teachers‘ 

commitment.  

Consistent to power source of school principals, leadership styles, conversely, encompass 

three elements, namely, transactional, transformational, and laissez-faire. Bass (1985) initial 

theory incorporated three dimensions of transformational leadership style (idealized influence, 

intellectual stimulation, and individualized consideration) and two transactional style dimensions 

(passive management by exception and contingent reward). After an amendment of his theory, 

one more transformational behavior (inspirational motivation) and an additional transactional 

behavior known as active management by exception were included (Bass & Avolio, 1985). The 

idealized influence is split into two parts: idealized influence behavior and idealized influence 

attributions (Bass & Avolio, 2004). The new elaborated concept of Full Range Leadership 

Theory (FRLT) (1985) has changed in the nine-factor model consisting of three transactions 
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leadership factors (passive management by exception, active management by exception and 

contingent reward), five transformational leadership‘s factors  (idealized influence, idealized 

behavior, intellectual stimulation, inspirational motivation and individualized consideration), and 

one laissez-faire leadership factor.  

Consistent to power source and leadership style, teacher commitment consists of three sub-

types: continuance, affective and normative commitment that was developed by Meyer and Allen 

(1991). To evaluate the level of teacher commitment, the teacher commitment questionnaire 

(TCQ) is applied. The teacher commitment questionnaire consists of 16 items (6 items for 

affective, 5 for continuance and 5 for normative commitment). The three-component model 

developed by Meyer and Allen has been subjected to the maximum empirical study and has 

arguably received the greatest support (Meyer et al., 2002; Meyer & Allen, 1997). Meyer and 

Allen (1991) discussed that one of the most significant reasons for identifying the various forms 

of teacher commitment was that they have very different implications for behavior. Allen and 

Meyer (1991) found that the three components of teacher commitment are associated one another 

and are related to job satisfaction, job involvement, and work-related commitment (Lo et al., 

2009). 

To sum up, the researcher used social power theory, full range leadership theory and three 

components of teacher commitment theory in the present study to examine the nexus and 

challenges related to principals‘ power source, leadership style and teacher commitment in 

secondary schools of SNNPR.  

In brief, the comprehensive conceptual framework in Figure 1 below suggests that the 

external and internal environment affects the power source and leadership style of school 

principals. School principal power source and leadership style in turn directly and indirectly 
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influence teacher commitment. Figure 1 correspondingly presents the conceptual model which 

describes specifically the link among the six power sources, three leadership styles and three 

teacher commitments. This conceptual framework is developed from literature and research 

findings of various articles. It primarily depends on Lee and Low (2008), Sani, Keskin, and Bas 

(2013) and Khan‘s (2016) conceptual frameworks. The model shows that power sources and 

leadership style relate to teacher commitment. In this model, power source and leadership style 

are regarded as independent variables and teacher commitment is taken as dependent variables. 

Consequently, having its roots in French and Raven‘s (1959) Power Source Theory/ Framework, 

Bass and Avolio‘s (2004) Full Range Leadrship Model, and Allen and Meyer‘s (1991) Three 

dimensional teacher commitment Model and with the intention to explore the link of school 

principal power source, leadership style and teacher commitment in secondary schools of 

SNNPR, this study has the following conceptual model: 
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     Figure1. Conceptual framework of power sources, leadership style, and Teacher commitment.  

               Source: Khan (2016), Lee and Low (2008), and Sani, Keskin and Bas (2013)
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Description of the Conceptual Framework 

As depicted in the above figure, the conceptual framework is developed to explain the 

relationship of school leaders‘ power source, leadership style and teacher commitment in 

secondary schools of SNNPR and its challenges. In the framework, there are external and internal 

environments that influence school leaders‘ power source, leadership style and teacher 

commitment. The internal factors include organizational culture, resources, and leader‘s capacity 

and other related factors. The external environment encompasses the country‘s political and 

administrative organizational systems, and social contexts that have a broader impact on the issue 

under study. 

First, it is important to take into consideration the policy and administrative framework in 

the country (Santiago, 2002). This affects the leadership style and the power source of principals. 

The Education and Training Policy (1994) clearly states the decentralized management of the 

education system. This has serious implications on school leaders‘ power and autonomy. The 

decentralized system gives more power to school principals, though this is not seen in the practice. 

Besides, the political stability of the country and the government‘s commitment to several 

international agreements also has an effect on the leadership of the school.  

Besides, examining the level of economic development, and financial and budgetary issues 

that may affect the development of educational systems is worth understanding since it determines 

the resources available to the education sector. The school leader‘s power is determined in the 

resources that they have at hand. If the resources are important, scarce and non-substitutable, the 

power of the school leader increases. Another point to be considered in the framework is the social 

context - the societal values towards teaching as a profession and teachers, the morale of the 

teaching force, and teacher commitment and professional satisfaction. This has an impact on the 

school leaders‘ power source, leadership style and teacher commitment. 
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Overall, the external and internal environment shape the school leader power source and 

leadership style and school leader power source and leadership style in turn influence teacher 

commitment. School leadership, therefore, should respond to changing policy environments, links 

schools to their surrounding environments, bridges the gap in education policy and practice and 

also plays a major role in educational reform (Beatriz et al., 2008). 

1.5. Significance of the Study 

The study examined the nexus among principal power source, leadership style and teacher 

commitment and its challenges in secondary schools of SNNPR. Results from this research are 

important for principals, educational policy, educational practice, and future research. 

Theoretical Significance: This research has theoretical significance. That is, theoretically, 

it could add information to the existing literature in the area of power source, leadership style and 

teacher commitment as well as intellectual discussion on the question of whether leadership 

matters in the performance and consequences of   schools by taking the essential role of committed 

teachers in to account. 

Practical Significance: One of the practical contribution of this study is it helps to 

understand better about the principal  power source and  leadership style and teacher commitment, 

how principals use their power source, leadership style and manage school resources; how they 

lead teachers and what obstacles they face in the Ethiopian education context. Moreover, it may 

improve school principals‘ awareness on the extent of influence of their behaviors and action on 

teacher commitment. As a result, they deliberately target their drives for improved teacher 

commitment and may modify their leadership style and power source in line with the situation of 

the school context. Besides, if positive relationship among principal power source, leadership style 

and teacher commitment exists, students‘ achievement and quality education could improve. This 

study is expected to provide a better understanding in relation to the relationship among principal 
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power source, leadership style and teacher commitment in Ethiopian contexts. It may also serve to 

principals to understand the teachers‘ reaction towards each managerial power source, and 

leadership styles. Furthermore, this study may help school principals to adapt and employ the 

power source, and leadership style depending on their school situation and teacher interest. 

Practically, the findings of this study are thought to inform the practice of school principals in 

relation to their power source and leadership styles and the implications of teacher commitment.  

Educational Policy Significance: In broader aspects, this research is relevant for education 

policy makers, MoE and SNNPR Education Bureau authorities as they review policies and develop 

new guidelines or modify the existing guideline in connection with the training, certification and 

recruitment of school principals and teachers. Furthermore, the research is significant for policy 

makers and decision makers to give due emphasis for principals and teachers if their emphasis is to 

improve teacher commitment, student achievement and quality education. Moreover, it may 

provide relevant information for education officials at all level for building school principals in a 

way they contribute to the teacher commitment and conducive teaching and learning environment.   

Research Significance: this research may help for diverse groups of concerned bodies, 

other stakeholders such as local level government offices, NGOs, Universities, Colleges, schools, 

and academic researchers who want to carry out similar studies in the context of the Ethiopian 

secondary schools both in public and private secondary schools may also get benefit from this 

study as it can serve them as a guide. These stakeholders may also use it as a secondary source of 

data at this particular regional and zonal level.  

In summary, this study, therefore, is noteworthy because it opens new understandings in 

academic areas by emphasizing the under explored study area. It is also vital to state that this 

current study will increase the awareness of all stakeholders and encourage school leaders, 

education authorities at all levels, policy makers in education and strategic education planners to 

examine the best practices used in another place to ameliorate the quality education.  
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1.6. Delimitations of the Study 

 This dissertation was delimited in terms of variables, level of education and type of 

schools. First of all, this study did not include all the leadership styles, power sources and teacher 

commitment dimensions. It was, therefore delimited to the study of six school principal power 

source (expert, referent, reward, coercive, legitimate and information powers), three leadership 

style (transformational, transactional and laissez-faire leadership styles) and  three teacher 

commitment dimensions (affective, continuance and normative commitment). Besides, in terms of 

educational level and school type, this study was delimited to government general secondary 

schools encompasses grades 9 and 10 at SNNPR region, Ethiopia. To sum up, in this study the 

following models or theories were used developed by: 

 French and Raven‘s six social power theory (legitimate, reward, coercive, information, 

expert and referent)  

 Bass and Avolio‘s (1995 and 2004) Full Range Leadership Theory (transactional, 

transformational, and laissez-faire)  

 Meyers and Allen‘s (1991) three dimensions teachers‘ commitment components (affective, 

continuance and normative) and  

 Demographic variables (sex, age, marital status, educational level, educational experience 

and academic rank).  

1.7. Definitions of Key Terms 

Power Source: refers to the approaches that school principals employ to influence the behavior, 

action and attitude of teachers. Power source is also applied to understand the mission, goals, 

practices and tasks that exist within a school system (Nweke, 2014). According to French and 

Raven (1959), power sources are categorized into six components- legitimate, reward, coercive, 

information, expert, and referent powers. 
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Reward Power: The school principals give rewards to teachers‘ who perform well in monetary 

(money, bonus, incentives) and non-monetary (promotion, better job assignment, training 

opportunity, recognition) form to motivate them. In general, reward power occurs when the teacher 

perceives the principal as being able to reward him or her. 

Coercive Power: The school principals punish teachers who do not carry out their duties and 

responsibilities properly. Punishment includes cut teachers‘ salary, demotion, blame, preventing 

them from getting training opportunity to discourage their bad behavior or practice in the school. 

In short, coercive power occurs when the teacher perceives the principal as being able to punish 

him or her. 

Legitimate Power: The school principals‘ right to give orders; makes the request and the teacher 

has the obligation to obey the principals‘ order because the principal has a formal authority. The 

principal's power stems from his or her assigned title or position, more so than the interpersonal 

relationship that the teacher has with the principal. 

Expert Power: The school principals‘ knowledge, skills and competence as well as their problem 

solving skills to lead the school and understanding about the best way to do something. The 

teachers always follow the school principals because they trust them and understand their 

leadership quality. In simple terms, expert power occurs when a teacher perceives the principal as 

having competence or expertise in a particular area. 

Referent Power: The school principal ability to attract the teachers by using his / her charisma 

and good personality. The teacher obeys because he/she admires or identifies with the school 

principal and wants to gain the principal‘s approval. The teachers follow him/ her because he / she 

likes his / her charisma. Referent power occurs when the teacher identifies with the principal. The 

teacher perceives the principal as being a role model. 
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Information Power: the school principal capacity to provide access to vital information and 

control over its distribution to teachers. The teachers often depend on the school principals to get 

current information related to their job and profession. 

Leadership Style: is set as the practice of behavior that school principals exhibit in order to attain 

school goals. Josanov-vrgovic and Pavlovic (2014) define leadership style as principals‘ manner in 

a functioning process, which influence teachers to exert their effort to overall school performances. 

In this instance, the influence is in the direction of the entire school‘s functioning 

Transformational Leadership Style:  is concerned with the school principal‘s capacity to 

motivate, encourage, support, and improve the performance of teachers and developing teachers to 

their fullest potential. The principal makes the teachers innovative and creative to solve their 

problem. 

Transactional Leadership Style: is based on more in exchanges of reward and punishment 

between the school principal and teachers, in which teachers are rewarded for meeting specific 

goals or performance criteria. When the teachers demonstrate below the standard performance, 

they will be punished 

Laissez-faire Leadership style: is an inactive kind of leadership where the exchange between the 

school leader and the teacher is absent. The school principal roles are limited and passive. The 

principal has little participation in school decision making process. It represents the absence of 

leadership 

Teachers’ Commitment (TC): refers to a strong feeling of teachers to stay in a school; and their 

readiness to put greater effort and to accept the value, beliefs, and goals of the school to bring 

desired results.  Teacher commitment comprises of affective, normative and continuance 

commitment. 
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Affective Commitment: - is defined as an emotional attachment or ties of teachers to the school, 

identification with the school, and involvement of teachers in schools. According to Bagraim 

(2003) and Ware and Kitsantas (2007), it comprises a teacher‘s relationship with their school, their 

motivation to identify with and to tolerate challenging situation and their contribution to the 

success of the organization  

Normative Commitment: - is defined as teachers' feelings of obligation to remain with the 

secondary schools. It also consists of professionals‘ sense of responsibility to support the values of 

the school (Maheshwari et al, 2007).  

Continuance Commitment: - is defined as commitment of teachers based on costs that they 

associate with leaving secondary schools. The teachers want to stay in the school because leaving 

the school is costly to them and they prefer to continue working in the school.  It remains in the 

teaching profession because of lack of alternatives or possible disruptions resulting from leaving 

their jobs (Ware & Kitsantas, 2007).  

Environmental Factors:  are factors that are beyond the control of the organization and have 

greater influence on the school principal power source, leadership style and commitment. It 

includes the political, economic, social, technological, and cultural factors. 

1.8. Organization of the dissertation 

This dissertation is organized into five chapters. Chapter 1 deals with the introductory 

section consist of background, problem stating, the purpose of the research, basic research 

questions, significance, delimitation, and definition of operational terms.  The second chapter 

presents both definitions of concepts associated with power source, teachers‘ commitment and 

leadership style and its challenges. This chapter also comprises a review of relevant literature and 

empirical studies at local, national and international context to recognize the knowledge gaps. In 

addition, the theoretical foundation, hypotheses and conceptual model which the paper has 
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embedded is a component of this chapter. The third chapter gives emphasis for detailed 

methodological approaches including, research design, research site, sampling strategy, sources of 

data, instruments of data collection, data analysis methods, and ethical issues. Chapter four treats 

the data presentation, analysis and interpretation. The last chapter deals with major findings, 

conclusion and recommendation.  
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Chapter 2: Review of Related Literature 

In chapter two, the review of related literature is discussed in detail. In this section the 

relevant theoretical foundations for the issues under study are also presented. In essence, the 

research identifies, evaluates and synthesizes the relevant literature, particularly in the field of 

study. The studies reviewed below are useful in developing and testing some of the maintained 

research questions. It also lightens how knowledge has grown within the subject of study, stress 

what has already been done, what is generally accepted, what is emerging and what is the current 

state of thinking on the topic. In addition, the research has identified the gap and articulates how a 

particular research project could address the gaps. Based on the review of the literature, it 

formulates the conceptual framework of the study.  

Hence, in this section, the researcher addressed several issues related to power source, 

leadership style and teacher commitment. These include the notion of power and classification of 

power sources, leadership theories and styles, the concept of teacher commitment and its various 

classifications and antecedents, the concept of organization, the link among teacher commitment, 

leadership style, and power source, several empirical and local studies in relation to a power 

source, leadership style and teacher commitment, challenges related to the three variables and the 

theoretical as well as a conceptual framework. 

2.1. Power: Concepts, and Classifications  

2.1.1. The Concept of Power 

The concept of power has remained very valuable for understanding how people can 

influence one another in organizations (Yukl, 2013) though mutual consensus has not been reached 

among scholars due to various conceptualizations of the term. Lewin (1941) transformed the study 

of leadership by introducing the concept of social power to see the gap between interpersonal force 

and resistance. Following Lewin, French and Raven (1959) defined leadership in terms of 
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differential power relationships. Since then, various definitions have been given by scholars. For 

example, Daft and Lane (2005), Yukl (2013), and Patrick (2012) defined power as the ability to 

influence the behavior and attitudes of individuals and events to achieve organizational goals. 

However, Morriss (2002) defined power as neither a thing, nor an event but rather a natural 

capacity. Rees and Porter (2008) on the other hand, viewed power as the ability to bring together 

the required resources (human, material, and information) to get things done. An interesting 

definition is offered by R. Dahl as cited in Bass (2008). He defined power in a bit different form 

like the greater B‘s dependency on A, the better the power A has over B. Northouse (2016) further 

uncovered that power is an interpersonal concern for leaders and followers. Xia (2014) also 

strengthened the two authors‘ view as follows; power is not only a natural capacity but also a 

socially relational capacity. 

 In general, scholars have conceptualized power in numerous ways depending on their 

theory and discipline. Little agreement was reached among scholars in the basic definitions of 

power. For instance, sociologists define power as a specific and not a generalized capacity. So it 

depends on specific relations. Social psychologist like French and Raven (1959) define power as 

the potential ability of one group or person to influence another within a given system. Exchange 

theorists see power as derived from imbalances in social exchanges. In this case, when teachers 

have inadequate resources, they obliged to obtain resources from others. Of these definitions, the 

definition given by French and Raven (1959) is the most widely used definition in several research 

works. 

In summary, scholars have used several terms in their definitions of power. For instance, 

one of the terms used frequently by scholars is influence. Power is an influence to change the 

behaviors and attitude of teachers. To influence teachers‘ attitude, and behavior, school principals 

need power. Another important word used by scholars in their explanations of power is capacity. 

School principals in secondary schools need to have the capacity to influence and convince 
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teachers. Therefore, they must build their capacity through formal education, training and 

experience. Power is also taken as relational that means it is determined by the relationship 

between a school principal and teachers. It is also seen as a dependency of A (teachers) on B 

(school principals) to get resources. This implies that teachers‘ dependency on school principals 

increase when the principals have more resources at their hands. When the principals have control 

over resources is high, their power on teachers will be high. This is because teachers have their 

own unsatisfied needs and these unsatisfied needs lead to dependence upon principals. Therefore, 

secondary school principals ought to have a clear understanding of the different conceptualizations 

of power and use it in a proper way so as to achieve their organizational goals. Particularly in the 

secondary school context, power should be used to raise, empower, solve the problems of teachers 

rather than destroy, and   force them. 

2.1.2. Classifications of Power Sources   

 Scholars have made several categorizations of power sources in different disciplines since 

1957 (Blickle et al., 2002; French & Raven, 1959; Kelman, 1961; Krause, 2004; Lehmann, 1969; 

Mudler et al., 1986, Yukl, 2013). For example, French and Raven (1959) classified power source 

in six as legitimate, reward, coercive, information, expertise and referent. Kelman (1961) on the 

other hand, categorized power source in three as attractiveness, credibility and means control 

resembles. Lehman (1969), on the other hand, classified power source as remunerative, force, and 

normative powers. Mulder et al. (1986) alternatively, identified sanction, expert formal and open 

communication as power sources. Blickle et al. (2002) identified two power sources, including, 

sanction power and referent power (personal power). Yukl (2013) also classified power source as 

personal and position power.  

Despite a range of classifications, French and Raven‘s (1959) classification of power 

sources have become the most widely applied classification in research. Their classification covers 

the fundamental power sources proposed in the literature. French and Raven‘s classification of 
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power sources can be classified broadly into personal (expert, referent) and position power 

(legitimate, reward, coercive and information). Daft and Lane (2005) defined position power as the 

possible influence that originates from having a certain position in an office. Personal power 

instead is the school principals‘ capability to impact teachers and is derived from the personal 

quality, interpersonal skills and the attractive nature or personality of a school principal (Daft, & 

Lane 2005; Yukl, 2013). In view of this, this review commences with a careful elaboration of the 

French and Raven framework and later amendments by Raven in 1965. This review attempts to 

acquire the greatest applicable power source classification in managerial settings. In the following 

section, French and Raven‘s sixth power sources are reviewed including, legitimate, reward, 

coercive, expert, referent and information power. 

Legitimate power is an official or formal power of principals that is grounded on a position 

in an institution (Yukl, 2013). It is linked with having a position or regular work authority 

(Northouse, 2016). In a school context, the school principal has the right to give orders to his/ her 

teachers using the position he/she holds (Gale, 2009). That means his/her legitimate power is 

regularly connected with possessing rank in a given position (Northouse, 2016). Legitimate power 

is conceptualized as the relative position and duties of the principal‘s position within an 

organization. It is determined by a school principal‘s position within the hierarchy of the 

organization (Schulz & Teddle, 2001).  

According to Le Roux (2012), legitimate power is offered for school principals to control 

the functions of teachers and to assign several duties and responsibilities for teachers. However, it 

is problematic for forecast legitimate power and largely it is unstable since it is linked with the title 

of principals. When a school principal, for instance, loses his/ her title or position, his/ her 

legitimate power can rapidly disappear since teachers are influenced by the position not by the 

school principal him/ herself. Legitimate power of the school principal is also vested in education 
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laws and policies, which include the formal roles, duties and responsibilities and position of the 

principal. In MoE (2002) policy guidelines, the school principals coordinate activities, give orders 

and direction for teachers, make decisions, and take disciplinary measures on teachers and students 

when they violate or break the rules and regulations of the school. 

School principals‘ scope of authority of the legitimate power differs from levels to levels 

and is often either stated in written form in documents or appeared verbally (Yukl, 2013). Teachers 

and other administrative staff play a significant role in the use of legitimate power.  If teachers 

believe the application of power as legitimate, they obey (Gibson et al., 2012). Legitimate power 

also covers a relatively narrow range of influence and, therefore, it may be unsuitable to violate 

these limits (Greenberg, 2011). For example, a school principal may rely on legitimate power 

when requesting the secretary to type and fax a school document, however, it would be a misuse of 

power for the principal to request the secretary to type his/her son's homework or assignment. This 

does not mean that the secretary might not take on the task as a favor, but doing so would not be 

the direct consequence of the principal‘s formal authority. Hence, school leaders should use their 

legitimate power carefully because this type of power is based on using various guidelines, rules 

and legislation. Le Roux (2012) further noted that legitimate power is prescribed by education 

laws and policies. 

According to Yukl (2013), legitimate appeal should be polite, prepared in a strong and 

confident manner to reduce the status gap instead of an arrogant request. But, making a respectful 

appeal does not mean that the school principal must beg or appear apologetic about the request. On 

the other hand, a request that appears to be illegitimate is required to be ignored or otherwise 

resisted, especially if the requested activity is also repetitive, unsafe, or hostile. If there is some 

doubt about the right to give a request, its legitimacy should be verified by the school principal. In 
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a crisis situation, a direct order in a command tone is sometimes vital to change teachers to take 

immediate action (Yukl, 2013).  

Reward power is also a source of power that highly depends on the capacity of the school 

principal in providing various types of rewards including acknowledgement, merit awards, 

promotions, incentives to others (Gale, 2009; Le Roux, 2102; Northouse, 2016). It involves control 

over desirable resources and rewards (Yukl, 2013). It derives from school principal‘s capacity to 

exert his/ her influence on the distribution of incentives in a school. These incentives consist of 

salary raises, promotions, and positive feedback. For instance, a school principal who gives 

rewards to teachers for hard working is using reward power.  

Reward power is paramount in secondary schools when the teacher is exceedingly 

dependent on the school principal for getting the reward and cannot get it any other way. It also 

relies somehow on official power and is best if the dependence on their school principal is high. It 

is enlarged if the school principal position is higher and control over scarce resources is better in 

the ladder of the institution. The MoE (2002) guideline also indicates that principals should reward 

and encourage teachers to carry-out their duties and responsibilities properly. It also depends not 

only on a principal‘s real control over resources and rewards, but also on the teachers‘ perception 

towards the school principals‘ ability and interest to fulfill their promises. The teachers‘ perception 

of the school principal‘s reward power is highly vital than the principal‘s real control over rewards 

(Yukl, 2013). Teacher comment affects principals‘ promotions and rewards, so the principals have 

inclinations to perform in a different way toward teachers after the feedback is in place in the 

organization (Mabey, 2001). 

Reward power in secondary school is expressed either in the form of tangible (e.g., raises 

incentives and bonus) or intangible (e.g., praise, promotion, and recognition) ways. In both cases, 

getting these anticipated results offers power to the school principals who control them. Generally, 
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reward power provides compensation, benefits and career progress in a form of pay increases, 

promotion, bonuses or other economic incentives needed for teachers. In addition, a better job 

assignment, a training opportunity, a better work schedule, and formal recognition such as awards 

are part of the reward power (Yukl, 2013). Therefore, it has to be used in a very careful manner, 

otherwise, it creates anger among teachers in a school. 

When rewards are used in a calculating way, this may cause confrontation rather than 

compliance (Northouse, 2016; Yukl, 2013). During this time, the authority to offer or refuse 

rewards may bring anger among teachers. So, the principal should aware when and for whom the 

reward is given. Even when the reward is eye-catching and illegal, resistance might happen. 

However, when reward power is applied in a flexible manner, it can be taken as a strong motivator. 

Strict adherence on rewards can cause failure of the system. The school principals are required to 

be a credible source of the reward in order to value by teachers. Even when the conditions are 

favorable for using rewards, they are expected to bring about compliance rather than commitment. 

A promised reward is doubtful to motivate teachers to use additional effort beyond what is 

required to complete the task. The teachers might be attracted to neglect facets of the duty not 

included in the specification of performance criteria or aspects not easily monitored by the school 

leader. 

Coercive power is also another source of power. It is the capability of a principal to punish 

or to use pressure to get agreement from teachers and to obey an order through punishment or 

sanctions (Gale, 2009). It often comes from having the ability of principal to penalize or punish 

teachers (Northouse, 2016). It is also rooted in teachers‘ perception that a school principal has the 

ability to punish them if they fail to conform to his or her request and for violation of rules and 

policies, orders and requests (Yukl, 2013). Coercive power is, therefore, a principal‘s ability to 

punish, fire or warning teachers.  
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The central goal of coercive power in secondary schools is compliance. Compliance is 

likely to happen if the school principal penalizes the teachers. The formal authority system of an 

institution usually specifies the legitimate use of punishment, which differs significantly from 

school to school. Teachers who are dependent on coercive power are either indifferent to or 

opposing. Yukl (2013) further argued that coercive power normally leads to temporary 

compliance, however, in the long-run, it creates dysfunctional behavior. Coercion reduces teachers' 

job satisfaction, production, creativity and leads to absence of commitment and teacher‘s 

withdrawal. 

The use of coercive power over teachers is limited to the counter power teachers possess 

over their school principals. On the contrary, opportunities for coercion of peers are usually very 

limited. Coercive power is related to a threat or warning and has an influence on teachers when 

they are not in accord with a request of the principal. The risk is perhaps explicit or it may be only 

a clue that a teacher will be excused for doing wrong. The probability of compliance is greatest 

when the risk is thought to be credible, and the teacher strongly desires to avoid the punishment. 

As argued by Yukl (2013), it is advisable not to use coercive power in secondary schools unless 

when needed because it has undesirable side effects on teachers and overall organizational 

performance. Coercion regularly provokes anger or hate, and it might cause revenge among 

teachers. As Crosby and Deming cited in Gale (2009), a fall in output and absence of creativity in 

secondary schools occurs when coercive power is applied.  

In schools, the greatest suitable use of coercion is to discourage behavior damaging to the 

institution, for example, illegal activities, theft, violation of rules, and irresponsible acts that 

endanger others in school context. Hence, care must be taken by school principals while exercising 

coercive power (Yukl, 2013). Moreover, when economic crisis or threats to the survival of the 

school happen, coercion may come to the forefront (Gale, 2009). More methods of punishment 
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might be applied by principals to prevent bad practices like demotion, suspension, reassignment to 

a less desirable job, or a discount in salary. In general, secondary school principals should reduce 

using coercive power. They can use it only when undesirable practices observe in their school. 

Expert power in its place is established on the teachers' belief that a school leader has job 

experience and knowledge (Yukl, 2013) and is based on teachers‘ perceptions of the school 

leader‘s competence (Northouse, 2016) or expertise. For example, a school principal who is well-

informed about how to lead teachers has expert power. For Roux (2012), expert power comes from 

specialized learning and arises from a leader‘s knowledge of information about complex situations. 

Gale (2009) further elaborated the idea that expert power can be acquired by demonstrating 

competence, such as  making decisions or initiating changes that prove success (Yukl, 2013). 

School principals with expert power are highly respected by schools for their problem-solving 

skills and performance in critical tasks. Their decision is also highly respected by teachers. 

The principal‘s expertise, knowledge is a source of power as long as others are in need of 

him/her for advice and assistance. When a challenge is more important to the teacher, the principal 

will possess greater power. Schools in recent times are becoming progressively more 

technologically multifaceted and specialized. Therefore, the need of expert power becomes more 

relevant by teachers at various levels in the secondary schools (Luthans, 2011). Some schools 

intentionally integrate teachers with principals‘ expert power in the top-level decision making 

(Nebus, 2006). As well, teachers sometimes expect a lot from their principal‘s expertise. 

Sometimes, expert power takes a broad view beyond the definite type of problem or task for which 

the principal has special expertise or knowledge. Sometimes, perceived expertise is mainly crucial 

than real expertise, since few individuals can gain influence from pretending to have special 

expertise. However, over time, as the principal‘s knowledge is put to the test, teacher insights of 

the principal‘s expertise are likely to become accurate mainly. 
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When the principal has numerous expert powers and is trusted as a reliable information 

source, the teacher may carry out a request without much explanation of the reasons for it (Yukl, 

2013). In most instances, the principal must support a proposal or request by making logical 

arguments and presenting evidence that seems credible. Successful influence depends on the 

principal‘s credibility and strong communication skills next to practical knowledge and analytical 

ability. Requests must be done in a clear, convinced way, and the principal has to avoid making 

opposing speeches or inconsistent positions (Northouse, 2016; Yukl, 2013). 

Expert power of principals has few limitations. One of the weak points is that as the 

principal offers his/ her knowledge to teachers, expertise will diminish gradually, particularly 

when the teachers reach to equal knowledge and skills of the principal (Yukl, 2013). 

Consequently, teachers‘ respect to the principal will gradually disappear. At last, the school 

principal has two choices, either not to share his/ her expertise or reduces his/ her authority. Both 

options have implications on either decreasing the strength of the school principal‘s expert power 

or weakening the school's success over time (Northouse, 2016; Yukl, 2013). 

Referent power is another source of principals‘ power and is based on interpersonal 

relationships and charisma of a principal and teachers‘ admiration or strong feelings of love, 

loyalty and personal liking of the principal (Northouse, 2016; Yukl, 2013; LeRoux, 2012). As Gale 

(2009) further indicated, referent power comes from teachers' respect for a principal and their 

desire to understand or imitate him or her. It also arises from charisma since the charismatic person 

influences others through the appreciation, esteem and trust. A charismatic principal can change 

the entire school (Tosi, Misangyi, & Fanelli, 2004). For example, a school leader who is loved by 

teachers has referent power (Northouse, 2016) and has a possibility to change the school 

positively. 



40 
 

In referent power, the school leader leads by example, show respect for the interest and 

feelings of teachers, exhibit trust and treat teachers fairly.  However, to achieve and maintain 

durable referent power, it usually requires predominantly excessive favors, and charm. Referent 

power eventually depends on the principal‘s character and integrity. Integrity is established by 

being truthful, expressing a consistent compilation of values, acting in a means that is in line with 

one‘s adopted values, taking personal risks to encourage and defend important values, and carrying 

out promises and agreements (Yukl, 2013). 

As further elaborated by Gale (2009), the strongest form of referent power involves the 

influence method named personal identification. A teacher who identifies with a school principal is 

usually ready to make great sacrifices to gain and maintain the principal‘s approval and 

acceptance. Such a teacher is interested to perform what the principal asks, imitate the school 

principal‘s behavior, and develop attitudes parallel to those stated by the principal. From 

experience, it is known that principal‘s expertise is not enough, but the principal‘s charisma, that 

form the foundation of our admiration for others in organizations matters too. Principals who are 

adored and appreciated by teachers can get others to go along with them simply because of a type 

of influence known as referent power.  

Strong referent power in secondary school will increase the principal‘s influence on the 

teacher even without an observable attempt by the principal to invoke this power. When a strong 

attachment of affection or friendship happens, it might be sufficient merely to ask the teacher to 

discharge to some degree. When referent power is not strong, it might be essential to raise the 

necessities of the link by creating a personal appeal. Another means to apply referent power is by 

being an example for others. When identification is strong, imitation is required to happen still 

without any conscious intention by the principal (Yukl, 2013). 
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Information power is last but not least power source of principals. It requires both having 

access to crucial information and regulating its distribution to teachers (Yukl, 2013). It is often 

rooted in the observation that the school leader has essential information due to having a certain 

position (LeRoux, 2012). Northouse (2016) further elaborated that information power results from 

possessing information that others want or need. It is based on the perception that the school 

principals have valuable information and are well-informed, up-to-date and also have the ability to 

persuade teachers. The school principal with the information power does not possess a strict 

interest to see the share of the professional; nonetheless they should keep modern with new 

research and have confidence in debating or are persuasive. Managerial positions frequently offer 

chances to get information that is not openly accessible to teachers (Yukl, 2013). Some access to 

information comes from a leader‘s rank in the organization‘s communication network.  

Although information power still exists, it is becoming a less stable power source in many 

of today's organizations. The reason is that technology has made it possible for additional 

information to be available to more people (Yukl, 2013). Consequently, information is usually no 

longer a unique asset of principals holding special positions. Extending this thought, however, 

when you consider the unique skills of those individuals who develop new technology, it is simple 

to understand why they are regularly very powerful teachers of today's organizations. When school 

principals have relevant and not substitutable information, teachers always depends on them and 

the principal has more power and control over teachers. 

Control over information makes it simple to interpret events for individuals in a way that 

serves the leader‘s interests (Yukl, 2013). The feeling of principals‘ expertise can be heightened by 

exaggerated reports of successful performance. School principals in managerial position often have 

enough right to the dissemination of information and to keep teachers dependent on them. This 

type of power is also accessible in a border - role position wherein a principal has primary 
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responsibility for dealing with outsiders who are essential for the continued prosperity and survival 

of the school.  

Overall, in the reviewed literature, French and Raven (1959) identified the six power 

sources. Of these power bases, legitimate, reward, information and coercive power are classified as 

position powers resulting from the rank that school principals hold in their organization whereas 

referent and expert power are personal powers vested in the person. Personal power relied on the 

person himself/ herself, whereas position power is obtained from the position itself. The six power 

sources have both merits and demerits. In general, the school principals can use various sources of 

power in combination to influence teachers. Although the various power sources have advantages 

and disadvantages, personal powers (expert and referent) are the most effective power source in 

school because they depend on principals‘ knowledge, expertise or competence, charisma and 

personal qualities. Overall, as a school leader, it is advisable to know when, why and how to use 

the various power sources and in what circumstances. Besides, they can apply both personal and 

position powers depending on the school situations. 

Moreover, the classifications made so far by various scholars are consistent with the French 

and Raven‘s classification. For instance, Kelman‘s power classification (i.e., attractiveness, 

credibility and means control) resembles French and Raven‘s referent, expert, coercive, and 

reward power respectively. Lehman‘s remunerative, force, and normative powers also resemble 

with French and Raven‘s reward and coercive power and referent, expert, and information power. 

According to Mulder et al., resources, expert, formal and open communication power is equated 

with the reward and coercive, expert, legitimate and information power of French and Raven. 

Overall, French and Raven‘s classification is the most comprehensive one and frequently cited in 

many research works. 
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The application of these power sources differs from school to school. Thus, understanding 

the school context and utilizing power ethically is vital to boost teacher commitment. For instance, 

legitimate power is used when school principals want to assign duties and responsibilities for 

teachers, to give orders for teachers and control school resources. This type of power is temporary, 

unstable and unpredictable due to a narrow span of time and disappears soon when the school 

principal loses his/her position. Reward power is on the other hand used to provide rewards 

including acknowledgement, promotion, benefits, incentives, training opportunity, recognition, and 

better job assignment for teachers and is applied in a flexible manner. It is expressed in the form of 

tangible (raise, bonus, incentives) or intangible form (recognition, praise). Coercive power is also 

used when there is a violation of rules and policies, orders and requests in school. It is used to 

discourage behaviors that damage the school, including illegal activities, theft and irresponsible 

acts that hurt the organization. Applying coercive power leads to reducing teachers‘ commitment, 

job satisfaction, productivity, creativity and teachers‘ withdrawal. Expert power is also used to 

solve school problems, improve organizational performance. Referent power is applied to increase 

the interpersonal relationship between a school principal and teachers, to fairly treat teachers and 

improve feelings of teachers. When teachers get the approval and acceptance of principals, they 

perform better and obtain greater satisfaction and role clarity. Information power is used to 

transmit relevant information for teachers, to become well-informed, and up to date. The school 

principal uses information power to persuade teachers. 

 To sum up, the principals in secondary schools obtain power from different sources. It can 

be obtained from the person‘s position in an organization (positional power), the role the person 

occupies, and his or her responsibilities (functional power). Besides, they get power from an 

organizational office, personal influence (personal power) or both, from informal forms of 

individual power and formal authority and prestige over others. Power can also be gained from the 

leaders‘ style, their interpersonal skill, organizational climate and human relation skills in the 
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society such as teacher-student, principal-teacher; from administrative and discretionary activities 

of leaders. We can divide the task of the education manager into administrative (prescribed by 

laws, rules and regulation, called statutory sources) and discretionary activities (the use of personal 

judgment). In general, principals obtain their power from organizational role, personal quality, and 

functional role. Besides, principals use power for different purposes and under different 

conditions. They can use it to influence the behavior of their teacher, threaten them or reward them 

or to empower or solve the problems of teachers or to control them. 

2.2. The Roles of School Principals 

School principals in Ethiopian schools play several roles related to teaching and learning, 

leadership or management, community participation, and creating conducive learning environment 

though their roles are complex, demanding and stressful.  

As clearly indicated in the guidelines prepared by the MoE (2002), school principals‘ 

control and supervise the teaching learning process regularly. They also make regular inspections 

of the school to ensure that the buildings and equipment are being used properly (Naidu et al., 

2008). They check whether teachers properly implement their job description. This role relates to 

their instructional leadership role.  

In addition, they have a big responsibility in creating conducive learning environment that 

helps develop students‘ cognitive, physical and emotional development as well as manages the 

resources of the school and lead teachers properly. The school principals work together with the 

entire school community in beautifying the school compound, in planting various trees and flowers 

in the school, in fulfilling the playing materials, in leveling the school compound, in fulfilling 

school clean water, electricity and in drawing various educative pictures on the walls of the school 

buildings. 
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Moreover, school principals are responsible for school leadership and administration. They 

are accountable for the preparation of annual work plan for the school; continuously follow the 

proper implementation of continuous assessment, active learning methods, student-centered 

approach and regularly sending a report to higher authorities (MoE, 2002). Principals usually make 

sound decisions in several aspects of the school affairs together with the PTA/ Board members.  

As Bill (2009) further indicated, the principal also plays a dominant role in the meetings and 

discussions, decision-making process due to his or her position of power holding in the school; 

monitor the implementation of various co-curricular activities of the school. A principal also takes 

part in any committee or delegation which deals with any matter that has financial implications for 

the school and provides guidance and counseling services in the school. They have responsibilities 

of preparing short trainings and experience sharing program for the academic staff (MoE, 2002) 

School principals also work to create a strong link with the community. They organize 

various programs for community, NGOs and other potential individuals to participate in various 

activities of the schools. Principals should participate the community members and parents in 

school various activities, including in decision-making, planning, budgeting, building additional 

classrooms, students learning, solving school problems, fulfilling school resources, participating in 

teaching-learning and follow-up the progress of their children.  

In general, they are accountable for the entire functions of the school. A study by Berube, 

Gaston and Stepans (2004) indicated that the principals directly participate in every aspect of 

school reform. Furthermore, they play pivotal roles in reducing educational wastage (drop-out and 

repetition rate), provide the necessary facilities such as library, laboratory rooms, and other 

classroom facilities. They take disciplinary measures on teachers, administrative workers and 

students when they violate the schools‘ rules and regulations (MoE, 2002). They also monitor 

whether the human and democratic rights of teachers and students are respected in the school. 
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According to Naidu et al. (2008), the principal has the legal authority to make rules that protect the 

child in school. 

In summary, it was elaborated that school principals discharge various responsibilities in 

the school. The above roles of school principals can be broadly categorized as: a) teaching-

learning (instructional role like supervising, inspection); b) administrative (planning, decision-

making, monitoring, sending reports, take disciplinary action); c) conducive and safe environment 

(gender friendly environment, school fence, adequate clean water, electricity, plants, flowers, play 

grounds, clean toilet, decorated school compound); d) community (inviting parents, community to 

participate in school several affairs and building close link with the community) and e) schools‘ 

inputs (managing school resources, providing the required school resources). 

2.3. Leadership: Concepts, Theories, Styles, and Classification 

2.3.1. The Concept of Leadership 

Leadership is power relationship that occurs between principals and teachers in 

organization and a process which contains using power to influence others‘ actions to attain the 

organizational goals (Aslanargun, 2011). It is also a topic that has broad interest among researchers 

(Yukl, 2013) and is defined by several academics. According to Northouse (2016) and Yukl 

(2013), leadership is a process through which a leader influences a group of people to attain 

common goals. Hackman et al., (2009) describe it as the process encompassing the influence that 

occurs within a group that inspires the people towards goal achievement; Hersey, Blanchard, and 

Jonson (2001) further extends their definition that help influence the behavior of another person or 

group. The first definition has four central points: a) Leadership is a process; b) It includes 

influence; c) Leadership happens in groups and d) It demands common goals.  

Process refers to the exchange process that takes place between the principal and teacher. 

Influence explains how the principal influences teachers. Without influence, we cannot say that 
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leadership exists. Groups are the setting whereby leadership happens. Common goals mean that the 

principals and teachers have a shared aim. 

The history of leadership also tells us several definitions have been given by several 

scholars since 1900. For instance, in the 1930s and 1940s, leadership was seen as the capability to 

attract the interest of the leader (Yukl, 2013). Since then, traits have become the center of 

leadership definitions with a rising focus on leadership as influence. During the 1940s, the group 

approach received remarkable attention with the emphasis on the behavior of a person when 

participating in group activities. In the 1950s, three ideas received attention- group theory, 

leadership as a relationship to attain common goals and effectiveness. In this regard, the leadership 

was well-defined as the ability to influence overall group effectiveness. The 1960s saw an 

agreement among leadership scholars. During this time leadership was seen as a behavior that 

affects people to accomplish common goals. In the 1970s, group attention collapsed and the 

organizational approach became dominant. During the 1980s, many scholarly and popular studies 

focused on the leaders‘ quality by taking the subject to a peak point of the academic and public 

consciousness. Consequently, the meaning of leadership has become productive with numerous 

persisting themes such as the leader‘s wishes, influence, traits and transformation. Burns took the 

credit for his initiative to define leadership as a transformational process. He also notes that 

leadership exists when one or more people participate (Northouse, 2016). For several years, 

leadership was seen as a process in which leaders influence followers to attain shared goals. Up to 

the 1980s, few understood the importance of emotions as a base for influence (Yukl, 2013). In the 

21
st
 century, after many years of disagreement, scholars reached a consensus, i.e., they can‘t bring 

a mutual definition to leadership. 

In summary, scholars have given several definitions of leadership since 1900 but consensus 

was not reached by scholars. In the literature, it was identified that first leaders‘ trait was the focus 
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in the 1930s and then behaviors of the leader become a center of focus in 1940; later on, leadership 

was related to group theory, relationship with others and effectiveness during 1950; in 1970s 

focusing on group disappeared and substituted by organizational approach. A year after, in 1980, 

the leader‘s quality has gotten attention together with the significance of emotion. Though 

different definitions have been offered by several scholars, almost all have given emphasis and see 

leadership as a process and influence, occurring in a group with common goals. Besides, at last, 

scholars reached consensus, i.e., they can‘t bring a mutual definition to leadership. 

2.3.2. Theories of Leadership 

There are various understandings of theories of educational leadership. Theories of 

educational leadership originate in the United States, though it was first introduced in business, 

industry, commerce and management (Santamaria, 2016). Then it has been adapted for use in 

educational settings in the United States and similarly developed nations. Educational theories 

have also been derived from a diversity of interdisciplinary conceptualizations and models over 

time. As a result, theories of leadership can be considered growing, dynamic, and dependent on 

further development. Although, every theory of educational leadership has done by researchers in 

educational centers, schools, and university settings, most theories of educational leadership 

encompass key features, which often contain competences, approaches, and practices (Santamaria, 

2016).  The school principal should closely understand the theoretical aspects of leadership, 

including the styles, behavior, as well as the practices of leadership and the educational context 

including the global perspectives (Santamaria, 2016). 

Researchers have attempted to identify several educational leadership theories in different 

context and times. For instance, Yukl (2013) identified three variables to categorize leadership 

theory. These include: (1) Leaders‘ characteristics, (2) Followers‘ characteristics, and (3) 

Characteristics of the situation.  
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To be consistent with various leadership literatures, Yukl (2013) again acknowledged five 

leadership approaches: The trait approach, the behavior approach, the power-influence approach, 

the situational approach, and the integrative approach. However, the following literature showed a 

series of leadership theories, including great man theory, trait theory, behavioral theory, situational 

theory, contingency theories and modern theories such as transactional, transformational and 

laissez-faire leadership styles. 

According to Great Man Theories, leaders are unique individuals, born with innate 

potentials and envisioned to lead. The application of the word 'man' was intentionally up to the end 

of the 20
th 

century (Yukl, 2013). Leadership was believed  as predominantly male, military and 

Western (Bolden et al, 2003). Ololube (2013) further elaborated that the term great man was used 

because, at that time, leadership was thought of primarily as a male quality, particularly military 

leadership.  According to Northouse (2016), great man theories concentrated on finding inborn 

potentials and characteristics owned by pronounced social, political, and military leaders. 

Likewise, trait theories also pay attention to leaders‘ qualities, including integrity, 

personality, motives and values (Yukl, 2013). It was one of the first organized efforts to investigate 

leadership. The underlying assumption is that some individuals are innate leaders, privileged 

adequately to have certain traits not owned by other individuals. A lot of trait studies undertaken in 

the 1930s and 1940s tried to find out these identifiable qualities (Yukl, 2013). Trait theory centers 

entirely on what trait leaders show and who has these qualities (Northouse, 2016). Some of the 

criticisms were failing to restrict a definitive list of leadership traits; not considering into account 

situational variables; listing of most important leadership traits which are exceedingly biased; and 

failing consider traits in relationship to leadership outcomes. Amanchukwu, Stanley and Ololube 

(2015) also consolidate that variations in the relationship between leadership traits and leadership 
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effectiveness finally led scholars to shift paradigms in search of new explanations for effective 

leadership and eventually introduced the behaviorist theory. 

The behaviorist theories conversely began in the 1950s after several researchers questioned 

the trait theory and set out to offer greater attention to what leaders really do rather than their 

inborn qualities. Northouse (2016) also describes that the behavioral theory highlights the behavior 

of the leader and centers totally on what leaders do and how they perform several patterns of 

behavior are detected and regarded as ‗styles of leadership'. This part has perhaps attracted most 

attention from practicing leaders (Bolden et al., 2003). Behavioral theories of leadership believed 

that great leaders are made, not born (Amanchukwu, Stanley & Ololube, 2015) and also focus on 

the actions of leaders. In the school context, behavioral theory also gives more credit for the 

behavior of schools‘ principals and their actions. The behavioral theory comprises two broad kinds 

of behaviors - task behaviors and relationship behaviors (Northouse, 2016). One of the strong 

points of behavioral theory is its main shift in leadership research from solely trait centered to 

embrace behaviors and actions of leaders. It is applicable in numerous leadership training and 

development programs. 

Following the behavioral theory, the situational theory came up with the emphasis of 

situational factors such as the nature of the job leaders carried out, the kind of the external 

environment, followers‘ characteristics, and organization type. Diverse styles of leadership may be 

more suitable for various types of decision-making (Amanchukwu, Stanley & Ololube, 2015). 

According to situational theory, understanding the behaviors of the teachers, the nature of the work 

and the school type is important. Hersey and Blanchard (1969) contributed the situational theory to 

the literature of leadership. This theory describes leadership as particular to the condition in which 

it is being exercised. Depending on the condition, diverse levels of ―leadership‖ and 

―management‖ are essential. However, school leaders must first find their most significant 
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functions or main concerns. Second, school leaders have to take into consideration the readiness 

level of their teachers by examining the group‘s skill and readiness. Depending on the level of 

these variables, school leaders must implement the most suitable leadership style to fit the agreed 

state.  

The four types of situational leadership are: directing, coaching, supporting and delegating 

(Hersey & Blanchard, 1969). According to this theory, some circumstances may need an autocratic 

style, whereas others may need a more participative approach. Therefore, this theory uses 

numerous leadership styles relying on the circumstances at various echelons in the same 

organization (Bolden et al., 2003). This theory also indicates that in place of applying merely one 

style, fruitful school leaders should alter their styles depending on the maturity of the teachers and 

the difficulties of the task.  

Subsequent to situational theory, the contingency theory came into existence and became 

predominantly popular in the 1970s and 1980s (Yukl, 2013). This approach was the first approach 

to blend leadership actions and changing situations. This theory is most valuable when it includes 

intervening variables to describe why the influence of behavior on outcome changes as a result of 

circumstances. It is a modified version of the situational perspective and underscores the 

importance of discovering situational factors (Bolden et al., 2003). Contingency theories give 

emphasis on specific issues related to the environment that might help decide which leadership 

style is more suitable for a specific work condition (Amanchukwu, Stanley & Ololube, 2015). 

According to this theory, no single leadership style is fitting in all situations. Success relies on a lot 

of factors, including leadership style, qualities of followers and situational features (Charry, 2011).  

Contingency theory is a leader-match theory (Northouse, 2016). It tries to match school leaders to 

appropriate situations. According to contingency theory, the school principal depends on his action 

and the changing circumstances. 
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Following the above theories, contemporary leadership theories came into practice, 

including transactional, transformational, and laissez-faire (Yukl, 2013). They are acknowledged 

as the new leadership theories and are applied by several researchers who investigate school 

leaders (Bogler, 2002). For this research,  Bass and Avolio, (1994), full range leadership theory‖  

(FRLT) such as transactional, transformational and laissez-faire leadership theories were used.  

Transactional theories ground on a system of rewards and punishments (Charry, 2011). In 

simple terms, a leader‘s job is to establish structures that make it abundantly clear what is expected 

of teachers and the consequences (rewards and punishments) linked with achieving or not 

achieving opportunities (Lamb, 2013). When teachers are productive, they are encouraged and 

when they are not successful, they are punished (Charry, 2011). Managerial or transactional theory 

is frequently linked with the notion and practice of management and remains to be a great common 

component of several leadership models and organizational structures (Lamb, 2013).   

Transformational theories, also known as, relationship theories gives emphasis on the links 

formed between leaders and followers (Lamb, 2013). Relationship or transformational 

Management leaders motivate teachers. They focus on the performance of group members and a 

teacher to fulfill his or her potential. They also have high ethical and moral standards (Charry, 

2011) 

To summarize, various leadership theories were identified by scholars and researchers 

starting from great men and trait theory up to the transformational leadership theory. These 

leadership theories have been borrowed from business, commerce, management to education and 

have an interdisciplinary nature. Scholars and researchers in the field conceptualize these theories 

differently and they also vary in their areas of focus. For instance, at the beginning, trait theories 

focused on leaders‘ inborn qualities. Later, this was then shifted to behavioral theories which give 

emphasis on what the school leaders actually do. It contains behaviors and action of leaders rather 
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than the internal interest. After that, circumstantial factors or situational theories have gained the 

attention of scholars. These types of theories depend on the maturity of the teachers, the nature of 

the job and principals, the external environment as well as the organizational type. After a while, 

the focus was shifted to leadership, actions and changing situations (contingency theory). This one 

again was transcended to the interaction between leaders and follower focusing on the role of 

supervision, organization and group performance. Now, the focus is shifted to leaders‘ 

encouragement and inspiration of people by serving group members, and gives attention to the 

performance of group members. 

In general, familiarity with the various educational leadership theories and factors that 

affect them are remarkable for school principals to understand the various conceptualizations of 

the theories and its importance to the school. Principals, therefore, need to  aware of the 

importance of the various leadership theories and how to apply in educational settings. By doing 

so, principals can use educational leadership theories for achieving their organizational goals. In 

this regard, it is also essential to understand the nature of the work, the characteristics of the 

teachers and their maturity level and the school conditions in order to choose the right leadership 

theory that fits with their school. Overall, to be an effective leader, it is not only enough to have 

inborn qualities, but also a leader should have a commitment, experience, training or education, 

knowledge, and more importantly  negotiation skills that help him/ her deal with people who have 

different behaviors and characteristics.  

2.3.3. Leadership Styles 

Numerous researchers have defined leadership style in numerous ways.  Northouse (2013) 

is among the one who defines leadership style as the behavior pattern of an individual who tries to 

impact others; Rizi et al., (2013) also extended his definition as a behavioral model employed by 

principals while working with teachers; and as described by Josanov-vrgovic and Pavlovic (2014) 
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as a principal‘s behavior in a job process, which influences the entire functioning of the school 

rather than teachers' alone. However, this does not mean that the teachers are forgotten from the 

definition. It means that the behavior should be continuous. Thus, leadership style is a means of 

dealing with followers that is consistent. 

2.3.4. Classification of Leadership Styles 

Various scholars and researchers classified leadership styles in different ways (Bass & 

Avolio, 1994; Black & Mouton, 1960; Hersey & Blanchard, 1969). The different classifications of 

leadership styles are presented here.  

Lewin, 1938; . Lewin and his colleagues (1938), for instance, took the first attempt in 

classifying leadership style. They classified leadership styles into three types - autocratic, 

democratic, and laissez-faire (Al-Ababneh, 2013; Kaiser  & DeVries, 2000). In the autocratic 

leadership style, the school decision is made by the principal and communicates teachers for 

implementation. In contrast, democratic leadership style gives chance for teachers to participate in 

school decision making process. Laissez-faire leadership style is seen as absence of or limited 

intervention by the school principal. All the power is under the control of teachers (Al-Ababneh, 

2013; Roul, 2012). 

Following this, Black and Mouton (1964), in their managerial grid, identified five 

leadership styles including, country-club management, authority-compliance, impoverished 

management, middle-of the-road management, and team management (Northouse, 2016). In 

authority-compliance, the attention is on task and job requirement. People are taken as tools for 

completing the task (Northouse, 2016). Country-club management emphasizes meeting the social 

and personal needs of the subordinates. The school principal tries to produce a positive climate in 

the institution. A school leader that uses impoverished management style is not related to both the 

task and interpersonal relationships. The middle-of-the-road management style shows school 
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leaders who find a correspondence between considering people and emphasizing the work 

requirement. Team management conversely revealed that the school leader increases involvement, 

performs his/ her tasks competently, makes priorities simple, enjoys working, and so on 

(Northouse, 2016). 

Later on, Hersey and Blanchard (1969) also contributed four leadership styles to the 

literature of leadership - directing (telling), coaching (selling), supportive (participating), and 

delegating (Northouse, 2016). In directing style, the school leader gives attention to 

communication on goal achievement and devotes less time to supportive behaviors. In coaching 

style, the school leader uses communication on both goal achievement and supporting teachers‘ 

socioeconomic needs. In supportive style, the school leader does not center merely on goals, 

he/she applies supportive behaviors to develop people skills in completing the task. In delegating 

style, the school leader gives less task input and social support, and assists teachers‘ trust and 

motivation regarding the job (Northouse, 2016). 

More recently, Bass and Avolio (1994) identified three leadership styles - transactional, 

transformational, and laissez-faire (Arzi & Farahbod, 2014). For this study, the researcher used 

Bass and Avolio's classification of leadership styles, which is a broadly accepted and used style in 

several research works. 

2.3.4.1. Transactional leadership Style 

Until the late 1980s, leadership theory, research, and development have been focused on 

leadership as a transactional exchange between leader and follower. Changes in the market place 

and the workforce, starting from 1980, resulted in the need for leaders to become less transactional 

and more transformational. A new paradigm of transactional-transformational leadership was then 

introduced.  
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Transactional leadership is focused more on "exchanges" between the principal and 

teacher, wherein teachers are expected to attain goals (Bass et al., 2003; Trottier et al., 2008). This 

definition meets with Bass‘s (1985) definition. Bass discovered that leader-follower relations are 

grounded on the idea exchange and legal agreement (Boateng, 2012). Transactional leadership also 

requires punishing teachers/ staff who do not fulfill the required standards. This idea goes with the 

definition given by Jacobsen (2013). According to Jacobsen, transactional leadership demands the 

utilization of contingent rewards and punishments intended to initiate staff' self-interest in 

attaining institutional goals. This implies that teachers are privileged when they perform along 

with the interests of the principal and are punished when they do not act accordingly. Teachers are 

required to get a kind of value outcomes when they act according to the interest of the principal. In 

this regard, Burns (1978) described the style as the cost-benefit exchange process.  

For Bass and Riggio (2006), this leadership style requires rewarding teachers by the 

principal, when the performance of the teachers is to the required level. Hence, transactional 

leadership is mainly practiced for its emphasis on satisfying desired goals (James & Collins, 2008; 

Sosik & Dinger, 2007). It also entails explaining how works are performed and there will be 

rewards when the task is done well. It is a potential of a principal to communicate with his/her 

teachers by justifying how works are done and telling them about the associated rewards too 

(Avolio et al., cited in Hamidifar, 2009; Farahbod, 2014). 

In summary, scholars have raised nearly similar ideas in defining transactional leadership 

style. They emphasized in exchanges of punishment and rewards between the teachers and the 

principal, rewarding employees for doing something important and punishing them for not 

performing well. Comparing the teachers‘ performance against the standard set is the concern of 

transactional leadership. Burns (1978) associated this leadership behavior with the cost-benefit 
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exchange process, whereas scholars, including described this leadership style as a nice instance of 

quid pro quo (something for something). 

In general, from the review, the researcher understands that transactional leadership style is 

associated with the exchange that takes place among principals, teachers and colleagues. It is used 

to take educative actions, and set standards for teachers to meet it. It stresses on the tasks that 

teachers are doing; applying rules, maintaining the status quo. This type of leadership style is a 

telling (directive) leadership style. 

However, this is leadership style has been criticized for its weakness. It basically focuses 

on looking for mistakes and deviation from standards.  To alleviate these problems, the school 

principals need to apply constructive transactions, exchange reward and recognition for 

accomplishments; and actively monitor teachers‘ progress and giving constructive feedback. The 

school principal can achieve this by setting rules and assign roles and responsibilities to teachers 

and clearly stating what is expected of teachers. Teachers are awarded with praise or prizes or 

promotions when they achieve tasks assigned to them. Principals have to employ various 

strategies, including incentives, in order to attract less motivated teachers to the process of 

education.  

 2.3.4.1.1 Dimensions of Transactional Leadership 

Several scholars and researchers have discovered three components of transactional 

leadership. The main transactional leadership styles applied in any organization, including 

contingent reward (CR), active and passive management by exception (Ahmad et al., 2013; Arzi & 

Farahbod, 2014; Bass & Riggio, 2006; Northouse, 2016; Pearce & Sims, 2002; Pearce et al., 

2003). 

As Bass and Riggio (2006) indicated, in contingent reward (CR), the principal receives 

teachers‘ consent regarding what needs to be done with promised or actual rewards. It is an 
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interchange or reward system that occurs between teachers and principal. CR relates to school 

leader behaviors explaining functions and job demands and rendering teachers with physical or 

mental rewards for the attainment of common goals (Antonakis et al., 2003). CR behaviors include 

clarifying expectations and offering rewards and punishments consistent with particular 

performance criteria (Ensley et al., 2006). The transactional principal can obtain things done by 

offering the hope of acknowledgment, teachers‘ advancement and pay increases. When teachers 

perform above the expected level they will acquire rewards. Teachers‘ agreement is required for 

the principal regarding what should be accomplished and what benefits the people will get to 

complete the necessary task. It is seen as a continuous and positive exchange with teachers. This 

dimension has been good at prompting teachers to accomplish higher order development and 

performance. However, it is indicated that contingent reward is not as effective as transformational 

components (Bass & Riggio, 2006). 

Management by Exception is categorized into two dimensions, namely, Management by 

Exception Active (MBE-A) and Management by Exception Passive (MBE-P) (Northouse, 2016). 

Some take this as one, whereas others classify it into two different dimensions. According to Bass 

and Riggio (2006), MBE is called corrective transaction. When it is equated with the contingent 

reward, it tends to be ineffective. 

In Management-By-Exception Active (MBE-A), the principals are expected to monitor 

deviances from standards and then take remedial measures immediately when it occurs (Antonakis 

et al., 2003). MBE-A involves principals who take initiative to perceive teachers‘ behaviors and 

condemn bad behaviors (Wu et al., 2006). Under certain conditions, MBE-A may be effective. It 

also involves looking at mistakes and enforcing rules to prevent mistakes (Ahmad et al., 2013; 

Arzi & Farahbod, 2014; Bass & Riggio, 2006; Hamidifar, 2009; Northouse, 2016; Yukl, 2010). 

Active management by exception includes the use of close monitoring of teachers so as to ensure 



59 
 

that goals are met (Zaech & Baldegger, 2017). Hence, corrective action is frequently applied in the 

form of punishment (Ensley et al., 2006). 

In its more corrective form of MBE-A, the principal specifies the standards for 

compliance, and what constitutes ineffective performance, and may penalize followers for being 

beyond obedience with those standards. MBE-A is undesirably linked with creativity and 

innovation in the school. Even when performed well, it only tends to produce achievement of a 

moderate standard (Ensley et al., 2006; Zaech & Baldegger, 2017).  

  Management-by-Exception Passive (MBE-P) involves tolerating mistakes, errors, and 

deviances (Bass & Riggio, 2006; Hamidifar, 2009; Northouse, 2013). When discrepancies occur 

the teachers are punished for their actions. In MBE-P, principals let the employees do the job, and 

get involved only when teachers make mistakes on their job (Gill, 2006). Passive management 

leaders stay until the teacher‘s problems become worse and they intervene only when mistakes 

happen (Limsila & Ogunlana, 2008; Yahaya & Ebrahim, 2016). It is often suitable to apply MBE-

P if a principal is responsible for monitoring a great number of teachers. 

In MBE-P, the principal either stays until the problem arises or takes no action at all 

(Antonakis et al., 2003). Antonakis et al., further elaborated that MBE-P leaders merely interfere 

when situations become worse. The key indicators for this leadership style are those principals 

who take no action when a problem arises, evades unnecessary change, and apply remedial action 

when severe mistakes are made. MBE-P gives opportunity for teachers to do their jobs freely.  

In summary, various components of transactional leadership styles were discussed in 

literature. CR, for instance, is seen as the interchange of rewards for attaining the desired 

objectives and is considered as a positive and continuous exchange with teachers. MBE-A, on the 

contrary, is linked with looking for mistakes and taking actions on teachers‘ mistakes to solve the 

problems. It only inclines to create achievement of a moderate standard. MBE-P is the reverse of 
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MBE-A and it encourages waiting for faults and deviances till they are affecting the school. 

Therefore, it might be considered as possessing a wide performance acceptance. 

In secondary school context, school principals use the three components of transactional 

leadership style depending on the situation. Principals are advised to give opportunity for  teachers 

to do their duties and responsibilities properly by ignoring some minor mistakes. This develops a 

sense of responsibility among teachers. Hence, school principals ought to use the right type of 

transactional leadership components by considering teachers‘ interest and the school situation so as 

to augment teachers‘ commitment. 

2.3.4.2. Transformational Leadership Style 

Transformational leadership style (TFLS) is one of the areas of focus that has fascinated 

the attention of several researchers (Northouse, 2016), and is still the most effective leadership 

style in the last 20 years (Judge & Piccolo, 2004). It may be defined as the process by which 

leaders transform and motivate teachers by raising the understanding of the teachers about the 

institution‘s values (Jacobsen, 2013). Leaders also use this style to encourage people to perform 

better than they initially aimed and usually even beyond what they thought possible (Bass & 

Riggio, 2006). This style has proved to be the most effective leadership behavior (Obasan & 

Hassan, 2014). López‐Zafra, Garcia‐Retamero, and Landa (2008) disclosed that transformational 

leaders possess greater emotional intelligence, so such leadership style is chosen by management 

practitioners due to its innovative, creative and cooperative nature. It might be considered as an 

expanding form of transactional leadership (Bass & Riggio, 2006). Transformational leaders 

inspire teachers to dedicate themselves to a common vision and goals of a school, offering them 

difficult work, enhancing teachers‘ leadership capacity. They emphasize individual needs and 

individual development of teachers. They also raise leadership to a higher level. Such leaders 
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promote teachers beyond their self-concern for the common organizational benefit (Jacobsen, 

2013; Metwally, 2014). 

As understood by Yukl (2013), TFLS is a process of changing and transforming teachers 

by increasing motivation, building commitment, inspiring change and empowering them to attain 

group goals. Hall et al. (2008) defined TFLS as a system by altering and changing people. For Arzi 

and Farahbod (2014), it demands an effort by the principal to influence teachers in a positive 

direction. The school leader attempts to influence the beliefs, attitudes and values of the teachers 

instead of just complying with conventional way of making things. It also promotes teachers to 

assume their obligations/responsibility and become accountable (Koehler & Pankowski, as cited in 

Marn, 2013).  

Yukl (2013) further indicated that transformational leaders arouse the emotion and 

achievement of teachers. He further asserted that transformational leaders are more concerned with 

growth and advancement of teachers. They are also concerned with intrinsic motivation, shared 

values, teacher development and empower others (Arzi & Farahbod, 2014; Owen et al., 2004; 

Ozaralli, 2003). Study findings revealed that TFLS is highly linked with greater teachers‘ 

satisfaction, commitment and productivity, and also with lower turnover rates. Transformational 

leaders are pertinent to today's organization because they are innovative and not rigid (Salehi et al., 

2011). 

In summary, school principals in secondary school context should encourage critical 

thinking among teachers; motivate teachers to question and continuously solve their problems and 

create innovative solution; allowing teachers to take part in decision-making and creating the room 

for them to find ways of improving instruction; clarifying for teachers where the school will be in 

the future; creating a strong sense of purpose among teachers; aligning teachers‘ and school needs, 
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and stating the school‘s vision and setting clear goals. Besides, school principals should act as role 

models for their teachers. 

2.3.4.2.1. Components of Transformational Leadership 

As indicated in literature, transformational leaders use one or more behaviors so as to 

realize the utmost results possible (Bass & Riggio, 2006). The four TFLS components, including 

idealized influence, inspirational motivation, intellectual simulation and individual consideration 

are presented below. 

Idealized influence is also named as charisma and the emotional components of leadership 

(Gill, 2006; Northouse, 2016). It is the ability of the principal to be a role model for teachers and 

other staff (Bass, 1985; Bass et al., 2003). In idealized influence, school leaders consider the 

teachers‘ desires over the principal‘s own needs (Bass et al., 2003). This component tells us the 

character of principals who behave as a role model for their teachers, and consequently, such 

leaders are respected, appreciated, and trusted by teachers. Here, school leaders‘ behavior is more 

consistent than random, and they are also risk takers (Bass & Riggio, 2006; Bekele & Darshan, 

2011; Hamidifar, 2009; Northouse, 2013). Yukl (2013) also argued that idealized influence 

encompasses leading by example and making sacrifices to handle follower impressions and gain 

their trust instead to express a leader‘s true worry for the mission or subordinates. 

Idealized influence has two aspects (Bass & Riggio, 2006): the leader‘s behaviors and 

attribution components. The behavioral component is grounded on how teachers see the behavior 

of their school leader. The attribution component conversely relates to attribution made by the 

teachers about their principals‘ perceptions (Bass & Riggio, 2006; Hamidifar, 2009; Long et al., 

2014; Metwally, 2014; Northouse, 2016). The key indicators of idealized influence are those 

school leaders who have shown strong proficiency, expressed joy in teachers‘ attainments, dealt 

with crises beforehand and practiced power for positive improvement. 
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Antonakisiadis et al. (2003) defined inspirational motivation as the means that principals 

employ to inspire their teachers by seeing the future with hope, emphasizing challenging goals, 

planning an idealized vision and sharing to teachers to understand the vision. According to 

Northouse (2016), an inspirational motivational leader is someone who imparts great expectations 

on the part of the follower; inspire them through motivation to let them become devoted. to and a 

component of shared vision in the institution. The school leader prompts and stimulates the 

teachers by offering them challenge and meaning to their work. Inspirational motivation relates to 

the skill of the school leader to make and articulate the vision in a way that motivates teachers and 

builds their loyalty and commitment (Hoyt et al., 2006). It is based on the behavior demonstrated 

by school leaders such as motivating people, generating enthusiasm, and modeling the appropriate 

behavior (Owen et al., 2004). School leaders show strong interest, hope and demand create 

interesting future states (Bass & Riggio, 2006; Hamidifar, 2009; Metwally, 2014; Northouse, 

2016). Such type of school leaders inspire and motivate teachers by communicating a clear vision, 

aligning organizational and personal goals, and treating problems as opportunities to learn (Gill, 

2006).  

Bass as cited in Arzi & Farahbod (2014) defined intellectual stimulation as a way of 

enhancing knowledge and sense of concern of people, and encouraging them to use their ability to 

solve their problem. Intellectual stimulation is related to a school leader‘s ability to intellectually 

challenge teachers to go to the extra mile, to be innovative and creative in problem solving 

(Yahaya & Ebrahim, 2016), and to become active participants in group decision making (Hoyt et 

al., 2006; Limsila & Ogunlana, 2008; Yahaya & Ebrahim, 2016). The school leader motivates 

teachers to be creative and innovative by challenging the usual means of performing things and 

reframing problems. In this regard, much attention is granted to create and no public criticism and 

disapproval of teachers‘ mistakes and ideas. Principals promote their teachers to tap chances, to 

acquire and find remedies for problematic conditions. Teachers‘ understanding of and 
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identification of their own problems, values and ethical standards are stimulated ( Bass & Riggio, 

2006; Hamidifar, 2009; Metwally, 2014; Northouse, 2016; Voon, Lo, Ngui, & Ayob, 2011). 

Individual consideration involves connecting the interest of a follower to the interest of the 

organization he/she works for (Bass & Riggio, 2006; Yukl, 2013). Principals behave as trainers 

and counselors for their teachers and they also encourage their teachers to perform well. The 

teachers‘ needs are given much attention so as to make them grow to their maximum capacity 

possible. The school leader is supportive to individual and provides supportive climate (Gill,2006). 

New learning chances are prepared in individualized consideration. Two-way communication is 

promoted and Management by Walking Around is practiced in individual consideration. 

Management by walking around basically refers to principals devoting more or less part of their 

time listening to problems and ideas of their teachers while wandering around an office or plant.  

The school leaders also listen carefully to what their teachers say. Though there is 

monitoring of delegated tasks, the teachers do not sense that they are monitored. This monitoring 

is  largely systematic and more positive (Ahmad et al., 2013; Arzi & Farahbod, 2014; Bass & 

Riggio, 2006; Bekele & Darshan, 2011; Hamidifar, 2009; Northouse, 2016; Tukl, 2010). School 

leaders with individualized consideration have honest concern for each teacher‘s individual needs, 

perspective, and personal development (Hoyt et al., 2006; Limsila & Ogunlana, 2008). 

In summary, the components of transformational leadership style are significant aspects for 

the growth of an organization. Overall, transformational leaders are required to be role model for 

their teachers, leading by examples, making sacrifices, encouraging and motivating followers, 

arousing team spirit, showing a sense of excitement and optimism, understanding teachers‘ 

interest. They are also supposed to behave as a coach and mentor, be supportive at individual label, 

and carefully listen to what their teachers say. By performing all the tasks mentioned above, a 

school leader will address all the transformational leadership components and satisfy the teachers‘ 
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interest and increase their commitment. However, it is more important for the school principal to 

understand the various components of TFLS, when to use and in what circumstances. Besides, it is 

also vital for school principals to aware of the involvement of teachers in decision-making, 

planning, curriculum development, teaching-learning and other key activities of the school. 

Without the active involvement of teachers, it seems difficult to school principals to bring about 

the desired change in the school. Therefore, a collaborative work atmosphere and inclusive 

decision-making process should be applied in secondary schools so as to achieve school goals.  

2.3.4.1.3. Laissez-faire Leadership Style 

In the previous sections, the two leadership styles (transactional and transformational) and 

their dimensions have been discussed. In both TFLS and TALS, the school leader active 

intervention to resolve problems is found high though both styles use different approaches. When 

investigating these two active leadership behaviors, one discovers that they are frequently opposed 

with laissez-faire leadership (LF) (Bass, 2003 as cited in Bučiūnienė & Škudienė, 2008). James 

and Collins (2008) described laissez-faire leader as an extremely passive principal who is reluctant 

to influence teachers‘ substantial freedom. She or he handover his / her responsibilities to his or 

her teachers. It is a tremendously passive leadership style which shows the absence/ failure of 

leadership. Yukl (2013) also strengthened the above idea that LF is considered as a lack of 

effective leadership. It is an inactive leadership style where the interaction between the teacher and 

the principal is absent (Hamidifar, 2009).  

Laissez-faire literally means with slightly limited freedom in commerce, or the operation of 

business (Saeidinia et al., 2011). This French term has long applied to the association between 

government and the marketplace to benefit from the generation of profit, capital, and wealth 

(Salehi et al., 2011). However, the market place is governed by a lot of universally understood 

goals. In LF, the necessary decisions are avoided and the responsibility is totally left for the 
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teachers and no school leader follow up (Gill, 2006). LF leaders have inactive role in mass matters, 

possess no interest to collaborate with teachers of the organization (Sadler, 2003) and avoid 

offering guidance or decision making. Laissez-faire leaders disregard problems of their followers 

(Yukl, 2013), and may not help the growth of the follower (Northouse, 2016). Comment, prizes, 

and principal participation are completely lacking in LF.  

In contrast, laissez-faire leaders can be greatly effective if the team of the organization is 

extremely skilled, and is able to completely understand the choice of their responsibilities (Salehi 

et al., 2011). However, research shows that LF is the most ineffective and inactive leadership style 

(Bass & Riggio, 2006; Hamidifar, 2009; Long & Thean, 2011; Northouse, 2016). This idea 

coincides with Trottier et al.‘s (2008) idea. Trottier et al. revealed that laissez-faire leadership style 

is the least satisfying and ineffective leadership style. It is perhaps for these reasons that several 

investigators prefer to reject laissez-faire leadership from their research.  

In summary, a transactional leadership style is appropriate in various locations and may 

assist adherence to standards. However, it is not essentially open to innovation and risk taking 

though it gives attention to extrinsic motivation to discharge duties properly.  

When we come to Ethiopian secondary school context, several school principals use 

transactional leadership style. Several local researches including my study also revealed this fact 

(Temesgen, 2011). They rely on rules, regulations, policy guidelines, and legislations, rewards and 

punishment. They often do not rely on bringing change, and innovation. They are not visionary 

leaders and do not see things in a broader perspective. On the contrary, transformational leaders 

are visionary, change seeker, innovative, and have a broader perspective. Hence, secondary school 

principals in Ethiopia ought to apply TFLS including innovation, creativity, flexibility, articulating 

a clear attractive vision, leading by example, inspiring teachers, expressing their confidence in 

teachers in order to transform the school and bring the desired change in school.   By doing so, the 
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school principals would impact behaviors by motivating teachers through the advancement of 

enthusiasm, faith, and honesty. On the contrary, transactional leadership style would guide to 

recognition of innovation through reward and reinforcement.  

As mentioned in literature, both leadership styles (transformational and transactional 

leadership styles) are desirable to enhance performance. However, for exceptional performance, 

transformational leadership style needs to supplement transactional leadership style. Laissez-faire 

leadership style leaders on the other hand, do not take stands on school issues, do not make 

decisions and do not develop teachers. In short, they don‘t lead and unaware of teachers‘ 

performance; they follow the policy of non-interference. Such leaders are late in solving problems, 

don‘t provide a feedback and do not satisfy the needs of their teachers. Such teachers are also 

unhappy about working hours or salary. Therefore, it is not advisable to use it most often. 

2.4. Leadership in Educational Institutions 

According to Bennis and Nanus (1985), effective managers are knowledgeable and 

transmit clear sets of educational values which represent their purposes for the school. Thus, 

leadership is the process of influencing people to work on the way to the fulfillment of clear goals 

in educational institutions. There is a worldwide consensus on the importance of leadership for 

better school performance and fruitful implementation of comprehensive reform activities in 

education (DeVita et al., 2007; Leithwood & Jantzi, 2000; Leithwood et al., 2004). 

School leadership has become important in education policy agendas and plays a pivotal 

role in enhancing school goals by influencing teachers‘ behavior and attitude (Beatriz et al., 2008). 

A principal is expected to influence teachers, and other administrative staff to achieve school 

goals. Research result has also indicated that principals bring the desired change in school and 

student achievement when they are more autonomous. However, autonomy only does not 

repeatedly lead to enhancements unless it is well reinforced. Moreover, principals‘ responsibilities 
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should be defined and delineated clearly to improve teaching and learning (Beatriz et al., 2008). 

Therefore, school leaders are crucial in influencing the secondary schools teachers, in setting 

goals, priorities and a course for action, creating new ideas, visions and policies.  

Moreover, educational leaders should possess the knowledge and skills to lead their 

institution towards success (MoE, 2010).  Success is associated with what an organization 

produces in relationship to its objectives. Hence, success is the execution of goals and objectives 

set earlier. Arising from this description, success requires deliberate action and the definition of 

former targets of the institution. Action is considered as effective if the specific objectives or aims, 

set before, are accomplished (MoE, 2010). In addition, school leaders are responsible for 

connecting and adjusting schools to their neighboring environments. According to Hargreaves et 

al. (2008), school leaders will progressively be required to lead ―out there‖ beyond the school, as 

well as within it, in order to influence the environment that influences their own work with 

students. Besides, they play a significant role in consolidating the bonds between school personnel 

and the communities that surround them (Fullan, 2001). 

In summary, it is clearly mentioned that school principals play significant roles in several 

school-related activities. School principals in secondary schools carry-out various activities in the 

school including they lead teachers, monitor the progress of students, monitor the instructional 

process, create a conducive learning environment, manage school resources, create strong link 

with parents and community, assign several duties and responsibilities for teachers, provide timely 

report to the concerned body, attend several management meetings and lead meeting, treat teachers 

and other administrative staff fairly, delegate their authority and responsibility to others. 

To carry-out the above leadership activities properly, school principals should have 

knowledge, skill, power, commitment and adequate time. When we come to our secondary school 

context, school principals are often busy in non-education matters that are not directly related to 

school functions particularly the teaching-learning process. They participate in various political 
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activities and meeting outside the school. They are most of the time outside the school for other 

purposes. So they do not have time to control what is really happen the school because they are not 

often available physically in the school. As we know, teaching and learning requires close follow-

up and support from the school principals. Otherwise, effective teaching-learning will not be 

carried out.  

Moreover, the knowledge and skills of school principals are important to lead the school 

and to manage its resources effectively and efficiently. So school principals need to have the basic 

leadership skills to lead the school properly. Other than this, school principals‘ commitment is also 

important to solve school problems and to complete tasks on time. Above this, their duties and 

responsibilities should be clearly defined and expressed s as to perform their responsibilities 

properly.  

2.5. Leadership, Power, Authority, and Influence 

Leadership, power, authority and influence are interconnected concepts and often applied 

together in various organizations. Leadership exists in the power structure of an organization 

(Faeth, 2004). Influence is related to both leadership and power. Leadership is a process by which 

a person influences others (George et al., 2002).There can be no leadership without influence, 

because influencing is how leaders lead an organization. People will try to influence others so as to 

get the job done, i.e., for the good of the organization. In this regard, the influence comes from two 

directions. School leaders influence teachers and teachers influence school leaders. School leaders 

use their power to influence their teachers and as a way to attain school goals (Nelson & Quick, 

2012). Power operates as a method of facilitating the success of the school. The difference 

between the two terms lies in their focus (Langton et al., 2013). Although power and leadership are 

interrelated, they have also differences. Power can be obtained without having leadership, but one 

cannot lead the people without having power (Nelson & Quick, 2012).  
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On the other hand, power and influence are related notions. Power represents capacity 

while influence is the utilization of that capacity (Langton et al., 2013). Langton et al. further 

elaborated that power is not an attribute; it is an element of a relationship. Influence, on the 

contrary, depicts an ability that assists to affect results and it is completely dependent on the 

individual characteristics and the expertise level of the individual. Langton et al. also assert that 

influence is repeatedly considered of having a broader scope than power. It denotes the skill to 

change other people in general ways.  In general, influencing behavior is not a one-time occasion, 

but an ongoing process and investment that organizations should make in their employees. 

Likewise, power and authority are two closely linked, but conceptually distinct constructs 

(Faeth, 2004). When investigating power source, the notion of authority must also be considered. 

These two notions are interconnected attributes tied to the behavior of educational leaders over 

teachers. Faeth (2004) further explained that power is the capacity to influence people, whereas 

authority is right to influence people. Authority is a narrow term - one source or subsection of 

power while power is a wide notion that can be achieved results when authority fails. Authority, in 

contrast, is derived from organization position (i.e., institutional) while power comes from various 

sources (position and personal). Authority always flows downward and can be delegated while 

power pours in every direction and cannot be delegated. Authority is visible on an organizational 

chart while power is not. In short, power and authority should go together. Authority may be 

explained as a state when other individuals are sure to give consideration to you (Langton et al., 

2013). Leadership, on the contrary, can be demonstrated when other individuals wish to take care 

of you.  Langton et al., (2013) also illustrated that authority means the right of a school leader to 

decide and order. 

Power, authority and influence are also interrelated concepts. Authority as a form of power 

is primarily unidirectional (Nweke, 2014). This means that it normally flows from the top or higher 
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levels downward. That is, it applies only to principal-teacher relationships and treats the authority 

of principals over teachers. However, the distributing of power shows that teachers can also 

exercise power and that power is essentially multidirectional. Influence, obviously, is the 

multidirectional feature of power. It is the method of power that both offers teachers the ability of 

influencing principals and offers principals the ability of receiving more from their teachers than is 

stated in the formal role responsibilities (Barcharach et al., 1980; Nweke, 2014). 

In summary, power, leadership, influence and authority are interrelated concepts that link 

one another. The more the principals understand their power sources and the fundamentals of 

influencing teachers thus, the better equipped they will be to lead. The nearer the principals 

understand the degree and the restrictions of their authority, the more accountable their leadership 

becomes. In addition to this, power is obviously associated with influence and authority. Influence 

is also used in describing power. In fact, leadership also exists only in relation to followers. 

Without followers and power, principals cannot lead. The other point raised in the review is that 

leadership is a two-way process – school leaders influence teachers and teachers also influence 

school leaders. Hence, by influencing teachers, school leaders can improve teachers‘ 

organizational commitment. 

In secondary school context, school principals use power, leadership and authority to 

influence teachers. To influence teachers, they need power and leadership. Without leadership and 

power, it is difficult for school principals to influence teachers. However, this influence comes 

from two directions in school- from principals and teachers. School principals influence teachers 

and teachers also influence school principals. School principals have both the power and authority 

to influence teachers, though authority has a narrow scope. The authority of school principals has 

one source but their power has different sources. This means the school principals‘ authority flows 

downward from school principals to teachers but their power flow in every direction (both 
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principals and teachers have the power to influence each other). Hence power and influence are 

broader concepts than authority, though power cannot be delegated. Generally, school principals 

should understand the clear definition and areas of distinction and similarities among leadership, 

power, authority and influence so as to be effective and use them in an ethical way.  

2.6. Teachers’ Commitment: Concepts, Classification, and Antecedents 

2.6.1. The Concept of Commitment 

There have been various conceptualizations of commitment in various disciplines. 

Commitment in educational institutions for example, is concerned with the teacher‘s involvement 

in the school and its connection to a school (Crosswell, 2006). Commitment as a behavior is 

apparent when devoted teachers perform a particular ethical behavior (Elliott & Crosswell, 2001). 

Elliott and Crosswell further indicated that some teachers see their commitment as a component of 

their professional identity, and getting much enjoyment from their job. 

2.6.2. Teachers‘ Commitment 

Scholars in various disciplines define teachers‘ commitment (TC) in several ways. Watson 

(2010) for instance, define teachers commitment as a strong belief and recognition of the 

organization‘s objectives and value, a readiness to put substantial energy to the institution, and a 

specific wish to uphold organizational attachment; Luthans (2007) and Sirin and Sirin (2013) 

define teacher commitment as an essential aspect of the emotional state of the teachers, including 

the attitudes they have regarding their school; Meyer et al., (2013) and Van Dick (2001) also 

define it as the extent to which teachers realize themselves regarding their institution and find them 

attached to it; and it is essential for retaining attractive, capable, and dedicated teachers in the 

school (Nagar, 2012).  

It is evident that committed teachers want to stay in the organization and are dedicated to 

achieve their school goals. They also demonstrate various amounts of school and individual 

outcome and contribute to school performance and teachers‘ satisfaction as compared to non-
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committed teachers (Meyer & Allen, 1997; Omar, Mohan, & Aziz 2002). To this effect, teachers‘ 

commitment has significant relevance to the realization of school goal and students‘ achievement. 

It may be applied as an excellent standard and criteria for assessing and accomplishing quality 

instruction. This in turn helps to augment teachers‘ commitment and interest to assist students‘ 

performance and knowledge (Dannetta, 2002; Elliott & Crosswell, 2002).  

The Education and Training Policy (1994) also indicates that teachers starting from 

kindergarten to higher education will be required to have the necessary teaching qualification, 

competency and will be dedicated to their profession. Hence, secondary school teachers, principals 

and supervisors need to be committed to their work. 

The reviewed literature reveals that commitment has received much attention outside the 

education field, especially in organizational research for the last two decades. However, in contrast 

to other disciplines, studies on teacher commitment were scant and had continued mostly as an 

uninvestigated area of educational researchers. It is thus, possible to say that teachers‘ commitment 

has not received the attention of researchers in education in relation to leadership style and power 

source. Hence, it is indispensable to examine the conceptual, instrumental and relational issues of 

teacher commitment in connection to power source, and leadership style. 

It has also mentioned that understanding the concept of teacher commitment and its impact 

on the achievement of organizational goals is useful to know the behaviors and feelings of 

teachers. Accomplishing school goals principally depends upon a good understanding of the 

source, nature and growth of teachers‘ commitment by school principals, supervisors, parents and 

higher education officials. In this regard, much is expected from secondary school principals in 

inspiring and motivating teachers so as to increase their commitment. This is essential to achieve 

instructional process in secondary schools of Ethiopia. The researcher argues that if secondary 

school teachers are not well inspired and motivated, they do not demonstrate a strong commitment 
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in their job and their contributions to school success become less. This, in turn, leads teachers to 

exhibit low performance in the classroom, be absent from class, show poor concentration in the 

class, become less interested to teach and unable to attend weak students‘ follow-up in the 

classroom. Eventually, this severely affects students‘ achievement and school performance. School 

performance also primarily depends on the teachers‘ level of commitment and satisfaction. 

Therefore, teachers‘ interests and feelings must be considered as an answer for poor school 

performance. 

Besides, teacher‘s professional commitment has an impact on teachers‘ working behaviors, 

including their observable attitudes, decisions to continue and discontinue their work and their 

involvement in professional group in secondary schools. The literature also suggests that teacher‘s 

commitment relates directly to teaching, learning, school success and well-being (Park, 2005). 

Overall, the government of Ethiopia has launched a five year Education Sector 

Development Program (ESDP) since 1996 and several challenges have observed in implementing 

the ESDP documents. One of the problems is related to teachers‘ commitment and satisfaction. It 

is evident that teachers hold several responsibilities in their respective school, but the benefits and 

salary they obtain is not adequate enough even to cover their basic needs. Hence, they are leading 

a very challenging life and unhappy with their profession. This affects the implementation of 

educational policy, plan and programs and the realization of school vision and mission. Several 

teachers, currently, have a plan to leave their profession. Some have already left the profession. If 

this continues, secondary schools will lose most of their experienced teachers. This in turn has 

implications on the quality of teaching and students‘ achievement. This implies that dedicated and 

experienced teachers contribute to quality education. Therefore, immediate attention is required by 

the government to solve the problems related to teacher turnover, dissatisfaction, job insecurity, 

stress, fringe benefits, lack of interest and involvement in decision making in collaboration with 
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other stakeholders. Otherwise, secondary schools‘ performance will decline as a result of high 

turnover of experienced teachers. 

Previous local researches‘ evidence also supported the above fact (Fenot, 2005; Gedefaws, 

2012). Gedefaw‘s (2012) study for instance, shows that the teachers were considerably unhappy 

with their work, salary and fringe benefits. Other causes of the low level of satisfaction were 

related to poor fringe benefits and opportunities for promotion; un-favored leadership style of the 

principals; lack of decision-making opportunities for teachers; lack of opportunity to develop their 

capacity, and poor relationships teachers have with principals and parents. This whole issue shows 

that secondary school teachers have low organizational commitment towards their respective 

school. A study by Fenot (2005) also indicates that 64.7% of the teachers have definite plans to 

leave the profession. On the other hand, 50% of the teachers confirm that they will continue 

teaching until they get another job. Accordingly, only less than 23.3% teachers want to stay the 

profession until retirement. 

2.6.3. Dimensions of Teachers‘ Commitment 

Scholars categorized teachers‘ organizational commitment components in several ways. 

O‘Reilly and Chatman (1986), for example, classified TC into three, namely, internalization, 

identification, and compliance. Meyer and Allen (1991) on the other hand, proposed three 

components, including normative, continuance, and affective. Mowday et al, (1979) identified 

three dimensions focusing on affective attachment. (a) The extent to which employees identify 

with, involvement in, acceptance of, and, support the achievement of organizational goals and 

values (b) A willingness to apply energy on behalf of the organization. (c) A strong desire to 

remain in that organization (Allen & Meyer, 1990; Eslami & Gharakhani, 2012; Mowday et al 

1979; Porter et al., 1974). Although several classifications of teachers‘ commitment exist, the three 

essential components of commitment are acknowledged by many researchers. These include: 

affective, continuance or cost based, and normative or moral based (Greenberg, 2005; Meyer & 
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Allen, 1991; Salehi et al., 2011). For this dissertation, Meyer and Allen‘s teachers‘ commitment 

classification were selected to determine teachers‘ commitment scale. This is for the reason that it 

is the most commonly applied and cited in numerous studies as well as it encompasses roughly all 

aspects of commitment classified by other scholars including both the behavior and attitudinal 

aspects of teachers. Meyer and Allen‘s (1991) teachers‘ commitment dimensions are presented 

below:  

  Affective commitment (AC) is one of the subscales of TC and is typically attitudinal in 

nature. It is mainly concerned with teachers‘ emotional attachment to, recognition of, and playing 

their role in the school (Bagraim, 2003; Ware & Kitsantas, 2007). It is hypothesized as a 

psychological state that describes a teacher‘s relationship with their organization (English et al., 

2010) and has a close link with the personal characteristics, age, gender, experience, and 

organizational characteristics (Sabir et al., 2011). 

 Teachers with broad AC keep on functioning in the organization since they need to do so 

and want to continue with the organization. This is because they see their employment relationship 

as achieving the goals and values of the school. They are also interested in putting considerable 

energy in the best interests of the school and have a strong interest to uphold membership in the 

school (Beck & Wilson, 2000). Colquitt et al. (2010) further mentioned that teachers who have 

greater affective commitment are eager to exert additional energy and have a tendency to involve 

in more interpersonal and organizational citizenship behaviors. 

 Research findings also confirmed that the teachers' overall level of motivation to do their 

jobs is only 21%. According to the ESC (2016) study, 79% of the teachers in the SNNPR region 

were dissatisfied and unmotivated.  

  Normative commitment (NC) in education on the other hand, refers to the emotional state 

and ethical responsibility of teachers to stay in the profession (Bagraim, 2003; Maheshwari et al., 
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2007; Ware & Kitsantas, 2007). This spirit may come from various sources. For example, the 

school may have devoted resources to train a teacher who feels a ‗moral‘ obligation to exert effort 

on the job and stay in the institution to repay the debt. As mentioned in the literature, teachers with 

great levels of normative commitment need to continue in the school since they feel they must 

(Maheshwari et al, 2007) and feel a sense of obligation to their school (Sabir et al., 2011). Meyer 

and Herscovitz (2001) also further elaborated that NC is the sense of moral duty to stay in the 

organization and a compulsory obligation (Meyer & Parfyonova, 2010).  

 Continuance commitment (CC) then again, is concerned with teachers‘ opinion of whether 

the costs of departing the school are greater than the costs of staying (Beck & Wilson, 2000).  

Beck and Wilson further argued that the teacher prefers to stay in the school because he/she 

recognizes the great costs of missing the job, including economic costs (such as pension increases) 

and social costs (relationship with colleague) that would be received. They further demonstrate 

that the teachers stay as members of the school because he/she ―ought to‖.  

Continuance commitment in education deals with the supports and costs that is associated 

with staying in the profession (Nazari & Emami, 2012). Moreover, it is mainly seen when a 

teacher stays frequently out of interest due to lack of options or costs related to leaving, such as the 

absence of income, seniority or retirement benefits. However, local research findings indicate that 

83.8% of teachers disclosed that chances are very slight for teachers to get additional income in 

educational institutions (ESC, 2016). On the other hand, 82.3% of the teachers have agreed that 

their salary is lower compared to those in other professions with the same level of education.  

In continuance commitment, teachers make an extended investment of time in the 

organization and leaving from the organization is a loss, therefore, teachers show interest to stay 

with the organization (Sabir et al., 2011) and it would be expensive to quit work for teachers 

(Meyer & Herscovitch, 2001). The investment of teachers in the school comprises of time, work, 

effort, abilities, and relationship with other staff members which cannot be found in the succeeding 
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job. Therefore, teachers‘ turnovers remain low in the organization and generally there is a positive 

impact on the performance of the organizations. This is also called psychological attachment of 

teachers with the organization (Sohail & Khan, 2015). Major variables linked with the continuance 

commitment are investment and alternative employment (Sabir et al., 2011).  

Similarly, teachers confirmed that they should be in the school primarily in the teaching 

profession due to absence of choices or possible consequences following leaving their jobs (Ware 

& Kitsantas, 2007) and economic constraints that make the professionals stay with the profession 

(Maheshwari et al., 2007). Teachers with continuance commitment are interested to stay in the 

profession since withdrawing the profession has great cost for them. 

In general, affective, normative, and continuance commitment are essential for school goal 

achievement. They help teachers to exert their utmost energy to their school, to keep working in 

the school and also boost teachers‘ attachment to their school. The three types of teacher 

commitment are applied in various organizations including educational institutions and related to 

numerous variables such as age, gender, tenure, personal commitment. School principals need to 

know the various dimensions of teacher commitment and use their power and leadership properly 

to augment their teacher commitment and satisfaction.  

The researcher has noticed that many scholars mention teachers‘ affective, normative and 

continuance commitment in relation to teachers‘ emotion; feeling of obligation and economic 

reason of a teacher. Hence, the researcher believes that understanding the three dimensions of 

teacher commitment is important for secondary schools principals of SNNPR to implement the 

various government policies, plans, programs and strategies effectively and efficiently; to 

understand their feelings, behaviors and attitudes towards their profession. Otherwise the 

government policies, plans, strategies and the different educational programs will not be 

implemented effectively by ignoring the interests and feelings of teachers towards their profession. 
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Besides, it has an implication on students‘ achievement and quality education. It is the researcher‘s 

understanding that affective, normative and continuance commitment of teachers are related to 

teachers‘ relationship with their organization, personal characteristics, organizational 

characteristics, feelings of moral responsibility, motivation of teachers, benefits and costs, and 

success of their profession and organization. Therefore, school principals in secondary schools 

need to understand the interests and various feelings of teachers by applying the appropriate power 

source, leadership style and by creating conducive working environment. In relation to working 

environment, Gethaun, Tefera, and Burichew‘s (2016) study in Ethiopian schools supports that 

schools can enhance the level of teachers‘ commitment by creating a more satisfying working 

environment. 

2.6.4 Antecedents of teachers‘ commitment 

Researchers have discovered different factors that influence teacher commitment including 

demographic variables, work experiences, individual differences, and investments (Meyer et al., 

2002). In a wide-ranging analysis of organizational literature, Fornes et al. (2008) found 

antecedents of work place commitment, including congruence, interesting work, clarity of purpose, 

equity and fairness, feedback and recognition, empowerment, and autonomy. 

      2.6.4.1. Demographic Factors as Antecedents of Teachers‘ Commitment 

Although demographic variables, including age, gender, marital status, education level, and 

experience/tenure have been applied in numerous studies, the findings seem inconsistent (Chughtai 

& Zafay, 2006; Meyer et al, 2002). Meyer et al.‘s (2002) study, for instance, found that a positive 

association between demographic variables and teacher commitment.  

With respect to gender and TC, mixed results were found between the two variables. 

Overall, females were found more committed than male counterparts. On the contrary, studies by 

Aydin et al. (2013) and Cho and Mor Barak (2008) discovered that males were more devoted than 
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females. However, other studies on the association between gender and commitment noted that 

gender is not an important predictor of commitment (Al-Ajmi, 2006; Joiner & Bakalis, 2006). 

Female teachers are also more normatively and affectively committed to the teaching profession 

than their male counterparts (Karakuş & Aslan, 2009). Moreover, female teachers‘ normative and 

continuance commitment are found low. 

Moreover, a meta-analysis was done by Cogaltaya (2015) and the results showed that 

gender or marital status affects teachers‘ commitment. Karakus and Aslan‘s study (2009) found 

similar findings like Cogaltaya‘s (2015) study. They revealed that focus, types, and levels of 

teachers‘ commitment differ along with their personal characteristics including marital status, 

gender, and tenure.  

Moreover, mixed findings were identified regarding age and teacher commitment. Some 

researchers found that age and teacher commitment are associated negatively (Chughtai & Zafar, 

2006; Iqbal et al., 2011). Nevertheless, several research findings identified a positive correlation 

between age and teacher commitment (Cho & MorBarak, 2008; Rowden, 2000). For instance, Cho 

and MorBarak‘s (2008) study revealed that older teachers have a greater level of commitment than 

younger teachers.  

Regarding marital status, empirical research indicated that married teachers are more 

committed than unmarried teachers since married teachers have more family responsibility than 

single ones (Cogaltaya, 2015). Financial burden, job security, family responsibility, and stability to 

support family increase the interest of married teachers to stay in the organization. However, 

research by Joiner and Bakalis (2006) revealed that married academicians are less committed than 

unmarried academicians. On the contrary, Chughtai and Zafar (2006) study discovered no 

association was established between marital status and commitment. Married teachers have higher 
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level of continuance commitment to the school they work and teaching profession than unmarried 

ones.  

Pertaining to level of education, research findings indicated that level of education and 

commitment are negatively correlated (Iqbal et al, 2011; Joiner & Bakalis, 2006; Rowden, 2000). 

One of the reasons for this negative correlation is that when the level of education increases, the 

opportunity to get external job alternatives also increases. Well-educated teachers mostly have a 

great amount of opportunities to change their jobs and thus, show a lower level of commitment to 

their school (Chughtai & Zafar, 2006; Joiner & Bakalis, 2006). However, other researchers 

uncovered that education level was not linked with teachers‘ commitment (Chughtai & Zafar, 

2006). 

Regarding experience/tenure of teachers, researchers suggest that teachers‘ experience and 

teacher commitment is correlated positively (Iqbal et al, 2011; Meyer et al, 2002; Salami, 2008). 

Iqbal et al. stated that when teacher stay in the organization for long time, their responsibility will 

become higher. Years spent in a school can be considered as an investment of teachers. Personal 

investments raise the commitment level and hinder teachers from getting out the school (Iqbal et 

al, 2011). Nevertheless, Walumbwa et al. (2005) came up amazingly with a different result. Their 

results showed that teachers‘ experience and teacher commitment are linked negatively (Chughtai 

& Zafar, 2006). 

In summary, the studies done to date on teacher commitment in relation to demographic 

variables have shown mixed results and had some limitations regarding the methodological issues. 

These inconsistent results have seen due to various reasons. These include the culture, context, 

type of the school, place of the study conducted, nature of the respondents, the method the 

researcher applied contributed to these differences. Other factors might contribute to this variation 

including focus, type and levels of teachers‘ commitment along with their personal characteristics, 
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financial burden, job security, family responsibility and stability to support a family, and an 

opportunity to change their job. These factors in general, are the major factors that determine the 

teachers‘ commitment. 

2.6.4.2. Outcomes of Teachers Commitment 

Teachers‘ commitment (TC) is required to create a positive link with diverse successful 

work outcomes. Suliman and Iles (2000) uncovered that TC was the drive behind an organization‘s 

performance and is positively linked to performance (Chen et al., 2006; Chughtai & Zafar, 2006; 

Rashid et al, 2003), motivation and job satisfaction (Chughtai & Zafar, 2006; Meyer et al., 2002; 

Pool & Pool, 2007), and organizational citizenship behavior (Riketta, 2002). Researchers also 

disclosed that TC is negatively associated with absenteeism and a turnover rate (Chughtai & Zafar, 

2006). Yousef (2000) further revealed that teacher commitment is positively linked with both job 

satisfaction and performance. In contrast, Yiing and Ahmad (2009) discovered that TC and job 

satisfaction are negatively correlated.  

In summary, studies on the outcomes of teacher commitment have shown mixed results 

between job satisfaction and TC. In some studies a positive correlation was obtained between 

teacher commitment and age. On the other hand, a negative correlation was obtained between job 

satisfaction and teacher commitment. However, in several studies positive association was found 

between teacher commitment and performance, job satisfaction, motivation and organizational 

citizenship behavior. On the contrary, a negative correlation was obtained between teacher 

commitment and turnover, as well as absenteeism.  

2.7. Organization 

Numerous definitions have been given by scholars regarding organizations. Barnard 

(2003), for example, defined organization as a system of meaningfully coordinated activities or 

efforts of two or more persons (Barnard, 2003). Organizations can also be understood as social 
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bodies that are goal focused, consciously arranged ―systems with a penetrable boundary‖ (Bedeian 

& Zammuto, 1991, p. 17). This means organizations are structured purposely so as to scientifically 

divide multifaceted functions among several individuals or units to reach a common goal. 

Organizations also are considered as systematized bodies of individuals or systems. According to 

George et al. (2002), organizations are formed of both human and material resources. The human 

resources of an organization help to transform or change the material resources into completed or 

usable products. Likewise, schools are social system with coordinated activities, structure, 

boundary and established from both human and material resources. 

Existence in any institution is a political action. Thus, organizational life is dominated by 

political interactions. Politics in schools contain the strategic practice of power to preserve or get 

control of real resources. Most school principals are directly accountable for the work-related 

behaviors of several people—their immediate teachers. Typical managerial functions in this area 

include inspiring people to work harder, solving conflicts, evaluating their performance, and 

helping them set goals to achieve rewards (George et al., 2002). 

Schools have been affected by several challenges. Some of the schools challenges include 

environmental difficulty and turmoil and the condition of technology (contingency theory), power 

processes (resource dependency),  interpersonal systems within schools (network theory), struggle 

for resources among schools, and  the level of school population growth (population ecology), as 

well as cultural and symbolic systems (institutional theory) (Scott, 2015).  

George et al. (2002) further identified four managerial challenges that affect organizational 

behavior: The first one is the shifting social and cultural environment. This type of challenge is 

created as a result of changes in the way people live and work. As we know, changes in values, 

attitudes, and beliefs are brought about by changes in a nation‘s culture and the characteristics of 

its people. 
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 The second challenge is the growing global environment. School principals must 

understand how cultural differences influence organizational behavior in different countries. 

Management functions become more complex as the school‘s activities expand globally, and 

coordination of decision-making and organizational issues becomes a necessity. 

The third challenge is related to advancing information technology. One kind of technology 

that brings a key challenge for schools today is information technology. Information Technology 

(IT) includes the various types of computer and communications hardware and software, and the 

skills designers, programmers, managers, and technicians bring to them (George et al., 2002). 

 The fourth challenge is the ever-changing work and employment relationships. In recent 

years, changes in organizational behavior have taken many forms regarding work and employee 

relationships. Forms of change encompass a limiting work relationship as a result of reducing, the 

progress of several temporary employees, outsourcing, and people no longer spending their entire 

careers with one organization due to layoffs (George et al., 2002). 

In summary, the researcher understood that schools are formal organizations that are 

established systematically with coordinated activities of two or more people. They are social 

systems that are purposely structured and are goal oriented with the penetrable boundary that can 

help to import and export inputs and outputs. Although schools are formally established with a 

specific purpose, they have been affected by environmental factors. These challenges affect the 

overall functions of the school and organizational behavior. Since school principals are 

accountable for work-related behaviors of various people in schools, they face several managerial 

challenges. These include shifting of social and cultural environment (changes in the way people 

live and work), growing global environment (management functions become complex as a result 

of school activities expand  globally; advancing information technology (communication hardware 

and software) and ever changing work and employment relationships. These environmental 
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challenges are difficult to to control them since they are beyond the capacity of the school. 

Therefore, school principals should be proactive to assess the external environment in advance and 

identify the opportunities and threats. This assists school principals to reduce the threats in 

advance and to use the opportunities for achieving school goals. 

2.8. Empirical Review on Power Sources, Leadership Styles and Teachers’ Commitment 

Several researchers have treated power sources, leadership styles and teacher commitment 

in different countries and sectors independently and jointly in relation to other variables (Asheber, 

2016; Feleke, 2014; Million, 2016; Temesgen, 2011; Yahaya & Ebrahim, 2016). However, studies 

on the three variable including power source, leadership style and teacher commitment were not 

researched and well-documented, mainly in the Ethiopian context. Hereunder, the various studies 

conducted so far in relation to power source, leadership style and teacher commitment are 

reviewed below. 

Research on power source has a long history in numerous disciplines of the social sciences 

including political science, and sociology as well as in behavioral science (psychology), and 

management (Lines, 2007). Nowadays, in educational settings, research on power source shows a 

growing concern among researchers across the globe (Ogunleye, Odebiyi, & Olaoye, 2013). 

However, for a long time, examination of the power source in educational decision-making was 

limited (Rahim, 2009). Studies on power source in the Ethiopian context are scant. The majority of 

the past research was done in non-Ethiopian contexts (French & Raven, 2004; Krause & Kearney, 

2006; Krause et al., 2002; Zogjani & Llaci, 2014). However, few studies related to power source 

were conducted by Ethiopian researchers (Ashebir, 2016; Mengistu, 2015). Ashebir‘s (2016) study 

uncovered that Ethiopian university leaders employed reward and legitimate power (positional 

power) in leading their institutions. Mengistu‘s studies (2015), in contrast, discovered that personal 

power (expert and referent) was found as the leading power bases in secondary schools in the 

Arada sub - city. Recent empirical work by Zogjani and Llaci (2014) found that leaders frequently 
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use expertise, legitimate, charisma, and power relationships. Overall, Yukl (2013) clearly 

recommended that the personal power sources (expert and referent) are more effective than 

position power.  

Another empirical study by Le Roux (2012) suggested that school principals are certain of 

a blend of personal and positional power to encourage education quality. Krause and Kearney 

(2006) on the other hand, uncovered that the most significant power sources in hospitals, for 

example, are informative, legality (positional power), expert knowledge, and legitimating through 

the norm of social responsibility. In orchestras, it was found the following hierarchy of power 

sources: position power, information power, expert and identification power, and immaterial and 

material prize and penalty (Krause et al., 2002) respectively. Moreover, a study by Afzalur et al. 

(2001) was done to see the interrelationship among power sources. They discovered that a positive 

correlation was found between legitimate and referent power. Likewise, reward and legitimate 

powers positively influenced expert and referent power. However, a negative link was found 

between legitimate and coercive power. 

The above studies on power disclosed that numerous power sources are employed in 

different areas and sectors by leaders. Except for two studies (Ashebir, 2016; Mengistu, 2015), the 

rest were done outside school contexts (i.e., in hospitals, business organization, and the music 

industry). This reveals that power sources are functional and applicable in several organizations 

although they are not researched adequately in the education sector. The above research findings 

also disclosed that legitimate and expert powers were exercised often in organizations followed by 

referent power. However, the various power sources ought not be considered as entirely separate 

from one another. On certain occasions, school leaders use the power sources in combination, 

relying on the conditions of the school context (Lunenburg, 2012). 
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Apart from this, the power source has been studied jointly with other variables, including 

leadership styles, TC and demographic variables. Regarding power source and leadership style, the 

majority of past studies found that social power and leadership perception are positively associated 

(Delucha, 2009; Edmunds, 2007; Mordedzi, 2015; Patrick, 2012).  

With reference to demographic variables, Mordedzi‘s (2015) study revealed that men 

exercised expert and legitimate power and demonstrated a transactional leadership style. Women 

on the contrary exercised coercive and referent power and demonstrated a transformational 

leadership style. However, Oshagbemi and Gill (2003) found a different result, which indicates 

that no significant differences were obtained between leadership styles of men and women. 

Patrick‘s (2012) study in contrast, indicated that the legitimate power tends to prevail most in 

organizations that apply information technology as it meaningfully impacts prescriptive and 

restrictive leadership strategies. Passive Management by Exception (MBE) is connected with a 

lack of power as seen by followers.  

Regarding power source and teachers‘ commitment, few studies have been done. For 

instance, two decades before, Rahim and Afza (1993) conducted a quantitative study on leader 

power, TC, satisfaction, compliance, and propensity to leave a job among US accountants. It was 

found that expert and referent power bases were positively correlated with subordinates‘ 

commitment and attitudinal compliance. 

García and Santa-Bárbara (2009) also investigated a quantitative study on the relationship 

between nurses' leadership styles and power sources on 204 nursing professionals from a public 

hospital. The results revealed that the use of power proposed by the model decreases the 

probability of performing the prescribed leadership style. 

Apart from the study of power source and teachers‘ commitment, others power source 

studies have also been done in relation to other variables, including teachers‘ change management 
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behavior, organizational citizenship behavior, teachers‘ professionalism and job satisfaction. For 

instance, a study was done by Argon and Dilekçi (2016) on teacher views on school 

administrators‘ organizational power sources and their change management behaviors. It was 

found that teachers fully agree to administrators‘ use of organizational power sources, particularly 

agree on  their change management behaviors. Besides, gender and professional seniority created a 

substantial variance in teachers‘ opinions pertaining to the behaviors related to organizational 

power sources and professional seniority made a considerable chance in the opinions about change 

management behaviors. It was also found that teachers‘ opinions on change management 

behaviors are strongly and positively related to expert, referent, reward and total organizational 

power sources while a moderate significant link was obtained by legitimate and coercive power. 

Koşar et al., (2014) also conducted a study on the relationships between primary school 

principals' power styles and teachers' professional behaviors in 264 teachers. The results revealed 

that a positive and significant relation was found between teacher professionalism and personality 

and reward power. In contrast, it was obtained that teacher professionalism was correlated with 

legitimate and coercive power negatively and significantly. In the study, it was found that  power 

styles of school principals considerably predicted teacher professionalism.  

Another quantitative study has also done by Altinkurt and Yilmaz (2012) about the link 

connection between school administrators‘ organizational power sources and teachers‘ 

organizational citizenship behaviors. The participants‘ opinions on organizational citizenship 

behaviors did not differ in terms of variables, but their opinions on sources of power in 

organizations differ in terms of seniority and field of study. In the study, it was found that the 

primary school teachers believed that school principals fully used power sources at a high level 

particularly they used legitimate power the most. It was also found that a moderate positive 

correlation was found between organizational citizenship behaviors and principals‘ power sources. 
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It was also obtained that a moderate positive correlation was found between coercive power and 

organizational citizenship behaviors. 

Bagic (2015) has also done a study on the effect of managers‘ power bases on employees‘ 

job satisfaction in the textile industry in Turkey. In the study, 400 employees working in 27 textile 

enterprises were participated.  The findings reveal that job satisfaction was correlated positively 

and significantly with all power bases except coercive power and employees‘ job satisfaction was 

only significantly predicted by reward power. 

Furthermore, leadership styles have been investigated in relation to TC and power sources. 

Pertaining to leadership style and TC, numerous studies have been undertaken. Studies on 

leadership style and TC disclosed that a positive association was found between leadership style 

and TC (Ahmad et al., 2015; Bushra et al., 2011; Lo, Ramayah & Min, 2009; Mahdi et al., 2014; 

Ramachandran & Krishnan, 2009; Rehman et al., 2012). However, the impacts are stronger for 

transactional leadership style (Lo, Rammayeh, & Min, 2009). On top of this, diverse research 

results discovered that transformational leadership has a slightly stronger association and impact 

on TC (Acar, 2012; Bushra et al., 2011; Chen, 2004; Erkutlu, 2008; Ismail et al., 2011; Lee, 2005; 

Limsila & Ogunlana, 2008; McGuire & Kennerly, 2006; Njoroge 2015; Tremblay, 2010; Walubwa 

et al., 2005). Other research by Mehdinezhad and Ganjali (2016) showed no statistically significant 

correlation between leadership style sub-scale-transformational leadership and teacher 

commitment of the principals. 

Moreover, one subscale of leadership style -transformational leadership style has a positive 

impact on other variables such as culture (Chen, 2004), leadership outcomes (Limsila & Ogunala, 

2008), leader-member exchange (LMX) (Lee, 2005), job satisfaction (Erkutlu, 2008; Walubwa et 

al., 2005), and empowerment (Ismail et al., 2011). Overall, it was discovered that leadership styles 
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are important antecedents of teacher commitment (Lok & Crawford, 2004). Dale and Fox‘s (2008) 

study, in contrast, depicted that leadership styles are positive predictors of teacher commitment. 

Another study was done by Chirchir and Ngeno (2014) on leadership style and teacher 

commitment in public primary schools in Kenya. In this study, 100 teachers participated. It was 

discovered that teachers perceived their head teachers to practice transformational leadership style 

more than transactional leadership style. The level of teachers‘ commitment was found to be 

moderate. The study further showed transformational leadership style was positively linked with 

normative commitment of teachers. There was also a positive correlation between transactional 

leadership style and affective commitment.  

Furthermore, Keskes (2014) conducted a study on the relationship between leadership 

styles and dimensions of teacher commitment.  The present study found a positive relationship 

between leadership styles and teacher commitment. Although there is a substantial study available 

signifying that transformational leadership style is positively associated with teacher commitment 

in several organizational settings and cultures, there has been little empirical research focusing on 

the detailed ways in which style of leadership impacts teacher commitment. 

Saleem, Batool, and Khattak (2017) have also done a study on the relationship between 

leadership styles and organizational commitment. In the study, 50 principals and 300 teachers 

participated. In this study, democratic leadership style was found the dominant leadership style of 

principals. Leadership styles and organizational commitment were related positively. In the study, 

private school teachers were found more committed to teaching, whereas public school teachers 

were more committed to the institution and the profession. 

Moreover, a study by Marshall (2015) was conducted on principal leadership style and 

teacher commitment in secondary school teachers in Barbados. In the study, 90 teachers and 11 

principals were participated.  The results confirmed a positive correlation was obtained  between 
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principal leadership style and teacher commitment. Besides, a statistically significant difference 

was found between new and old secondary school teachers‘ level of commitment. In addition, the 

regression model showed that the principal leadership style sub variables, in combination, 

accounted for some variance in the teacher commitment. 

Furthermore, a study was also conducted by Lai, Luen, Chai, and Ling (2014) in 

Malaysia.  It was found that transformational leadership style has a significant positive impact on 

affective and continuance commitment but not on normative commitment. Transactional 

leadership style has a significant positive impact on affective commitment only, and not on 

continuance and normative commitment. Therefore, the most influential leadership style in 

performing schools is transformational leadership style. 

 Leadership styles have also been studied with other variables, including job satisfaction, 

teachers‘ performance, school performance, teacher motivation, and student achievement. For 

instance, a study by Ohide and Mbogo (2017) on the influence of school leadership on teachers‘ 

job satisfaction and performance revealed that leadership was found to influence teachers‘ job 

satisfaction and performance in their respective private primary schools.  

With regard to power source, leadership style and teacher commitment, researchers have 

made very few attempts. However, several studies were done on the two variables particularly on 

the relationship between leadership style and teacher commitment. Few studies have been done on 

power source and teacher commitment; power source and leadership style. However, until today, 

there is only little insight into the connection between power sources, leadership style and TC 

except a peer-reviewed research by Pierro et al., (2013). Pierro et al., (2013) attempted to examine 

sources of social power, leadership styles, and teacher commitment. Precisely, the investigators 

hypothesized that transformational leadership style would raise affective commitment through its 

effect on readiness to obey with soft sources of power. Both Study 1 and Study 2 delivered 
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findings consistent with their hypotheses. Pierro et al. (2013) found that teacher commitment was 

positively and significantly related to one power source sub-scale, i.e., soft power sources (expert, 

referent, information) and one leadership style sub-scale i.e., transformational leadership style. 

Harsh power sources (coercive, reward) were not significantly related to teacher commitment. 

Besides, transformational leadership style was positively and meaningfully linked with both power 

sources (more strongly with soft power than harsh power bases). The regression analysis result 

also revealed that teacher commitment was positively and significantly related to soft power 

sources but not with harsh power sources. The results clearly indicated that transformational 

leadership style (particularly its charisma dimension) was positively related to soft power sources 

and affective commitment (Pierro et al., 2013). More essentially, these findings underlined the 

mediating role of soft power bases in the correspondence between transformational leadership 

style (charisma) and teacher commitment (Pierro et al., 2013).  

In addition, a study which is a bit similar to Pierro et al., (2013) study was done by 

Mordedzi (2015) on bases of power, leadership styles, and demographic profiles of undergraduate 

business students in Ghana. Sixty three students took part in the study using simple random 

sampling. The results showed that men exhibited transactional leadership style, expert and 

legitimate power. Women demonstrated transformational leadership style, coercive and referent 

power. In the study, it was found that students, regardless of age or program area, had legitimate 

power. However, students below 40 years showed transactional leadership style while students 

who were 40 or more years demonstrated transformational leadership style. Management students 

showed transformational leadership style; marketing and executive office administration students 

demonstrated transactional leadership style. The t test showed no significant differences in 

students‘ bases of power and gender. Likewise, the ANOVA was not substantial for the differences 

in the reward, coercive, expert, and referent power and students‘ age.  
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Overall, there are still gaps in investigating the nexus among power source, leadership 

style, and teacher commitment. The researcher did not get adequate studies on the above topic 

except a study attempt by Pierro, et al. (2013) and Mordedzi (2015). Therefore, much has to be 

done on this topic to understand the relationship between power sources, leadership style, and 

teacher commitment. All past research studies conducted so far were focused mainly on examining 

the two variables only (power source with teachers‘ commitment; power source with leadership 

style, and leadership style with teachers‘ commitment).  

In summary, power source has been studied across the globe and in different context in 

relation to teacher commitment and other variables including teachers‘ organizational citizenship 

behavior (2012), teachers‘ professionalism (2014), job satisfaction (2015), change management 

behavior (2016), and subordinates commitment, satisfaction, compliance, and propensity to leave a 

job among accountants in US (1993). From the above reviewed research works and findings, the 

researcher has come to realize that almost all the studies were done in non-Ethiopian context and 

non-educational setting. They were conducted in industry and business sector. In fact, there is a 

growing concern of power studies in educational settings though local studies were not studied 

adequately in Ethiopia. 

Furthermore, several studies on leadership styles and TC were executed by different 

researchers and found a significant positive relationship with teachers‘ commitment. Likewise, 

other studies have been done between leadership style and other variables including teachers‘ job 

satisfaction, culture, leadership outcomes, leader-member exchange, and empowerment. Few of 

the studies were done in African context particularly in Sudan, Tanzania and Kenya which are 

relatively similar to Ethiopia in terms of developmental level though the culture seems different. 

Other studies were done in Malesia, Pakistan, and Turkey. 
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Overall, studies in power sources, leadership style and teacher commitment are scant in 

Ethiopian secondary school or it is almost non-existent. Only, the two variables, mainly leadership 

style and teacher commitment have been examined adequately. Still, there is a gap in investigating 

the three variables- power source, leadership style and teacher commitment in Ethiopian secondary 

school context. Only one peer reviewed article was available which is directly related to the 

present study. This topic is the under researched topic throughout the world as far the researcher 

knowledge and literature searches is concerned. Overall, the above studies are different in terms of 

context, type of organization the studies were conducted and the method the researchers used. 

Most studies that have been reviewed in this study were done in non-Ethiopian context and various 

organizations including business organization, hospital, industry and educational institutions. 

Besides, they have been done using quantitative methods and limited sample size. 

2.9. Local Studies on Power Source, Leadership Style and Teachers’ Commitment 

Although a local study on the power source, leadership style and teacher commitment has 

not been done and well researched in the Ethiopian context, researchers have attempted to address 

the relationship between leadership style and teacher commitment in their studies locally. Million 

(2016) for instance, conducted his study in leadership style and organizational commitment (OC) 

in Selected Poly Technique Colleges of Addis Ababa City Administration. The purpose of this 

study was to disclose the relationship between leadership style and organizational commitment in 

Polytechnic colleges of Addis Ababa City Administration. The researcher used descriptive 

correlational research design to examine the relationship between three leadership styles 

(transformational, transactional and laissez-faire) and organizational commitment. His research 

samples were composed of nine leaders (self-raters) and 234 trainers (raters) in three polytechnic 

colleges. The findings revealed that transformational leadership style was the dominant leadership 

style and the current status of staff commitment is affective commitment. It was also found that 

transactional, transformational and laissez-faire leadership styles were linked with dimensions of 



95 
 

organizational commitment positively. However, a weak correlation was found between laissez-

faire leadership style and affective commitment.  

Feleke (2014) also conducted a study entitled ―The Relationship between Leadership Styles 

and organizational commitment at Defense University‖. In the study, 32 leaders and 94 

subordinates were participated. The t-test result revealed that leaders and subordinates have varied 

perceptions of leadership styles at Defense University. It was also found that transformational 

leadership style and organizational commitment are related positively and significantly (affective, 

continuance and normative commitment) but the relationship was not strong. Transactional 

leadership style was related positively and significantly with affective, continuance and normative 

commitment. For laissez-faire leadership style, it was found that there was no statistically 

significant correlation between laissez-faire and organizational commitment.   

Mekonnen (2014), in his unpublished master‘s thesis also conducted a study on the 

relationship between employees‘ perceptions of their immediate supervisors‘ leadership styles and 

their organizational commitment. According to his findings, the level of affective commitment was 

generally low and was unaffected by most of the leadership styles. The only correlations found 

regarding affective commitment were very weak and there was a negative correlation with 

attributes idealized influence. 

Temesgen (2011) also investigated the relationship between leadership styles and employee 

commitment in private higher education Institutions in Addis Ababa City. His research findings 

revealed that transformational leadership style has significant and positive correlations with 

affective and continuance commitment while transactional leadership style has significant and 

positive correlation with only normative commitment. A laissez-faire leadership style was found to 

be significantly and negatively associated with employees‘ affective commitments. 
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Another local mixed study was also done by Geda (2015) in Adama town public secondary 

schools of Oromia Regional State. The study result indicated that several school principals were 

from non-management or educational background in leadership, they lack knowhow on how to 

influence and get teachers to perform beyond expectations, develop a sense of school citizenship 

and work of unifying purpose. 

The majority of the above reviewed studies discovered that a positive correlation was 

obtained between leadership styles and teacher commitment. However, the correlation strength 

differed from study to study. For instance, Million (2016) found a moderate correlation between 

the two variables and Feleke (2014), on the contrary, found a weak correlation. Moreover, the 

studies done so far differed in their contexts. They were done in various countries such as China, 

the U.S., India, Malaysia, Kenya, South Sudan and Ethiopia. In addition, the above studies have 

been done in business organization, industry, banks, and military camps rather than educational 

settings except few studies. Moreover, the researchers used various methods to undertake their 

studies. For example, Feleke‘s (2014) and Temesgen‘s (2011) studies applied a cross-sectional 

descriptive survey design while Mekonnen‘s (2014) study employed a descriptive research design 

and quantitative method. Geda used a mixed research method. All the studies mentioned above 

used standardized questionnaires and focused on the link between the two variables namely 

leadership styles and TC. 

Although local studies on leadership styles and power sources in relation to TC were not 

found, other local studies have been made between leadership styles and other variables, i.e., 

teachers‘ performance, school performance, and teacher motivation, and student achievement. For 

example, Atsebeha (2016) has done a study on principals‘ leadership styles and their effects on 

teachers‘ performance in the Tigray region of Ethiopia. It was found that all the leadership styles, 

except the directive leadership style, have a positive impact on the teachers‘ performance. 
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Moreover in the study, it was found that supportive leadership style is the most commonly used 

style. Notably, age, qualifications and experience had an effect on teachers‘ performance. The 

result also pointed out that a positive and significant link was obtained between the job 

performance of teachers and the leadership styles employed by the principals.  

Another study has also been conducted by Zewdie (2017) on principal leadership practices, 

teacher motivation, and student achievement in secondary schools of Addis Ababa City 

Government. The results of the study showed that a strong and direct relationship was obtained 

between principals‘ leadership practices and teachers‘ motivation. In the study, it was also found 

that principals‘ leadership practices have a direct and strong relationship with students‘ 

achievement. Moreover, the study indicated a strong and direct relationship between teachers‘ 

motivation and students‟ achievement. Finally, recommendations for future research and in 

relation to school principals‘ recruitments and selection were forwarded.  

Tilahun (2014) also conducted a study on the relationship of school principal‘s leadership 

styles and school performance in secondary school of Agnwa Zone at Gambella National Regional 

State. Accordingly, the results of the study revealed that students‘ academic achievement and 

school performance were influenced by democratic leadership styles positively. On the contrary, 

students‘ academic achievement and/or school performance were influenced negatively with 

autocratic and laissez-faire leadership. To improve school performance considerable, principals 

should possess the required leadership knowledge and skills.  

Other studies have been conducted in other disciplines which are indirectly related to the 

present study. A study entitled, ―Decentralization of Power and Local Good Governance in 

Ethiopian Federal System,‖ was conducted by Kena (2016). It was found that the country‘s 

governance suffers from a lot of problems in the last two decades. Besides, the result of the study 

indicates that local authorities still remain instruments of political control by the central 
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government. Several factors contributed to the lack of local autonomy and good governance in 

Ethiopia.  Practically, the process of confirming good governance under a decentralized political 

system is still questionable due to the existing political culture, lack of financial and human 

resources, the existence of one dominant ruling political party, low implementation capacity and 

lack of adequate autonomy. Therefore, good governance is not improved and becomes worse 

unless measures are taken.  

The above challenges are also observed in our secondary schools. School principals are 

under the control of the local authorities. School principals are shouldering political pressures and 

interference. These and other related factors contributed to lack of adequate autonomy and good 

governance in school. This severely affects the school overall operations and students‘ 

achievement. School principals, therefore, are required to be getting more autonomy to exercise 

their power effectively and efficiently. Local authorities ought to give full authority and 

responsibility to school principals by reducing their pressure. This helps school principals to be 

focused on their school instructional functions, especially in following-up the teaching learning 

process and managing the school resources properly and leading the human resource properly. 

2.10. Challenges Related to Power Sources, Leadership Style and Teachers’ Commitment 

Several scholars around the world have tried to identify several factors that affect power 

source, leadership style and teacher commitment. For example, Kavanaugh and Ninemeier (2007) 

discovered three factors: leader‘s characteristics, followers‘ characteristics and organization 

environment. Moreover, Rad (2006) identified organizational culture as a factor that influences 

leadership styles of a leader. This implies that school leaders explore the organizational culture 

when selecting leadership styles. Other factors related to teacher commitment include job 

characteristics (Bashir & Ramay, 2008),  job  satisfaction (Malik,  Nawab,  Naeem, & Danish, 

2010), and  workforce  stability  (Nguyen,  Mai,  &  Nguyen, 2014). Meyer and Allen (1997) also 



99 
 

noted job challenge, role clarity, goal clarity and goal difficulty, receptiveness by management, 

peer cohesion, equity, feedback, participation, and dependability affect teachers‘ affective 

commitment (Medallon, 2013). Demographic variables, including age and gender also affect 

leadership styles of managers (Kotur & Anbazhagan, 2014). Al-Ababneh (2013) further indicates 

that demographic factors, for instance, age, sex, and educational level, affect leadership styles of a 

leader.  

Local research findings have also identified some challenges that are related to the power 

source, leadership style and teacher commitment. These include lack of leadership competence or 

expertise knowledge, absence of teacher commitment, lack of understanding of the power sources 

and leadership styles, lack of experience in leadership positions, high attrition rates, low salary and 

salary progression, absence of follow-up, and lack of strong monitoring and evaluation system 

(ESC, 2015; Le Roux, 2012). The ESC (2015) study also further described that teachers are 

acquiring less support from school leaders. School leaders do not frequently talk to teachers about 

the instructional process and their behavior toward the staff is not supportive and encouraging. 

Lack of a good management system that supports teachers to develop their skills and knowledge 

and absence of good governance and lack of autonomy were also found as severe challenges (ESC, 

2015) that contribute to a power source, leadership style and teacher commitment. These 

challenges may affect teacher commitment.  

A study by Fekede, Fiorucci, and Catarci (2013) also discovered that teaching staff were 

highly discouraged by working conditions, low salaries, and poor leadership. Additionally, lack of 

training, lack of regular support, unavailability of educational resources, and principals‘ role 

diversity are among the major factors that hinder the success of school leadership (Getachew, 

2007). All the above challenges are closely related to the school principal power source, leadership 

style and teacher commitment. Dea and Basha (2014) have also identified leadership challenges 
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facing school principals to implement general quality education improvement program in Wolaita 

Zone Town Administration. These include lack of support, commitment, incentives, understanding 

and collaboration of stakeholders. 

Abdulrasheed, Hussin, and Kasa. (2016) also acknowledged the challenges of principal 

leadership styles and school management in their study. These include principals‘ involvement in 

political activities, declining authority to act, poor teachers and principals relations, teachers‘ 

attitudes, teachers‘ low commitment, students‘ behaviors, decreasing funding, fund 

mismanagement and lack of trust. The authors also suggested the possible solutions to solve the 

problems related to leadership challenges that including a partnership with parents (PTA 

regulation, public-private collaboration), student input, staff involvement (give attention to staff in 

training, consider their interests to achieve common goals), government policy (staff recruitment 

policy, development focused, standardized admission), and leading by example. 

Summary 

In the literature section, the researcher has learned that the power source, leadership style, 

and teacher commitment may be used in various studies and contexts and also influenced by a 

number of variables. The concepts, theories, and classifications of the three constructs have been 

reviewed in detail in the literature section. 

Regarding power source, scholars defined power in numerous ways depending on their 

own insights. Moreover, various classifications of power have been made by scholars. However, 

French and Raven‘s classification is viewed as the most applicable classification in research 

works. They identified the six power sources- legitimate, reward, information, coercive, expert and 

referent powers. Furthermore, other classifications have been made by numerous scholars. The 

classifications made so far by several researchers are in agreement with French and Raven (1959) 

classification. Moreover, several studies have been done on power source in different areas and 
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sectors and found mixed results (Krause & Kearney, 2006; Krause et al., 2002; Lines, 2007; 

Ogunleye et al.; Zogjani & Llaci, 2014). Except two studies, the rest were done outside the school 

context (Ashebir, 2016; Mengistu, 2015). This reveals that power source has been functional and 

applied in several organizations, although it has not been researched adequately in the education 

sector.  

With respect to leadership, researchers have presented various definitions of leadership 

since 1900. Some researchers see leadership as the focus of group processes; others view from a 

personality perspective (Northouse, 2016; Yukl, 2013); some define in connection to the power 

relationship that exists amid the manager and subordinates (Northouse, 2016); others see it as a 

transformational process that takes subordinates beyond is often expected (Burn, 1978). But, at last 

scholars reached a consensus, i.e., they can‘t bring a mutual definition to leadership.  

Regarding the reviewed leadership theories, various leadership theory categorizations were 

made by scholars in different times from the Great Man and Trait theory up to transformational 

and transactional leadership style. These leadership theories differed in their focus. For instance, at 

the beginning, the focus was leaders‘ inborn qualities, and then shifted to what the leaders actually 

do. After that, circumstantial aspects received attention from scholars. Later, the focus was shifted 

to component behaviors used to impact subordinates and the consequence of the manager on the 

follower. Several classifications of leadership styles have been undertaken. However, the 

classification made by Bass and Avolio (1995) is widely used in research work. These include 

transactional, transformational and laissez-faire leadership style. In the above reviewed literature, 

several dimensions of transactional leadership style were discussed in literature, namely, 

contingent reward, and management-by-exception passive and management-by-exception active. 

Moreover, the components of transformational leadership style are reviewed in the literature such 
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as idealized influence (attributed and behavior), inspirational motivation, intellectual stimulation 

and individualized consideration (Gichuki, 2014).  

In general, a transactional leadership style is appropriate in various locations and may assist 

adherence to apply standards. However, it is not useful to innovation and risk taking though it 

gives attention to extrinsic motivation to discharge duties properly. On the contrary, a 

transformational leadership style generates a vision and inspires subordinates to struggle beyond 

the necessary expectations (Bass et al., 2003; Bolden et al., 2003, Trottier et al., 2008). Thus, it 

would impact behaviors by motivating followers through the advancement of enthusiasm, faith, 

and honesty. On the contrary, transactional leadership would guide to recognition of innovation 

through reward and reinforcement. 

Concerning commitment, it is related to the individual‘s level of involvement in the 

institution, and a great level of connection to an organization. The reviewed literature on 

components of teacher commitment revealed that the affective, continuance and normative 

commitment are important for organizational goal achievement and help teachers to exert their 

utmost energy for their organization, to continue working in the organization and also boost 

employees‘ attachment to their organization. The reviewed three dimensions of teacher 

commitment are applied in various organizations including educational institutions. Moreover, the 

three aspects of teacher commitment are related to various variables such as age, gender, tenure, 

personal and teacher commitment. Regarding this research review, research on the power source, 

leadership style and teacher commitment is in short supply and scant in Ethiopia. However, the 

majority of studies conducted on leadership style and teacher commitment discovered the positive 

correlation between leadership styles and teacher commitment as well as aspects of teacher 

commitment. However, the correlation strength differs from study to study. As found in several 
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studies, there are also a lot of factors that impede power source, leadership style and teacher 

commitment.  

Local research findings have identified lack of leadership competence (related to expert 

power), absence of teachers‘ commitment, high attrition rate, low salary and salary progression, 

lack of understanding of the power source and leadership style, lack of experience in a leadership 

position, the absence of follow-up, and lack of strong monitoring and evaluation system as 

challenges related to the power source, leadership style and teacher commitment. 
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Chapter 3: Research Design and Methodology 

This section introduces the research design and methodology applied in this research. The 

purpose of this study was to examine the school principal power source, leadership style and 

teacher commitment in secondary schools of SNNPR: Nexus and challenges. This section presents 

research method, research design, and research setting established for the study. It further explains 

the sampling procedures used to draw a representative sample size of the study population. Finally, 

it describes the source of data, key variables, the tools and pilot test, reliability and validity, 

procedures of data collection, the method of data analysis and ethical issues.  

3.1. Research Method 

Subscribed to pragmatic research paradigm, this study followed mixed research method. 

This helped to collect current information to answer the research questions. In this regard, the 

researcher builds knowledge on a pragmatic ground (Creswell, 2003; Maxcy, 2003) emphasizing 

truth is what works. Mixed research method was used because it allows a collection of data both 

from quantitative and qualitative research. In fact, quantitative approach was given dominant 

position, while accepting concurrently that the presence of qualitative data and analysis increases 

the meaning of the results (Johnson, Onwuegbuzie, & Turner, 2007). The basic assumption for 

using mixed research method is that the uses of both quantitative and qualitative methods, in 

combination, offers a better understanding of the research problem and basic research questions 

than either method by itself (Cara, 2013). A mixed methods research centers on gathering, 

analyzing, and mixing both quantitative and qualitative data in a single study or series of studies 

(Cohen, Manion & Morrison, 2018; Creswell, 2018).  

3.2. Research Design 

Although the mixed research method has many ―strands,‖ in the present study a concurrent 

embedded design of the mixed method research was used. Embedded design recognizes that each 
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research question requires both quantitative and qualitative data, and qualitative data may be added 

to embed in or supplement by quantitative data or vice versa in this design (Cohen, Manion & 

Morrison, 2018). In this study, for instance, the qualitative data was used to explain and interpret 

the quantitative data. The quantitative type of data tends to have priority over qualitative data: for 

example, in this study, qualitative data was embedded within a largely quantitative study 

(Creswell, & Clark, 2017). Moreover, in concurrent nested designs, quantitative and qualitative 

data are collected and analyzed at the same time, however, priority is given to one of the two forms 

of data-either to the quantitative or qualitative data (Creswell, 2018). In the present study, the 

quantitative data was given the dominant position while qualitative data plays a supporting role to 

the quantitative data (Creswell, 2002; Hasan & Bozkaya, 2016)..  

3.3. Description of the study area 

This research was conducted in SNNPR, which is one of the regions located in the southern 

and southwestern part of Ethiopia (SNNPR, 2015). Administratively, the region is mainly sub-

divided into 14 zones, four special woredas and one town administration.  It covers a total area of 

109,015 Sq. Km (SNNPR, 2015). Hawassa is the capital city of SNNPR which is 273 km away 

from the capital city of Ethiopia. As indicated in the recent CSA (2013) report, the region has an 

estimated total population of 17,837,005 of which 8,843,999 (49.6%) are men and 8,993,006 

(50.4%) are women.  

According to a SNNPR BoFED (2015) report, the region is comprised of around 56 ethnic 

groups with their own separate geographical locations, languages, cultures, and social identities 

living together. These diverse ethnic groups are categorized into the Omotic, Cushetic, Nilo-

Sahara and Semitic super language families (SNNPR, BoFED, 2015). Among them, Omotic and 

Cushetic are the most crowded and varied ones with the major area coverage in the region 

respectively. These major Ethnic groups are residing in their own administrative geographical area 

/zones , special woredas or woedas having unique language, culture and other social values . In 
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general, Omotic and Cushitic are accounted for 48% and 30% of the total 56 Ethnic groups 

respectively. While the remaining 22 % belong to Nilo-Saharan and Semitic Ethnic groups 

Based on ethnic and linguistic identities the region is currently divided into 14 zones which 

are again sub-divided into 131 woredas/ districts and 4 special woredas/ districts and 27 town 

administrations. According to zonal and special woredas/ districts reports of 2008 E.C, there are 

399 urban and 3735 rural kebeles in the region. Therefore, the study tried to incorporate 

respondents who represent various ethnic backgrounds, cultures and geographical locations. 

With respect to economic activity, the agriculture sector is believed to be the major 

economic activity of the region since it supports directly nearly 90% of the region‘s population and 

the main contributor of Gross Domestic Product [GDP] both at the national and regional level. The 

major types of food crops that grow in the region are maize, teff, wheat, and barley, pulses, 

vegetables, root crops, coffee, spices and oil seeds. Coffee production is the largest stimulant cash 

crop within the region and the second next to Oromia with around 40% share of the total 

production in the country. Tea production in this region is well known especially in the western 

part of the region which produces for commercial tea producers. The SNNP region also has a 

different agro-ecological zone that creates favorable conditions for a large livestock population, 

which includes cattle, sheep, goats, poultry and draught animals despite the prevalence of diseases 

(SNNPR, BoFED, 2015). 

Regarding the education activity, corresponding to the national and regional education 

development efforts, SNNPR education bureau had been working for the development of 

education and as a result registered some success stories (MoE, 2015). Expansion of education in 

the region has shown rapid progress from year to year in terms of  enrollment rates in KGs, 

primary,  and secondary educations. Besides, the region opened O classes, adult and non-formal 
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education centers, and Alternative Basic Education centers in all urban and rural woredas. 

(SNNPR BoFED, 2015). 

According to Regional Bureau of Education annual statistical abstract, the number of 

schools at all educational, level has been increasing each year (SNNPR Education Bureau, 2016). 

For instance, in 2016/17, the number of KGS School reached to 761 with an average growth rate 

of 7.2 percent per annum for the last eight years and all the KGS schools are undertaken by non-

government organizations. Besides, in 2016/17, the total number primary schools reached 6452, 

among them 5990 (92.8%) were government and the remaining 462(7.2%) were owned by non – 

governmental organizations. The number of secondary schools including preparatory reached 705 

in 2016 among them 654 (92.7 %) were government and the remaining 51 (7.3%) were owned by 

non – governmental organizations. In 2016 the Grosse enrollment rate in primary education (1-8) 

became 104.5% . 

With regard to the enrolment rates in SNNPR, According to the data obtained from 

education bureau the school age population for the age group of primary school in the year 2016 

was 4,244,044 while the school age population for secondary school is 1,737,270. Out of which 

861983 were males and 875287 females. The net enrollment rate (NER) in primary education in 

2016/ 17 became 98.7%. Whereas the net enrolment rate of Secondary education(9-12) in 2016/17 

recorded 30.7% . 

 With reference to pupil teacher ratio, for primary level reached 1:50 in 2016. Remarkable 

progress also registered in secondary school with qualified teacher pupil ratio. The qualified pupil 

teacher ratio for secondary school at regional level reached a ratio of 1:30. 

Regarding education, secondary schools in Ethiopia play essential functions and are 

considered as a foundation for producing middle and high skilled manpower. It also feeds students 

to higher education programs and technical and vocational institutions (BoFED, SNNPR, 2015). 
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Cognizant of this situation, the government of Ethiopia is committed to providing secondary 

education all over the country for young people aged 15-18. Secondary education in Ethiopia has 

two cycles: the 1
st 

cycle consists of grades 9-10 and the 2
nd 

cycle encompasses grades 11-12 (MoE, 

2015). From the information obtained from the MoE Annual Abstract (MoE, 2015) and SNNPR 

(2015) BoFED report, there are 550,271 secondary students (302,730 males and 247,541 females), 

14,601 secondary teachers (12,055 males and 2546 females) including TVET and preparatory and 

640 secondary school principals in the region. Figure 2 shows a map of the region. 

Figure 2. Map of SNNPR, Source: SNNPR, BoFED, 2015 

3.4. Sources of Data 

 The researcher used both primary and secondary source of data in this study to collect data 

from participants. The primary source of data was gathered from teachers, school principals and 

vice-principals, supervisors, and zone education heads.  

Teachers are employees of secondary schools who are qualified to teach in the formal 

classroom in the school while school principals are leaders who lead people, manage resources, 

plan, direct, coordinate and control the overall activities of the school. 
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Cluster supervisors are individuals who provide guidance and support for teachers and 

school principals to improve the teaching-learning process while Zone education heads are 

officials who control and lead the educational activities of the Zone. Overall, the participants are 

believed to have information regarding principal power source, leadership style and teacher 

commitment. 

 Secondary sources of data were produced by reviewing various sources such as school 

level demographic data, research reports, MoE and SNNPR Education Bureaus Publications, 

policy documents, MoE guidelines or blueprint, and relevant data from pertinent journals and 

literature. 

3.5. Samples and Sampling Technique 

The target population of the present study was all the available secondary schools in 

SNNPR are included in the study with their selected participants representing from teachers, 

school principals, supervisors, the Head of the Zone education department. The study was 

conducted in secondary schools of SNNPR.  The respondents are further varied by their 

educational background, level of qualification, marital status, position etc.  

A combination of probability and non-probability sampling techniques were used in this 

study to select the research participants and their location. In doing so, the study followed a 

multistage sampling technique to select the region, Zones, secondary schools and respondents for 

the data collection in different stages.  

SNNPR was selected as a research site out of the nine administrative regional states and 

two cities administration in Ethiopia purposively. The major rationale for choosing SNNPR was 

due to serious challenges in the SNNPR secondary schools, including poor leadership, lack of 

good governance and lack of teachers‘ commitment as indicated in the research findings (ESC, 

2015). Also, as indicated in the regional Growth and Transformation Plan II (GTP II) (2015), 
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teachers‘ and school principals‘ high turnover rates are observed due to poor leadership, absence 

of commitment, and job dissatisfaction in the region during the implementation time of the  

Growth and Transformational Plan I (GTP I). Besides, the researcher experience and familiarity 

with the regional educational context as well as access to respondents are among the rationale for 

selecting the SNNPR.  

First, the region was partitioned into Zones and sample Zones were chosen from the region. 

There are 14 Zones in the region (SNNPR, BoFED, 2015). Four zones were selected from the 

region through stratified random sampling technique where the strata are the zones. Accordingly, 

Wolaita Zone, Guragge Zone, Gamo Zone and Sidama Zone were chosen. There were four Zone 

education department heads in the selected Zones. All the heads were selected as participants in 

this study. The Heads were selected using purposive sampling technique for face-to-face interview. 

With reference to secondary schools, there are 654 secondary schools in the region 

including TVET and preparatory schools.  However, in the selected four zones, there are 124 

general secondary schools. Three criteria were used to select secondary schools: years of 

establishment of the schools (i.e., 3 years and above), school principals‘ experience (three years 

and above) and teachers‘ experience (three years and above). Schools, which were established 

after 2014/15, were excluded from the target population with the belief that such schools are 

premature to have established principal leadership practices and have less teachers‘ experience. 

Out of 124 secondary schools in the four Zones, 66 secondary schools fulfilled the above criteria. 

Accordingly, 34 secondary schools were selected out of 66 using proportional stratified sampling 

technique. Accordingly, nine secondary schools from Wolaita Zone, eight from Gurage Zone, 

eight from Gamo and nine from Sidam were selected for this study.  

With respect to research participants, secondary school teachers, supervisors, and school 

principals were selected from the sample secondary schools. Accordingly, the respondents list was 
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taken from each secondary school. Accordingly, 452 teachers were selected out of 1507 teachers in 

the 34 schools. Besides, 12 supervisors out of 33, 102 school principals, including vice principals 

out of 372 and four Zone education heads out of four were selected for this study. The simple 

random sampling technique was used to select supervisors. On the other hand, purposive sampling 

technique was used to select school principals and Zone education heads.  

The required sample size for teachers was determined using Neuman‘s (1997) sample size 

determination. According to him, 300 (about 30%) samples are needed if the study population is 

1000 or under, 1000 (about 10%) samples if the study population is 10,000 and for populations 

over 150,000, smaller sampling ratios (1%) are acceptable. Following Neuman‘s (1997) 

suggestion, out of 1507 populations of the sampling frame, 30% (approximately 452) of the 

teachers were selected from each of the sampling frames through stratified random sampling 

technique proportionate to the size of the target populations.  

Based on the above formula, 452 teachers were selected for this study. Consequently, a 

total of 570 research participants (i.e., 452 teachers, 102 principals, 12 supervisors and 4 Zone 

Education Heads) were selected for this study. Regarding the Zones share, 131 teachers and 27 

school principals were selected from Wolaita zone; 127 teachers and 27 school principals from 

Sidama Zone; 94 teachers and 24 school principals from Gurage Zone and 100 teachers and 24 

school principals from Gamo Zone. 

Table 1 

Summary of Samples Drawn from each of the Sampling Frames 

Level Population Samples  Sampling Technique 

Regions 9 1 Purposive  
Zones 14 4 Stratified 

Schools 624 34 Proportional stratified 
Respondents: 

        Teachers 

 

1507 

 

452 

 

Proportional stratified 

       School Principals 102 102 Purposive 

        Supervisors 33 12 Simple random 
 Zone education Heads 4 4 Purposive 
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3.6. Main Variables of the Study 

The table below shows the main variables of the study, including power source, leadership 

style and teacher commitment. From the debate of the accessible works in the literature, frequently 

undertaken in Western secondary education, the researcher learned that several factors hinder 

teachers‘ organizational commitment including demographic variables. The six components of 

power sources (i.e., expert, referent, legitimate, coercive, reward, and information power) and 

three components of leadership styles (namely, transactional, transformational, and laissez-faire) 

are independent variables (Balyer, 2012; Nafei, Khanfar, & Kaifi, 2012). In addition, age, gender, 

marital status, educational level, and experience of the school principals are used as explanatory 

variables in this study. Teacher commitment on the other hand, is the dependent variable with 

three dimensions such as, affective, continuance and normative commitments. Hence, Table 2 

presents variables, sub-scale, code, indicators, model and scale to be used. 

Table 2  

Variables, Sub-scale, Code, Indicators, Model and Scale Used 

 

 

Variables Main 

Variables 

Subscale Code Indicators Models  Scale 

 

 

Independent 

Variable 

 

 

 

 

 

 

 

 

Power 

Sources 

Legitimate LP 24, 25, 26, 27, 

28, 29 

Rahim‘s  

RLIP 

Model 

(1988) 

 

Likert 

Scale 

Reward ReP 7, 8, 9, 10, 11, 

12, 13 Coercive CP 19, 20, 21, 22, 

23 Referent RfP 14, 15,16, 17, 

18 Expert EP 1, 2, 3, 4, 5, 6 

Information IP 30, 31, 32, 

33,34, 35  

 

Leadership 

Styles 

Transformational 

Leadership Style 

 

TFLS 

 

2,6, 8,9, 10, 

13,14, 15,18, 

19, 23, 21, 

25,26, 

29,30,31, 

32,34, 36 

 

MLQ 

 

(Bass & 

Avolio, 

1985, 

2004) 

 

 

Likert 

Scale Transactional Leadership 

Style 

TALS 1, 3, 4,11, 

12,16, 

17,20,22, 24, 

27, 35 
Laissez-faire Leadership  LFLS 5, 7, 28, 33 

Dependent 

Variable 

 

Teacher 

Commitment 

Affective Commitment AC 1, 4, 9, 10 TCQ 

Meyer 

& Allen 

(1991) 

 

Likert 

Scale 

Continuance Commitment CC 7, 8, 11, 12 

Normative Commitment NC 2, 3, 5, 6 
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3.7. Data Gathering Instruments 

To gather the required data, the researcher used questionnaires, interviews and documents.  

3.7.1. Questionnaires 

The questionnaires developed by Rahim (1988), Bass and Avolio (1995), and Meyer and 

Allen (1991) were used to obtain firsthand information pertaining to the research objectives. Three 

kinds of standardized questionnaires were applied in this study: the Leader Power Inventory (LPI), 

Multifactor Leadership Questionnaire (MLQ), and three-dimensional Teachers‘ Commitment 

Questionnaire (TCQ). The data included in the survey questionnaire were respondents‘ 

demographics, school principals‘ power source, leadership style; teachers‘ commitment, 

challenges linked with the major variables and other related data concerning the basic research 

questions. As suggested by scholars, the questionnaires are suitable for collecting factual 

information, opinion and attitudes of diverse people and while being appropriate to establish 

reports and clarify the aim of the study (Best & Kahn, 2006).  

Regarding the instrument translation procedure, all the data collection instruments used in 

this study were initially prepared in English, and then translated into Amharic. As recommended in 

literature, translating data gathering instruments from the home language into the target language 

makes the participants feel happy, on the one hand, and benefits the researcher to get responses of 

high quality, on the other (Hambleton, 2005). The justification for making a forward translation of 

the instrument from the English version into the Amharic version was that the participants can 

easily understand and answer the questions without any difficulty. In general, two language 

experts (one PhD students in teaching English as a foreign language and one well experienced 

English language teacher with MA in English language literature) have participated in the process 

of instrument translation, where all of them were native Amharic speakers. Of these language 

experts, one was involved in forward translation, and the other in backward translation and lastly, 

both language experts work together in the editing and confirming the equivalence of the two 
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versions of the instruments. In justifying the need of backward translation, Hambleton (2005) 

suggests that backward translation helps make decisions directly about the sameness of the source- 

and target- language versions of the instruments. 

With respect to the negative worded items in the questionnaires, the negative items of the 

questionnaires related to power source, leadership style and teacher commitment were reversed or 

changed into positive worded scoring before the analysis of the data (for example, 0 is reversed 

into 4, 1 into 3, 2 into 2, 3 into 1 and 4 into 0). 

3.7.1.1. School Principals Power Source Measure 

The six French-Raven power sources with a 5-point Likert scale and 35 questions, or items 

(Expert power= 6 items; referent power= 5 items; legitimate power= 6 items; reward power= 7 

items; coercive power= 5 items; and information power= 6 items) were used to determine school 

principals‘ power source. The Rahim Leader Power Inventory (RLPI) (Rahim, 1988) which is 

derived from French and Raven model was employed (Jahangir, 2003). Both closed-ended and 

open-ended items are included in the questionnaire. The Rahim Leader Power Inventory 

questionnaire is acceptable and broadly applied to many disciplines and cross-cultural research. It 

is also applied not only in the US, where the scale was developed, but also in other countries 

including developing countries.  

There have been several instruments developed by various researchers (Bachman et al., 

1966; Rahim, 1988; Student, 1968). The previous two power source instruments developed by 

Bachman et al. (1966) and Student (1968) were single item instruments to measure power source 

and were found less reliable and valid with inadequate sample size. Retest reliability coefficients 

of the sub-scales ranged between 0.27 and 0.47 for the Batchman et al. (1966) instrument and 0.35 

and 0.52 for the Student (1968) instrument. Rahim attempted to correct deficiencies in these 

instruments by collecting data and by making discussion with instructors. The difficult items were 
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revised or replaced after this discussion. Out of 126 items, 35 items were identified and a final 

instrument was prepared. The results revealed that the retest reliability coefficients of RLPI ranged 

between 0.71 and 0.91 (Rahim, 1988). The alpha coefficient for the entire leader power inventory 

(Rahim, 1988) was 0.92.  

3.7.1.2. Multifactor Leadership Style (MLQ) Measure 

Bass and Avolio‘s (1995, 2004) Multifactor Leadership Style (MLQ) was used to assess 

participants‘ perceptions regarding transformational, transactional and laissez-faire leadership 

styles.  The Multifactor Leadership Questionnaire is comprised of two forms called the ‗rater 

version‘ and the ‗self-rater version‘. For this study, school principals filled the self-rater 

questionnaire. Teachers also completed the rater version. Multifactor Leadership Questionnaire 

incorporates three leadership behaviors (transactional, transformational and laissez-faire). Thirty-

six items of Bass and Avolio‘s Multifactor Leadership Questionnaire (4 items four each sub-scales 

of leadership) were used. Transformational leadership style was measured by five sub-scales, 

including idealized influence attributed (4 items) and behavior (4 items), individualized 

consideration (4 items), inspirational motivation (4 items) and intellectual Stimulation (4 items) 

(Muchiri & Cooksey, 2010). Transactional leadership style was also assessed by two sub-scales, 

Contingent Rewards (4 items) and Management-by-Exception (MBE) (both MBE active (4 items) 

and MBE passive (4 items). Laissez-faire leadership style (4 items) was also included in this 

research.  

In general, Multifactor Leadership Questionnaire was used because it is used to measure 

respondents‘ opinions regarding the three leadership styles (transformational, transactional and 

laissez-faire leadership styles). It has been proven to be strongly predictive of leadership 

performance across a broad range of organization (Salehi et al., 2011) though it has been criticized 

that a few of the items suffer from content validity problems (Antonakis et al., 2003; Tejeda, 
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Scandura, & Pillai, 2001; Tepper & Percy, 1994). However, Avolio and Bass (1995) suggested the 

use of the Multifactor Leadership Questionnaire for individual, group, and organizational 

assessment, feedback, and development with minor revision of the items. The Multifactor 

Leadership Questionnaire items were rated with a 5-point Likert scale categorized as 0=Not at all, 

1=Once in a while, 2=Sometimes, 3=fairly often and 4=frequently, if not always (Abgoli & Sabeti, 

2013).  

There are numerous leadership instruments, including the situational leadership 

questionnaire, Least Preferred Coworker (LPC) and Managerial Grid (Temesgen, 2011). However, 

the revised MLQ-5X was employed since it is suitable for use with the Full Range Leadership 

Model (FRLM) developed by Bass and Avolio (1995). This instrument is also used by Million 

(2016), Feleke (2014), Mekonnen (2014), and Temesgen (2011) in local studies. Except for 

MBEA (with alpha=0.69), all the scales had acceptable reliabilities greater than 0.70 scores 

(Hinkin & Schriesheim, 2008; Nunnally & Bernstein, 1994). 

3.7.1.3. Teacher Commitment Measure 

Similarly, teacher commitment was adapted from Meyer and Allen (1991) three-

dimensional construct. Although several scholars (Mowday et al, 1979; O‘Reilly & Chatman, 

1986) classified teachers‘ commitment in various ways, for the purpose of this study, Meyer and 

Allen‘s (1991) classification of teacher commitment was used to determine their commitment 

scale. It is used in numerous research works and encompasses both the behavior and attitude 

dimensions of commitment.  

Meyer and Allen discovered three components of teacher‘s commitment that influence 

people's behavior: affective commitment, continuance commitment and normative commitment. 

The questionnaire is comprised of 16 items (affective=6 items; continuance=5 items; and 

normative=5 items). It is a self-scoring questionnaire and the answers to each of the 16 items is 
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valued with a 5-point Likert scale labeled as 0 = strongly disagree, 1 = disagree, 2 = neutral, 3 = 

agree, and 4 = strongly agree.  

The researcher preferred Meyer and Allen's (1991) three-dimensional construct and its 

measure because it is a more comprehensive inclusion of both behavior and attitudes and has been 

used in many studies. Cohen and Kirchmeyer (1995) also supported the Meyer and Allen (1991) 

three facets. Recently, researchers have brought new evidence in support of Meyer and Allen‘s 

model as a viable option for the teacher Commitment Questionnaire (TCQ) (Salehi et al., 2011).  

Overall, the combination of Leader Power Inventory, Multi-factors Leadership 

questionnaire and Teacher Commitment Questionnaire were used in this study. These 

questionnaires were used to collect data from teachers and school principals, including vice-

principals. These questionnaires can be used in cross-cultural research and multi disciplines. 

3.7.2. Interview 

Semi-structured interview guidelines was developed and used to generate relevant data 

from principals, supervisors and Zone education heads. Interviews permit researchers to obtain 

important data they cannot acquire from other data gathering tools (Gay et al., 2012). The 

interviewer‘s role was guiding interviews; explore issues, catch respondents‘ attention, and probe 

as the situation required. 

 The semi- structured interview was held with 12 school principals, 12 supervisors and four 

Zone Education heads that have relevant information regarding the research topic. Thirteen 

interview questions were administered for the principals, supervisors and zone education heads in 

order to collect some supportive data on nexus and challenges of school principal power source, 

leadership style and teacher commitment. The interview was held in Amharic in the school and 

Zone education offices. Before the interview, the researcher told the interviewees about the 

purpose of the study. The interview guide was also provided to discuss with the research 
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respondents. The interview on average took one hour. Mack et al. (2005) suggested that on 

average, in-depth interviews last from one to two hours and the interviewer collected the 

information from the interviewee who provides the data (Johnson & Christensen, 2008).Then, the 

information obtained through interview was coded, transcribed and analyzed thematically. 

3.7.3. Documents 

To collect facts and statistics about the respondents; the blueprint guideline prepared by 

MoE (2002), which shows the duties and responsibilities of WEO, school principals, supervisors, 

parents, students and teachers were used. Statistical information, lists of respondents and other 

required documents were also reviewed at the school level. In addition, education and training 

policy (1994) and ESDP V(MoE, 2015), MoE and REB education statistics annual abstracts 

(2018) were reviewed. The following table presents summary of instruments for data collection 

and data analysis method related to research questions. 

Table 3. 

Instruments for Data Collection and Data Analysis Methods Associated with Research Questions  
Research Hypotheses and Questions Data Type; Method of Data Instrument Data Analyses Data Type Method of Data 

Collection 

Instruments Data Analysis 

Research Question 1: What are the dominant sources of 

power and leadership style that school principals exercise in 

secondary schools of SNNPR as perceived by teachers? 1. Surveys 1.Questionnaires 1. Descriptive 

Quan+ 

qual 2. Archival data statistics 

1.Survey 

2. Interviews Chapter 6 2. MANOVA 

1.Questionnaire 

2. Interviewing principals, 

supervisors and Zone 

education heads 

1. Descriptive statistics 

2. Thematic Analysis 

Research Question 2: To what extent are power source and 

leadership style that the school principals exercise related to 

teacher commitment in secondary schools of SNNPR as 

perceived by teachers? 

Primarily 

Quan Chapters 7-9 3. Interviews 3. Protocols for predetermined 

1.Survey 

 observations Checklist 2. Analysis of 

1.Questionnaire 

 

 

1. Correlation 

2. Regressions (linear, 

multiple and hierarchical) 

 

Research Question 3: Is there a statistically significant 

difference between school principals‘ perceptions and 

teachers‘ perceptions in use of power source, leadership style 

and teacher commitment? 

 4. Archival data interviewing teachers predetermined 

 

Quan 1.Survey  

 

 

1.Questionnaire 

 

 

1. t-test 

Research Question 4: Is there statistically significant 

variation amongst power source, leadership style and teacher 

commitment as a function of sex, marital status, age, 

educational level experience? 

Quan+ 

qual Observations Snapshot statistics 

1. Survey 

 Chapter 6 2. Classroom 2. MANOVA 

1. Q

uestionnaire 

2. I

nterviewing principals and 

supervisors and Zone 

education Heads Observation Worksheet 

1.t-test 

2. Thematic analysis  

Research Question 5: What are the challenges that affect the 

principal power source, leadership style and teacher 

commitment? 

 

Quan+ 

Qual 

 

 

1.Survey 

2. Interviews 

1. Questionnaire 

2. Interviewing principals, 

supervisors and Zone 

education heads 

 

1. Logistic regression 

2.Thematic analysis 
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3.8. Pilot Test    

Before starting collecting data for the main study, the instruments of the study were tested 

in two secondary schools in Wolaita Zone which were not part of the main study. Pilot test were 

conducted to collect preliminary data; to develop and test the adequacy of research instruments; to 

identify an appropriate methodology; to develop a research plan; to determine what resources are 

needed for a planned study; and to identify logistical problems which might occur using proposed 

methods (Teijlingen & Hundley, 2001). Moreover, the purpose of the pilot study was to get 

opinion from respondents on the time; to check simplicity of the questionnaire items and 

instructions; to eradicate poor languages; to check understanding levels of the respondents; and to 

get feedback from the respondents on the appropriateness of the questionnaire items. In this pilot 

study, 50 teachers and six principals were selected using simple random sampling technique. 

Finally, Cronbach‘s alpha was conducted to check the reliability of the instruments.  

Based on the comments given by respondents, some improvements were made in the 

questionnaires and interview guides as the result of the pilot testing. Lastly, to check the reliability 

of the instruments Cronbach‘s alpha was used. The result of the pilot test shows a .82 Chronbach‘s 

alpha for the power source, .84 for leadership style and .85 for teacher commitment. Furthermore, 

the content validity of the surveys was checked by an expert panel of PhD students of Educational 

Policy and Leadership in Addis Ababa University. Based on the comments obtained from the 

respondents, the Leader power inventory (LPI) and teacher commitment surveys were revised 

before they were used for the actual data collection purpose. In addition, the feedback from the 

expert panel assisted to improve and omit unnecessary errors in the instrument. 

3.9. Reliability and Validity 

To get valid and reliable data, internal consistency and content validity of the data 

collection instruments (questionnaire scales, interview guide) was established in this study. Both 
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quantitative and qualitative methods were followed in establishing the content validity of the 

original English version instruments of data collection (Mishra & Panda, 2007). In doing so, 4 

subject matter experts were invited from the field of educational policy and leadership. The experts 

were selected based on their experience, expertise knowledge and qualification. Of these, three of 

them were PhD holders (three in educational leadership and policy) and one PhD students in 

educational leadership and policy. Following this, a draft copy of the measuring instruments was 

given to the experts together with the definition of operational meanings to evaluate the adequacy, 

appropriateness, and clarity of each item and directions of the instruments. 

3.9.1. Qualitative Results 

In this approach open-ended items for the assessment of content validity were included in 

the instrument package for which the subject matter experts were invited to provide their written 

comments on the clarity, adequacy, and the suitability of the items. They were also asked to 

comment on the directions provided, and to recommend which items needed to be reworded, 

added, omitted and replaced by other, needs modification or eliminated as genuinely as possible. 

Accordingly, from among the items on the interview guides, 3 items of the power source, 5 items 

of the leadership style, and 2 items of the teacher commitment, in total 10 items were eliminated 

from the interview guide. In addition, based on the comments collected from panel experts, seven 

items were omitted and replaced by other items (2 from power source, 3 from leadership style and 

3 from teacher commitment), twelve items were revised or restated (4 from power source, 5 from 

leadership style and 3 from teacher commitment), and minor modifications were made on seven 

items (2 from power source, 2 from leadership style and 4 from teacher commitment). In line with 

these comments from the experts, the researcher reviewed the comments, rejected the unnecessary 

items, and made improvements to the grammar, sentence structure, and arrangement in order to 

improve the quality of the instrument.  
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3.9.2. Reliability Result 

 Like validity results, the reliability results were presented. According to Fraenkel and 

Wallen (2008), reliability refers to the consistency of scores or answers from one administration of 

a tool to another and from one set of items to another. If an instrument is reliable, it provides 

consistent results. The term validity, instead, is concerned with the appropriateness, 

meaningfulness, correctness, and usefulness of any inferences a researcher draws based on data 

attained through the use of an instrument (Fraenkel & Wallen, 2008). It is the degree to which an 

instrument measures what it is intended to measure (Kothari, 2008).  

Researchers use Cronbach‘s alpha as a common test of internal reliability. A calculated 

alpha coefficient differs between 1, denoting perfect internal reliability, and 0, denoting no internal 

reliability. Nunnally (1978) recommended that the reliability of any research between 0.50 and 

0.60 is a sufficient or accepted level of reliability. On the other hand, Singh (2007) suggested 0.75 

or more as a rule of thumb to denote an accepted level of reliability. Table 4 below presents the 

reliability results of power source, leadership style and teacher commitment. 

Table 4. 

 Summary of Psychometric Properties of Measures of Power Source, Leadership Style                                   

and Teachers’ Commitment 
 

Name of Measure Sub-scales No. of 

Items 

Cronbach 

Alpha 

Evaluation 

Measure for 

Power Source 

Expert Power 6 .90 Accepted 

Referent Power 5 .89 Accepted 

Legitimate Power 6 .79 Accepted 
Reward Power 7 .88 Accepted 
Coercive Power 5 .75 Accepted 
Information Power 6 .78 Accepted 

Measure for 

Leadership Style 
Transformational Leadership Style 20 .92 Accepted 

Transactional Leadership Style 12 .74 Accepted 

Good 
Laissez-faire 4 .71 Good 

Measure of 

Teachers‘ 

Commitment 

Affective Commitment 6 .88 Accepted 
Continuance Commitment 5 .85 Accepted 
Normative Commitment 5 .74 Good 
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Table 4 shows the reliability results of the three instruments, namely, leader power 

inventory (LPI), multifactor leadership questionnaire (MLQ) and teacher commitment 

questionnaire (TCQ). Regarding the Cronbach Alpha results of power source, Rahim (1988) 

suggested that the reliability of the instrument (LPI) needs to be in the range of 0.71 to 0.91. In this 

study, the Cronbach Alpha of all the six power sources falls within the above range, i.e. 0.71 to 

0.91 (For example, expert power=0.90, referent power=0.89, reward power= 0.88, coercive 

power=0.75, legitimate power=0.79 and information power=0.78).  

 

Similarly, pertaining to leadership styles, Avolio and Bass (1995) suggests that the 

reliability of the instrument falls in between 0.74 and 0.94. The result indicates that the two 

leadership styles, i.e., transformational and transactional leadership styles relied in the ranges 

between 0.74 and 0.94 (transformational leadership style =0.92, and transactional leadership 

style=0.74). But laissez-faire leadership style is a bit lags behind with Cronbach Alpha 0.71 but 

acceptable according to Nunnally (1978). He suggested that the reliability of any research is 

between 0.50 and 0.60 is sufficient or accepted level of reliability. 

With regard to teacher commitment, Meyer and Allen (1991) suggest the reliability result 

needs to fall in between 0.79 and 0.87. The reliability results of teacher commitment show that 

both affective commitment (AC) and continuance commitment (CC) met the criteria (affective 

commitment= 0.88, continuance commitment=0.85). The Cronbach Alpha result for normative 

commitment was found to be 0.74. Though it is a bit different from the Allen and Meyer 

recommendation, it is still acceptable according to Nunnally (1978) recommendation.  In general, 

for this study, nearly all the leader power inventory (LPI), multi-factor questionnaire (MLQ) and 
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teacher commitment questionnaire (TCQ) instruments were found reliable measures of power 

sources, leadership styles and teacher commitment respectively. 

3.10. Procedure for Data Collection 

After making the questionnaires and interview guide ready for data collection, the first step 

was making an official contact with Regional and Zone education heads to get permission and 

support for the study. Following this, the researcher got consent from sample secondary schools to 

find the required participants. This was done by providing official letters and informing them 

about the aim of the study.  

Subsequently, discussions were held with principals as to how to get appropriate 

respondents‘ list and documents including their experience in teaching and year of services in the 

current schools. 

After getting the list of teachers, those teachers with less than three years‘ experience in 

their respective schools were excluded from the list. At last, list of teachers fulfilling the criterion, 

was screened and codes were given and written in a piece of paper. Then, the codes were rolled up 

and mixed. Sample teachers were selected for the study from each secondary schools. The same 

procedure was applied for the 34 sample secondary schools to select the sample teachers. 

After getting consent from concerned research participants, the researcher arranged suitable 

time and places in collaboration with the respondents. In the subsequent contact with research 

participants, orientation was given about the aim of the study. Finally, the questionnaire and face-

to-face interviews were conducted. The questionnaire was distributed in person after the data 

collector gives orientation for respondents. The obtained data were organized and arranged in the 

SPSS software to facilitate the analysis process At last; the respondents‘ views were analyzed both 

quantitatively and qualitatively using different statistical tools.  
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3.11. Methods of Data Analysis 

 Once the relevant data were gathered from all sources, both quantitative and qualitative 

methods were used to analyze data.  

3.11.1. Quantitative Data Analysis 

 The quantitative data were analyzed using both descriptive (frequency, percentage, mean, 

and SD) and inferential statistics including, t-test, Pearson‘s coefficient Correlation, linear 

regression, multiple regression, hierarchical multiple regression, logistic regression and principal 

component analysis (PCA). Descriptive statistics such as frequency and percentage were computed 

to analyze the demographic variables of the respondents.  

 To answer the first basic question indicating, what power source and leadership style 

school principals dominantly used in secondary schools of SNNPR, descriptive statistics such as 

mean and SD were computed. The means and standard deviations were resulted from the ratings 

given by the teacher respondents on each measuring items indicating their agreement or 

disagreement on the extent of the leadership style, power source practice and the nature of teacher 

commitment. 

 The second basic research question focuses on the link between school principal power 

source and leadership style with that of teacher commitment was addressed using Pearson 

coefficient correlation and regression analysis to see their relationships between the variables and 

prediction. According to Marczyk, DeMatteo, and Festinger (2005), regression is similar to 

correlation because it examines the association or relationship between variables. However, unlike 

correlation, the primary purpose of regression is prediction.  

 For the third and fourth research questions, independent t-test was used. The third question 

was intended to disclose if there is statistically significant difference between school principals‘ 

perception and teachers‘ perceptions regarding use of a power source, leadership style, and teacher 

commitment in secondary schools of SNNPR.  
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 In its turn, the fourth one was intended to see whether there is statistically significant 

variation in power sources, leadership styles and teacher commitment as a function of 

demographic variables (sex, marital status, age, experience and educational level) in secondary 

schools of SNNPR, t-test (gender, marital status and educational level) and correlation (age and 

experience) were used to analyze the fourth research question. 

 Logistic regression and thematic analysis were used to analyze the last research question 

which says what are the challenges that affect the principal power source, leadership style and 

teacher commitment. Before computing the logistic regression, principal component analysis 

(PCA) was applied to reduce the data. PCA was also be applied to decide whether the survey 

scales of six power sources dimensions, three leadership styles and three components of teacher 

commitment are valid and reliable (Holland, 2008). In applying PCA, it is vital to fulfill the 

assumptions of PCA. PCA is grounded on the assumptions that variables have at least an interval 

level of measurement and are linearly related to each other (Linting, 2007). Apart from this, 

sampling adequacy, suitability for data reduction, and no significant outliers are other assumptions 

underlying the utilization of PCA (Browne et al., 2014). In order to address all the possible 

challenges linked with PCA applications, the required assumption checkup tests such as (Kaiser-

Meyer-Olkin (KMO) to determine of sampling adequacy; Bartlett's test of Sphericity (data 

suitability); scatter plots (linear relationship between all variables); and others were undertaken to 

confirm the suitability of PCA. In doing so, SPSS (21.00 version) and Stata (13.) software 

programs were used to produce a full examination of the data. An alpha level of 0.05 was used as 

significance level for this study. 

3.11.2. Qualitative Data Analysis 

 The qualitative section of the study was examined using Bazeley‘s (2009) qualitative 

analysis techniques. This enabled the investigator to recognize the lived experiences of the 

respondents. The aim of interviewing them in their natural setting is to enable them to be more 
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open to narrate in their inner voices and words about their experiences concerning the topic. Once 

the relevant qualitative information had been generated from interviews, the description, 

classifications, and associations of the information were done corresponding to the major themes 

of the study. Such analysis technique was adapted from Bazeley‘s work (2009), where he noted the 

ideas of thematic analysis (three key strategies), including description of data, classification of 

data, and seeing how concepts interconnect. Therefore, the researcher first described the 

information as it was, then the classification of information was conducted based on similarities 

and difference of the themes. Lastly, the researcher made the link among concepts described and 

classified in order to have the full picture of the research. After categorizing the data, emerging 

themes were identified. After that, the researcher began to explore the relationship between the 

different categories and identify the major themes that have emerged (Ary et al., 2006). The last 

stage of data analysis was summarizing and interpreting. Summarizing is about making connection 

between the themes to create a story. The investigator used open code (4.2) software to examine 

qualitative data.  

3.12. Ethical Issues 

 Ethical issues are important components of any research that help to take care of genuine 

people in real world conditions. The first step the investigator applied prior to data collection was 

to get consent in advance from respondents which show their willingness to participate in the study 

and to emphasize the importance of respecting the autonomy of the participants (Wilkinson, 2001). 

Accordingly, the researcher obtained permission from all respondents and have signed the consent 

form. The researcher also assured the concerned body that the information gathered was kept 

confidential and the investigator abided by all the terms agreed to before continuing with the data 

gathering process. All participating respondents therefore, were chosen on a voluntary basis and 

had the right to discontinue at any time. The 34 secondary schools selected for this study were 

diverse in their student and teacher population as well as school settings. For the sake of 
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confidentiality, names representing schools and key informants (teachers, principals, supervisors 

and Zone education heads) were substituted with synonymous names like school system A, B, and 

C and codes were given to key informants to keep their identity. For instance, teachers were coded 

as TS1, TS2, TSS3…, principals as PS1, PS2, PS3; supervisors as SS1, SS2, SS3; and Zone 

education heads as HS1, HS2, and HS3 respectively (see Annex 8 and 9). 
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Chapter 4: Results and Discussion 

 The following sections deal with the results and discussion of the study obtained from both 

quantitative and qualitative data via questionnaire, and interview regarding the principal power 

source, leadership style and teacher commitment in secondary schools of SNNPR: Nexus and 

Challenges in Focus.  

 This section is organized into four parts. The first part deals with the response rate. The 

second part presents the characteristics of the respondents (i.e., respondents‘ sex, marital status, 

age, educational level, academic rank and experience). The third part of this dissertation deals with 

analysis of the results that are related to school principal power sources, leadership style and 

teachers‘ commitment in secondary schools of SNNPR. The data obtained from teachers, 

principals, supervisors and heads of zone education were analyzed by employing both quantitative 

(descriptive and inferential) and qualitative data (thematic analysis). The fourth part presents a 

discussion of the findings. This section begins with the description of the response rate followed 

by basics of data analysis, characteristics of the respondents and its descriptive analysis of the 

respondents‘ demographic data. It also presents a general descriptive analysis and inferential 

analysis regarding the link among school principals‘ power sources, leadership styles and teachers‘ 

commitment of all respondents followed by statistical presentation of the hypothesis test findings. 

Lastly, a detailed discussion is presented. 

4.1. Response rate 

The samples in this study were 452 teachers, 102 school principals, 12 supervisors and 4 

heads of zone education. The actual population that participated in this study was 570. Survey 

questionnaires were distributed to 460 teachers and 102 school principals from 34 secondary 

schools (9 from wolaita Zone, 8 from Gurage Zone, 8 from Gamo Zone and 9 from Sidama Zone). 

Out of the survey questionnaires distributed to teachers, 460 were returned to the researcher from 
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among which 452 (98.3%) were found functional. From the questionnaires distributed for school 

principals, 102 were returned, of which 102 (100%) were operational. These usable responses 

came from teachers and school principals from four zones (131 teachers and 27 school principals 

from wolaita zone; 127 teachers and 27 school principals from Sidama Zone; 94 teachers and 24 

school principals from Gurage Zone and 100 teachers and 24 school principals from Gamo Zone. 

These surveys, thus, were considered to be representative of the total population of teachers and 

school principals in SNNPR.   

4.2. Characteristics of the Respondents 

 Table 6 below presents characteristics of the respondents (respondents‘ gender, marital 

status, educational level, age, academic rank and experience) is presented.  

Table 5 

Respondents’ Demographic Characteristics 

Respondents Sampled 

Teachers 

Frequency (%) 

Sampled 

Principals 

Sampled 

Supervisors 

Sampled Zone 

Education Heads 

Frequency (%) Frequency (%) Frequency (%) 

Gender     

        Male 337 (74.6) 

 

94 (92.2) 10 (83.3) 4 (100) 

        Female 115 (25.4) 

 

8 (7.8) 2 (16.7) - 

       Total 452 (100) 102 (100) 12 (100) 4 (100) 

Marital Status     

      Single 158 (34.9) 14 (13.7) 3 (25) - 

      Married 294 (65.1) 88 (86.3) 9 (75) 4(100) 

      Total 452(100) 102 (100) 12 (100) 4 (100) 

Educational Level     

      B.A/ BSC 429 (94.9) 96 (94.1) 12 (100) 4 (100) 

      M.A/ MSC 23 (5.1) 6 (5.9) - - 

      Total 452 (100) 102 (100) 12 (100) 4 (100) 

Specialization: 

 

    

         EDPM - 32 (31.4)                                                           

 

- - 

       Non EDPM - 70 (68.6) 

 

- - 

       Total - 102 (100) - - 
 

Table 5 presents the characteristics of respondents. Accordingly, from 570 respondents, 

337 (74.6%) teachers, 94 (92.2%) school principals, 10 (83.3%) supervisors and 4 (100%) Zone 
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education heads were males. On the other hand, 115 (25.4%) teachers, 8 (7.8%) school principals, 

and 2 (16.7%) supervisors were found to be females respectively. In total, 78.1% of the 

respondents were males and the rest (21.9%) were females. This indicates that there was an 

unequal gender proportion of respondents in secondary schools of SNNPR and the majority of the 

results of the study are based on the voices of male. Hence, male teachers and principals were 

dominating secondary schools of the zone as compared to female teachers and principals. 

Concerning marital status of respondents, 294 (61.1%) teachers, 88 (86.3%) school 

principals, 9 (75%) supervisors and 4 (100%) zone education heads were married. On the other 

hand, 57 (34.7%) teachers, 13 (12.7%) school principals, and 3 (25.2%) supervisors were found to 

be single. In short, 69.3% of the respondents were married and the rest 30.7% were single. This 

suggests that a great number of respondents are married and are believed to shoulder responsibility 

in school. 

 In the same table, respondents‘ educational level was presented. Accordingly, 429 (94.9%) 

teachers, 96 (94.1%) school principals, 12 (100%) supervisors and 4 (100%) zone education heads 

were first degree holders. Sixteen (5.1%) teachers and 6 (5.9%) principals were found to be 

master‘s degree holders. Overall, 94.9% of the participants were first degree holders, while 5.1% 

received their master‘s degree. This indicates that the majority of the teachers met the standard to 

teach secondary school students so that they can at least provide the basic knowledge for students. 

However, though majority of school principals‘ were degree holders, the educational background 

of majority of the principals is not related to educational leadership and management. Only 31.4 

percent of principals are qualified to lead secondary school.  

With regard to specialization, 68.6% of school principals did not take any training in 

educational leadership and management. Only 31.4% of school principals fulfilled the required 

leadership quality. That means they are graduated in educational leadership and management. This 
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suggests that the majority of the school principals did not take the necessary training in educational 

leadership and management.  Therefore, most principals are doing their jobs without having 

knowledge and skills in leadership and management. 

Table 6 

Demographic Composition of Sample Respondents by Age and Length of Experience 

Variable Respondents Mean   SD Min Max 

Age (years) Teachers 32.4 9.49 22 59 

School Principals 35.9 7.06 24 54 

Experience (in years) Teachers  10.8 9.81 3 38 

School Principals 7.9 3.91 3 22 

Table 6 shows the age and length of experience of respondents. The descriptive result 

indicates that the minimum age of teachers and school principals was 22 and 24 respectively, and 

the maximum age was 59 for teachers and 54 for school principals. The mean age was 32.4 for 

teachers and 35.9 for school principals. From experience related data, it was found that the 

minimum years of experience of teachers was 3, whereas the maximum was 38 and the mean 

working years is 10.8. Similarly, the minimum years of experience of school principals were 3, 

maximum years‘ experience was 22 and the mean was 7.9.  

4.3. Analysis of Results Related to Power Sources, Leadership Style and Teachers’ Commitment 

 This section of the study deals with analysis of the results of school leaders‘ power sources, 

leadership style and teachers‘ commitment. This section addresses the issues related to the basic 

research questions, including the dominant power bases and leadership style; the link between 

school principals‘ power sources and teachers‘ commitment, the relationship between school 

principals‘ leadership style and teachers‘ commitment; as well as the association between school 

principals‘ power sources and leadership style. The variation between demographic variables and 

power sources, leadership style and teachers‘ commitment is also treated under this section. 

Moreover, the significant difference between raters and self-raters in relation to a power source, 
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leadership style and teachers‘ commitment is presented in this section. In addition, challenges‘ that 

affect school principals‘ power sources; leadership style and teachers‘ commitment are discussed 

at last in the qualitative section. Both descriptive and inferential statistics are presented below. 

4.3.1. Descriptive statistics of Power Sources, Leadership Style and Teachers’ Commitment 

This part of the study is related to the first basic question of the study. To answer basic 

research question regarding the dominant power sources and leadership styles that are exercised by 

school principals in secondary schools of SNNPR, descriptive statistics were applied. In 

computing the results, high mean scores showed the more frequently exercised power sources, 

leadership style and teachers‘ commitment while low mean scores imply less frequently exercised. 

Hence, the preliminary exploration of the nature of data began with an analysis of the descriptive 

statistics of these basic constructs. The means and standard deviations were resulted from the 

ratings given by the teacher respondents on each measuring items indicating their agreement or 

disagreement on the extent of the leadership style, power source practice and the nature of teacher 

commitment. The statistics indicated the extent to which each construct existed at schools.  

 In tables 7, 8, 9, the mean scores portrayed the extent to which the principals‘ leadership 

style, power source and teacher commitment were carried out. The mean values of the major study 

constructs, including the minimum and maximum score were outlined in the table.  

 The sample  size for all variables (power source, leadership style and teacher commitment) 

was 452, indicating that school principals‘ responses were not included because the purpose is to 

examine teachers‘ perceptions towards the power source, leadership style and teachers‘ 

commitment. In the tables below the descriptive results of power sources, leadership style and 

teachers‘ commitment are presented.  
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4.3.1.1. Descriptive statistics of Power Source   

Table 7  

Descriptive Statistics of School Principals’ Power Sources (N=452) 

Variables No. 

Respondents 

Mean SD Min Max 

Expert power 452              2.37     .851           0 4 

Reward power 452    .                 2.18     .825 0 4 

Referent power 452     .                           2.40      .796 0 4 

Coercive power 452              2.09     .939                0 4 

Legitimate power 452     2.42     .676                  0 4 

Information power 452              2.65    .762           0 4 

Position power 452     2.47     .637   0    4 

Personal power 452     2.23     .671   0 4 

Power base 450             2.35    .654          0 4 

 

In the above table, Table 7, the descriptive statistics result indicated that information power 

(Mean=2.65) was practiced more in secondary schools of SNNPR. This indicates that most of the 

teachers perceived that information power was more exercised in the secondary schools of 

SNNPR. With regard to personal and position power, the mean score of position power was 2.47 

which is higher than personal power 2.23. This suggests that position power is more exercised by 

school principals in secondary schools of SNNPR as perceived by teachers. 

Concerning the dominant power source of principals, key informants were also asked in 

face to face interview to respond to the question ―which power base you often use? Regarding the 

power source of principals, principals had to say: Informant PS2 said “I often use legitimate power 

to influence teachers. I usually strictly follow the school rules and regulations to do my job (Mon.; 

7/05/2018). Similarly, Informant PS4 also added that “I often use legitimate and referent power” 

(Mon; 14/05/2018) .Likewise, informant PS1 also highlighted that ―I often use legitimate power to 

influence teachers (Tue; 1/05/2018). In the same vein, Informant PS8 also assured that he often 

uses legitimate (Thu; 24/05/2018). Moreover, almost all the supervisors (SS1, 2, 5, 7, 8, 10 and 11) 
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confirmed this fact. Most supervisors indicate that principals often use position power sources, 

particularly legitimate power in their schools. Moreover, informant PS7 had to say: 

I often see school principals use rules, regulation and various policy guidelines lead the 

school and to make a decision. They usually stick themselves to rules and regulations, and 

they often apply these rules and regulations in their respective schools. They highly depend 

on those legislations, rules and regulation to lead. This inhibits teachers to exert their 

maximum energy to teach students and discourages them not to be committed (Mon; 

21/05/2018). 

Similar to principals, most of the supervisors (SS1, 2, 5, 7, 8, 10 and 11) also assured that 

this fact. Most supervisors indicate that principals often use position power sources, particularly 

legitimate power in their schools. On contrary, informant PS7 also assured that he often uses 

reward power (Mon; 21/05/2018). Moreover, informant PS5 often uses reward power to motivate 

teachers (Thu; 17/05/2018). Similarly, informant PS12 describes that he uses reward power to 

influence the work of teachers (Fri; 1/6/2018). Likewise, Informant PS10 also disclosed that he 

often applies reward power to teachers and to inspire them (Mon; 28/05/2018). However, 

informant PS3 had to say the following: 

I sometimes uses reward my teachers by offering non-monetary rewards including 

certificate, recognition and training opportunity to motivate them. I rarely use coercive 

power to take disciplinary action (Tue; 8/05/2018).  

On the other hand, two of the respondents have a different view. Informant PS6, for 

example indicated that he often uses coercive power to punish teachers (Fri; 18/05/2018). In 

addition, Informant PS11 also assured that he often uses coercive power to punish teachers (Tue; 

29/05/2018). However, one of the respondents, Informant PS9, describes that he uses his charisma 

and interpersonal skills (Wed; 25/05/2018). Only one informant PS1 indicates that he often uses 
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expert power to solve teachers‘ problems. Besides, informant PS10 disclosed that he often applies 

information power (access to vital information) to teachers and to inspire them. 

In general, the majority of key informants assured that that they often use legitimate power 

to influence teachers‘ behaviors, attitudes and action using policy guidelines, rules and regulations. 

Thus, from the interview responses, one can infer that legitimate power is mostly used by 

principals in secondary schools of SNNPR followed by reward, coercive and referent power. 

Expert power and information power are found as the least exercised power sources in the study 

secondary schools. Overall, this qualitative result is inconsistent with the quantitative result. The 

qualitative result found that legitimate power is more practiced in secondary schools of SNNPR as 

perceived by principals and supervisors. On the other hand, the quantitative finding showed that 

information power is the dominant power source in secondary schools of SNNPR as perceived by 

teachers. 

Besides, the key informants were asked about how school principal exercises the different 

power bases in their schools. They gave the following responses. Concerning principals‘ legitimate 

power, the principals (PS1, 2, 4, 7, and 8) reported that principals are reasonable for their action. 

They do their job based on the civil service rules and regulations. The punishment is fair. They 

take reasonable measures. Informants (PS3, 5, 7, 10 and 12) also stressed that reward is offered for 

three best achiever teachers twice a year based on the criteria set in BSC. The reward is given both 

in cash (5000, 4000 and 3000 Birr for first, second and third ranking achievers respectively) and in 

certificate form. However, only a few teachers have got this chance. The chance of getting reward 

is very limited. Supervisors (Informants SS7, 8 and 9) underscored that the principals have good 

personality and confidence on teachers. They treat people fairly and peacefully and solve most 

problems in school through discussion.  
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With respect to principals‘ information power, informant 10 indicated that they have 

healthy and transparent relationships with teachers. All the required information is accessible for 

teachers timely. Principals work closely with teachers‘ representative and share information about 

training, examination, education opportunity. They post it on the notice board.  

However, most principals lacked the expertise knowledge as described by supervisors 

(Informants SS3, 6, 8, 9 and 12). They do not have adequate expert knowledge and leadership 

quality. Only a few got the leadership training and education. Regarding principals‘ coercive 

power, the school principals (PS1, 2, 3, 4, 5 and 12) stated that most of the time they do not use 

their coercive power. When teachers repeatedly commit mistakes or absent from class without 

permission, they are asked to bring their evidence. If they do not bring their evidence, they will be 

punished. According to these respondents, the punishments extend from oral and written warnings 

to salary cut, and lastly firing may follow if the problem is very serious, for instance, if sexual 

abuse is committed by teachers. Principals follow procedures to punish teachers. First, they handle 

the problem individually and then if further decision is required, they bring the issue to the school 

management. Lastly, the issue will be sent to the disciplinary committee. 

4.3.1.2. Descriptive Statistics of Leadership Style  

Table 8 

Descriptive statistics of leadership style (N=452) 

Variables No respondents Mean SD Min Max 

Transformational leadership style 452     1.15     .726          0 4 

Transactional leadership style 452     2.35    .821 0 3.75 

Laissez-faire leadership style 452     1.29     .736           0 4 

Leadership style 452     2.31     .697    0 4 

As shown in table 8, the descriptive statistics result showed that transactional leadership 

style had the highest mean score (2.35) followed by laissez-faire (Mean= 1.29) and 

transformational leadership styles (Mean=1.15). This implies that a larger number of principals 
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employ transactional leadership style whereas smaller number of principals employ 

transformational and laissez-faire leadership styles.    

The study also looked at the comparison of the current leadership style practice of school 

principals in secondary schools of SNNPR with research instrument validation mean scores of 

Multi-factor Leadership Questionnaire  recommended by Bass and Avolio (as cited in Garg & 

Rameje, 2013). The research validation mean score was considered as an ideal proposed level and 

as functioning leadership behaviors. For the greatest successful leadership, Bass and Avolio (1997) 

suggested that the mean score of transformational leadership style subscales should be greater than 

or equal to 3.0, for transactional 1.0-2.0 and for laissez faire leadership style below 1(Bass & 

Avolio, 1997). Accordingly, it was found that the research validation mean score of transactional 

leadership style was 2.35 which is greater than the research validations mean score suggested by 

Bass and Avolio (1997). Whereas as the research validation mean score of transformational 

leadership style was 1.15 which is less than the research validations mean score ( greater than 

equal to 3.0) suggested by Bass and Avolio (the mean score greater and equal to 3) (1997). 

In the interview, teachers, school principals, supervisors and Zone education heads were 

asked about the leadership style school principals‘ exercise in secondary schools of SNNPR and 

key informants (PS1, PS3, PS6, SS2, and SS6) confirmed that school principals often exhibit 

transactional leadership style in their schools and mainly rely on punishment and reward to lead 

their schools. They also reward teachers when they work hard, and punish them when they fail to 

do so. One of the supervisors (SS7) said the following: 

Principals in my cluster often use carrot and stick method to lead school. They do not 

motivate, inspire and stimulate teachers to be creative and innovative and do not give 

immediate solution for teachers’ problems. I see transactional leaders’ qualities mainly on 

the part of principals (Wed; 30/05/2018). 
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Through discussion with teachers (informants TS1, TS4, T6), the other participant teachers 

also shared the above ideas. One of the teachers (informant TS4), said the following: 

…my school principal often punishes teachers. He always looks for teachers’ mistakes. He 

uses his leadership position to control the school resources and punish teachers. He strictly 

follows the school rules and regulations. If someone makes a mistake, he punishes him/her 

without any warning. He never compromises any error, though the errors you make are 

tolerable (Fri; 8/6/2018).  

 As mentioned above, many school principals do not motivate, listen to or support teachers 

adequately. They are too busy in routine activities and administrative tasks in their office. They are 

not innovative and creative. Most of the time, they spend their time in meetings, particularly 

outside the school. Informants (HS1, SS10, and PS8) agree that principals do not give adequate 

time and support for teachers because they are busy with many administrative and external 

activities. As a result, they do not know what is happening in the school. This in turn creates gap 

between teachers and school principals. One of the informants (HS4) report that, 

 Teachers are reluctant to continue in their profession. They are not happy with the school 

principals. Most of the time, they report their complaints in my office. Several teachers are 

leaving their profession because they do not get the required help, support, encouragement 

and respect from their school principals though other factors also contribute to their 

leaving (Wed; 23/05/2018). 

 Supervisors also (Informants SS6, SS11, and SS12) notice these challenges in school 

supervision, and said principals often rely on rules and regulations to control the school operation. 

This highly hampers their morale and commitment. 



139 
 

4.3.1.3. Descriptive Statistics of Teacher Commitment 

Table 9 

Descriptive statistics of Teacher commitment (N=452) 

As depicted in table 9, the descriptive statistics result indicated that affective commitment 

had the highest mean score (.339). This implies that affective commitment is highly or always 

practiced in secondary schools of SNNPR. However, teachers demonstrate lower level of 

continuance and normative commitment in secondary schools of SNNPR as compared to teachers‘ 

affective commitment. 

Regarding the teachers‘ commitment, school principals, and supervisors were also asked 

how they see the teachers‘ level of commitment and problems related to teachers‘ commitment to 

their profession. The school principals (PS5, PS9 and PS14) confirmed that teachers‘ demonstrated 

low level of commitment to their jobs. Supervisors (SS3, SS6, SS10 and SS12) also assured that 

both school principals and teachers exhibited a low level of commitment to their profession. 

During the informal discussion with teachers (TS1, TS3), they also confirmed about their 

reasons for low commitment. One of the reasons for their low commitment is the inability of the 

school principals to lead the school. They are more of transactional leaders and rely on punishment 

and reward. They are more of transactional leaders and rely on punishment and reward. They are 

not creative and innovative like transformational leaders and do not have the expertise knowledge 

and charisma that can help teachers to solve their problems and fulfill their diverse demands. One 

of the teachers (TS3) had to say the following: 

Variable No. of participants Mean SD Min Max 

Affective commitment 452     3.39     0.95         0 4 

Continuance commitment 452     1.48     1.03           0 3.75 

Normative commitment 452     1.46     1.04           0 4 

Teachers‘ commitment 452     2.11     0.80        0 4 
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I am not happy with my school principal due to his poor leadership quality and absence of 

motivation. He does not treat me as a human. He always cares about task completion only. 

He does not worry about my interest. His poor follow-up and support contributed to my 

dissatisfaction in my profession. In short, I am working in unfavorable working conditions, 

big pressure and hostile environment that do not invite me to stay in my profession (Thu; 

7/6/2018). 

ZED officials (HS 1 and HS3) and supervisors (SS7, SS10 and SS11) also agreed with the 

teachers‘ responses. They have doubt regarding the capacity of the school principals because 

several school principals lacked the required knowledge and skills in leadership. This contributed 

to their power source and leadership style they use. However, several school principals did not 

accept this (PS1, PS3, PS4, PS8, PS12 and PS13). They identified some of the possible challenges 

related to commitment of teachers. These included low respect by the society (i.e., lower social 

status) (informants PS 4 and PS6), the monotonous nature of the job, working conditions, 

burdened with family responsibilities other than educating students, and lack of interest to the 

profession (PS1, PS2, PS3, PS9 and PS14). As a result, many teachers have been leaving the 

profession. According to the survey data, the average attrition rate of teachers of the general 

education sector is about 6.4% (MoE, 2015). Key informants (PS4, PS5, PS8, SS4, SS6, and SS11) 

further described the possible causes for commitment of teachers. These include low salary, poor 

salary progression, low social status of the teaching profession, principals‘ low leadership 

capacity, lack of support and motivation and students‘ misbehavior in schools are among others. 

These major factors are not only encouraging teachers to leave the profession, but also are 

responsible for the poor attractiveness of the teaching profession. The reduction of teacher 

commitment is a result of a cumulative effect of the above possible causes. 
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In summary, in the qualitative result, it was found that several teachers want to leave the 

profession and diverse individuals also do not want to be teachers. The main reasons could be 

several and include the following. Teachers were not happy with school principals‘ capacity and 

leadership style. Above all, they were not well paid and incentive packages were insufficient or 

absent. Besides, better opportunities in other professions, the poor societal attitude for teaching 

profession, heavy work burden, and hostile environment are among others.  

 Regarding the possible reasons for teachers‘ leaving the profession, one of the supervisors 

(SS7) from Gamo Zone had the following to say: 

The major constraint that teachers are facing now is the inadequate salary that is offered 

to teachers followed by an absence of incentive packages that could otherwise be used to 

initiate and increase the teacher commitment.  Actually, the government in collaboration 

with stakeholders needs to solve all major constraints that teachers have been facing 

recently so as to improve their commitment. As for me, the government should attract 

competent and committed teachers by making the profession more appealing with better 

salary and additional incentives (Wed; 30/05/2018). 

Almost all ZED officials (HS1, HS2, and HS4) and supervisors (SS4, SS5, SS9 and SS12) 

agreed that the monthly salary of teachers is low or inadequate and it is considered as a key factor 

why the teaching profession failed both to create committed teachers and to attract better or 

competent candidates. School principals (PS4, PS7, PS11 and PS 14) also highlighted the fact that 

the salary could not help teachers cope with the price rises and rising cost of living. On top of the 

inadequate salary, incentives in the form of health insurance, housing, and transportation 

allowances are non-existent for teachers. This reduced the commitment of teachers and opened a 

room for teachers to be reluctant and uninterested to teach students properly. As a result, they 

leave their school. 



142 
 

4.3.2. Relationship among Power Base, Leadership Style and Teachers’ Commitment 

The link among school principal power source, leadership styles and TC in secondary 

schools of SNNPR are computed using Pearson correlation. Pearson correlation coefficient (r) is a 

measure of the strength and direction of association that exists between two variables measured on 

at least an interval scale (Pallant, 2011). Pearson correlation coefficient, r, indicates how far away 

all these data points are from this line of best fit (i.e., how well the data points fit this model/line of 

best fit) (Pallant, 2011). 1 or –1 indicates that a perfect correlation between the two variables. 

Conversely, a correlation of 0 indicates no relationship between the two variables. Cronk (2008) 

also indicates that correlation less than 0.3 are considered weak. Correlations between 0.3 and 0.7 

are considered moderate. In addition, multiple-regression was conducted. 

In computing Pearson correlation coefficients, preliminary statistical analyses were 

conducted to ensure no violation of the assumptions of normality, linearity, no significant outliers, 

and continuous variable. An assessment of scatter plots was also confirmed that the assumptions of 

normality, and linearity were met. 

Table 10 

Pearson Correlation Analysis between Power Source, Leadership Style and Teachers’ 

Commitment (N=452) 

Variables Teachers‘ 

Commitment 

 Power       

Source     

Leadership 

style 

Teachers‘ commitment     

Power source     .415
**

   

Leadership style      .516
**

 .525
**

  

             **Correlation is significant at the 0.01 level (2-tailed). R
2
=0 .267 

           Note: Dependent Variable= Teachers‘ Commitment 

To test the hypothesis that power source and leadership style significantly relate to teacher 

commitment, the Pearson correlation coefficient was carried out (see Table 11). As can be seen, 

teacher commitment was positively and significantly related to powers sources (r (452) =0.415, 
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P<0.01) and leadership style (r (452) =0.516, P<0.01). The strength of the link between leadership 

style and teacher commitment was moderate (r =0.516) so did between power source and teacher 

commitment (r = 0.415). The result of multiple- regression also indicates that the two effects 

(power source and leadership style) explained 26.7% of the total variance in teacher commitment 

scores, respectively (see Annex 1 for multiple-regression). This means that power sources and 

leadership style are moderately related to teacher commitment.  

4.3.3. Relationship between dimensions of leadership style and teachers‘ commitment dimensions  

In Table 11 below, the relationship among the dimensions leadership style 

(transformational, transactional, laissez-faire), and teacher commitment dimensions (affective, 

continuance and normative commitments) are presented. A total of 452 respondents was 

participated in answering the questionnaire. The Pearson correlation coefficient was applied to see 

the correlation among leadership styles dimensions and teachers‘ commitment dimensions. 

Table11. 

Pearson Correlation Coefficients   among Leadership Style Dimensions, and Teacher Commitment 

Dimensions (N=452) 
 AC NC CC TC LS TALS TFLS  LF 

     AC         

     NC .264
**

        

     CC .511
**

 .636
**

       

     TC .755
**

 .754
**

 .894
**

      

     LS .433
**

 .400
**

 .406
**

 .516
**

     

    TALS .337
**

 .407
**

 .371
**

 .458
**

 .896
**

    

    TFLS .437
**

 .372
**

 .397
**

 .505
**

 .965
**

 .765
**

   

     LF .363
**

 .230
**

 .224
**

 .347
**

 .751
**

 .662
**

 .648
**

  

**. Correlation is significant at the 0.01 level (2-tailed). 

      Dependent Variable= Teacher commitment dimensions (Affective, normative, and 

continuance commitment) 
Note= AC= Affective commitment, CC= Continuance Commitment, NC= Normative 

Commitment, LS= Leadership style, TALS= Transformational leadership style, TFLS= 

Transformational leadership style, LF= Laissez-faire Leadership style 
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The Pearson correlation coefficient was conducted to see the relationship between 

components of leadership style (transformational, transactional and laissez-faire leadership styles) 

and teacher commitment dimensions (affective, continuance and normative commitment). 

Accordingly, the statistical analysis showed that there was a positive, moderate and significant 

correlation between affective commitment and leadership style (r = 0.433), transactional (r= 0.337) 

and transformational (r = 0.437) and laissez-faire leadership styles (r=0.363). The multiple 

regression result also showed that transformational, transactional and laissez-faire leadership styles 

explained 19.8% of the variation in teachers‘ affective commitment. Generally, transformational 

and laissez-faire leadership styles significantly predict teachers‘ affective commitment (see annex 

10 for multiple regression). 

 Furthermore, the statistical analysis also revealed that there was a positive, moderate and 

significant relationship between teacher normative commitment and principal leadership style 

(r=0.400), transformational (r=0.372), and transactional leadership styles (r=0.407). This shows 

that teachers‘ psychological ties and moral obligation to their school is related to principals‘ 

support, motivation, and encouragement, trust, enforcing laws and setting standards. However, a 

weak and a positive correlation was found between normative commitment and principal laissez-

faire leadership style. The multiple regression result also showed that transformational, 

transactional and laissez-faire leadership styles explained 17.8% of the variation in teachers‘ 

normative commitment. In general, transformational and transactional leadership styles 

significantly predict teachers‘ normative commitment (See annex 11 for multiple regression). 

Moreover, it was found that there was a positive, moderate and significant correlation 

between teachers‘ continuance commitment and principals‘ leadership style (r=0.406), 

transactional (r=0.371), and transformational leadership styles (r=0.397). This implies that teachers 

moral obligation in their school is moderately related to principals‘ leadership style, transactional 
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and transformational leadership styles. On the contrary, a positive, weak and significant 

relationship was obtained between teacher continuance commitment and laissez-faire leadership 

style (r=0.224). Teacher demonstrates a low level of continuance commitment. The multiple 

regression result indicates that transformational, transactional and laissez-faire leadership styles 

explained 17.3% of the variation in teachers‘ continuance commitment. In general, 

transformational and transactional leadership styles significantly predict teachers‘ continuance 

commitment (See annex12 for multiple regressions). 

Overall, teacher commitment was correlated positively and moderately with leadership 

style (r=0.514), transactional (r=0.418), transformational (r=0.505) and laissez-faire leadership 

styles (r=0.347). This depicts that teachers‘ psychological ties, moral obligation and staying in 

their school are related positively and moderately to principals‘ support, motivation, individual 

interest, correcting mistakes, encouragement, trust, enforcing laws and setting standards. 

4.3.4. Relationship between dimensions of Power source and Teacher commitment dimensions  

Table 12 

Pearson Correlation Coefficient between Components of Power Source and Teacher Commitment 

Dimensions (N=452) 

 AC NC CC TC EP ReP RefP CP LP IP 

AC           

NC .264
**

          

CC .511
**

 .636
**

         

TC .755
**

 .754
**

 .894
**

        

EP .289
**

 .193
**

 .243
**

 .310
**

       

ReP .307
**

 .294
**

 .294
**

 .376
**

 .608
**

      

RefP .306
**

 .121
*
 .138

**
 .243

**
 .603

**
 .537

**
     

CP .171
**

 .227
**

 .280
**

 .281
**

 .343
**

 .401
**

 .150
**

    

LP .288
**

 .165
**

 .263
**

 .305
**

 .468
**

 .511
**

 .368
**

 .350
**

   

IP .358
**

    .089 .203
**

 .278
**

 .479
**

 .451
**

 .554
**

 .111
*
 .479

**
  

**. Correlation is significant at the 0.01 level (2-tailed). 

*. Correlation is significant at the 0.05 level (2-tailed). 

Dependent Variable= Teacher commitment Dimensions (Affective, Continuance and Normative 

commitment) 
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Note= AC= Affective commitment, CC= Continuance Commitment, NC= Normative 
Commitment, EP=Expert power, ReP=Reward power, RefP= Referent power, CP= Coercive 

power, LP= Legitimate power, IP= Information power 

The Pearson correlation coefficient analysis was conducted to see the relationship between 

components of power source (expert, referent, reward, legitimate, coercive and information power) 

and teacher commitment dimensions (affective, continuance and normative commitment). 

Accordingly, the statistical analysis showed that there was a positive, moderate and significant 

correlation between affective commitment and reward (r = 0.307), referent (r= 0.306) and 

information powers (r = 0.305). This implies that the teachers‘ psychological attachment to their 

school are related to principals‘ rewards, charisma and access to information. However, a weak 

and a positive correlation was found between affective commitment and expert power (r = 0.289), 

coercive power (r=0.171) and legitimate power (r=0.288) at significant level (P< 0.01). Moreover, 

the multiple regression result indicate that expert, referent, legitimate, information, coercive and 

reward powers explained 15.8% of the variation in teachers‘ affective commitment. Therefore, 

information power was found the significant predictor of teachers‘ affective commitment (See 

annex13 for multiple regressions). 

Furthermore, the statistical analysis also revealed that there was a positive, weak and 

moderate relationship between teacher normative commitment and principal expert (r=0.193), 

reward (r=0.294), referent (r=0.121), coercive (r=0.227) and legitimate power (r=0.165). However, 

no correlation was found between teacher normative commitment and principals‘ information 

power. The multiple regression result indicates that expert, referent, legitimate, information, 

coercive and reward powers explained 9.1% of the variation in teachers‘ normative commitment. 

Generally, coercive and reward powers significantly predict teachers‘ normative commitment (See 

annex 15 for multiple regression). 
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Moreover, it was found that there was a positive, weak and significant relationship between 

teacher continuance commitment and principal expert (r=0.243), reward (r=0.294), referent 

(r=0.138), coercive (r=0.280), legitimate power (r=0.263) and information power (r= 0.203). This 

implies that both teachers moral obligation and interest to stay in their school are weakly related to 

principal expert, referent, reward, coercive, legitimate and information power. Teachers 

demonstrate a low level of normative and continuance commitment. The multiple regression result 

indicates that expert, referent, legitimate, information, coercive and reward powers explained 

12.5% of the variation in teachers‘ continuance commitment. Generally, coercive and reward 

powers significantly predict teachers‘ continuance commitment (see annex 14 for multiple 

regression). 

Overall, teacher commitment was correlated positively and moderately with expert 

(r=0.310), reward (r=0.376) and legitimate power (r=0.305). This depicts that teacher emotional 

attachment; moral obligation and staying in their school are related to principal expertise 

knowledge, reward and compliance to rules and regulations. On the other hand, a positive, weak 

and significant relationship was found between teacher commitment and referent (r=0243), 

coercive (r=0.281), and information powers (r=0.278). 

4.3.5. Relationship between Leadership style Dimensions (transformational, transactional and 

laissez-faire) and Power Source 

Table 13 

 Pearson Correlations between Leadership style Dimensions (transformational, transactional and 

laissez-faire) and Power Source (N=452) 

 Power source TFLS TALS LF 

Power source     

TFLS .660
**

    

TALS .539
**

 .765
**

   

LF .447
**

 .648
**

 .662
**

  

**. Correlation is significant at the 0.01 level (2-tailed). R
2
 for leadership style components=.587 

Note: Dependent Variable= Power Source 



148 
 

TFLS= Transformational Leadership Style, TALS= Transactional Leadership Style, LF= laissez-

fair Leadership Style. 
A Pearson correlation coefficient was conducted to test the hypothesis that dimensions of 

leadership style (transformational, transactional, and laissez-faire) are significantly related to 

school principal power source (see Table 15). As can be seen, the results indicate that power 

source was positively and significantly related to transformational (r (452) = 0.660, P<0.01), , 

transactional (r (452) =0.539, P< 0.01) and laissez-faire leadership styles (r (452) = 0.447, P<0.01). 

Since the magnitude of the three correlation coefficients is moderate (r = 0.660 for 

transformational, r =0.539 for , transactional and r = 0.447 for laissez-faire leadership style). The 

multiple regression result reveals that the three effects (transformational, transactional and laissez-

faire) jointly explained 58.7% of the total variance in power source scores. This means that 

transformational and transactional leadership significantly predict principal power source.  

4.3.6. Linear Regression Analysis of Power Sources, Leadership Style and Teachers Commitment 

Linear regression is the next step after correlation. It is employed to predict the value of the 

dependent variable (DV) based on the value of the independent variable. Linear regression was 

used to the extent in which power sources and leadership style independently predict TC.  

Table 14 

 Simple Linear Regression of Teachers’ commitment on Power Source and Leadership Style            

Explanatory Variable     Β    t- statistics   P 

Leadership styles  .516 12.73 .000** 

Power source .415 9.65 .000** 

              **correlation is significant at the 0.01 level (2 tailed) 

               Note: Dependent variable = Teachers‘ Commitment 

Simple linear regression was applied to see to what extent power sources and leadership 

style independently predict teacher commitment. Pertaining to the linear regression analysis 

between leadership style and teacher commitment, the results show the coefficients for leadership 

style are β1= 0.516, t= 12.725, p-value =0.000. This suggests that the change in leadership style by 
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one unit can increase teacher commitment by 0.516 keeping other things constant. This implies 

that leadership style positively and significantly contributes to predicting teacher commitment. 

Likewise, regarding the linear regression between power sources and teacher commitment, the 

results indicate that the coefficients of power source are β2= 0.415, t= 9.65, p-value =0.294. This 

indicates that one unit change in power base can increase teacher commitment by 0.415, keeping 

other things constant. It is possible that power source positively and significantly contribute to 

predict teacher commitment. In general, it was found that both leadership style and power source 

significantly contributed to predict teachers‘ commitment.  

4.3.7. Hierarchical Multiple Regression of Teachers’ Commitment on Power Source and 

Leadership Style 

Prior to compute hierarchical multiple regression (HMR), preliminary statistical analyses 

were conducted to confirm no violation of the assumptions of normality, linearity, multi-

collinearity and homoscedasticity. The purpose of HMR is a means to display if variables clarify a 

statistically significant amount of variance in the DV after controlling all other variables. Pallant 

(2011) also indicates that variables or sets of variables are entered in steps (or blocks), with each 

IV being measured in terms of what it supplements to the prediction of the DV after controlling the 

previous variables. 

At the beginning, a sample of 452 participants is adequate for two IVs included in the study 

(i.e., power source and leadership style). There was no strong relationship between the two 

independent variables so the assumption of singularity was confirmed. The collinearity statistics 

(i.e., Tolerance and VIP) were also within the accepted limits. An assessment of scatter and 

residual plots were also confirmed that the assumptions of normality, linearity, and 

homoscedasticity were met. Considering all these requirements, a two-step hierarchical multiple 

regressions was computed to examine the relationship among power source, leadership style and 

teacher commitment. 
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Table 15 

 Hierarchical Multiple Regression of Teachers’ commitment on Power Sources and Leadership 

Style (N=452) 

Model Variable entered Adjusted 

R2 

R2 

Change 

Beta    t     F     p 

1 Power Source  .172 .177 .421  9.789 95.825 .000 

2 Power Source    .065 1.051   

82.187 

 

.000 Leadership style .267 .093 .468 7.522 

  ** p<.01. R
2
 for the first step was .172; for total model it was .267. 

To test the hypothesis that power source and leadership style significantly predict teacher 

commitment both independently and jointly, a two-step hierarchical multiple regression analysis 

was used (see Table 15). The result of the regression analysis provides confirmation of the 

research hypothesis. In the first step, the result indicates that power source was significantly 

predicted teacher commitment independently, F (1,445) =95.825, adjusted R
2
=0.172, p<0.01) and 

accounts for 17.2% of the variance in teacher commitment.  In the second step, the power source 

and leadership style jointly accounted for 26.7% of the variance in teacher commitment, F (1,445) 

= 82.187, R 
2
 =0.267, p < 0.01). Thus, the school principals‘ leadership style and power sources 

were important factors to improve and develop teacher commitment when applying jointly. 

However, in the final model, when controlling for power source, the correlation between 

leadership style and teacher commitment was found significant recording a higher beta value of 

leadership style (beta = 0.421, p < 0.01) than the power source (β =0.065, p < 0.01). Accordingly, 

results indicated that the relationship between power source and teacher commitment was no 

longer significant (β=0.065), when controlling for leadership style. Therefore, in the final model, 

leadership style is the only statistically significant predictor variable of teacher commitment. This 

indicates that leadership style and power source have a significant correlation (.53). Besides, it was 

found that leadership style of principals explains an additional 9.3% of the variance in teacher 

commitment. 
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4.3.8. Mean Score Comparison of School Principals’ and Teachers’ Perceptions on Power 

Sources, Leadership Styles and Teachers’ Commitment 

The independent t-test helps to compare the means between two principals and teachers‘ 

perceptions towards power source, leadership style and teacher commitment. Prior to analysis, 

preliminary statistical analysis was done to meet the assumptions (normality of variances, no 

significant outliers, two categorical independent groups, and independent observation) 

Table 16 

Mean Score Comparison of Leadership Style, Power Source and Teachers’ Commitment as a 

Function of School Principals’ and Teachers’ Responses 

 Research 

participants 

 

N 

 

Mean 

 

SD 

 

Mean 

Difference 

t         P 

Leadership style 

Teachers 449 82.95 25.99 -5.84 -2.18 .000 

Principal 102 88.79 15.86 -5.84   

Power source 

Teachers 450 82.35 20.72 43.95 21.02 .000 

Principal 102 38.39 8.43 43.95   

Teachers‘ 

commitment 

Teachers 452 27.13 10.08 -4.12 4.134 .000 

Principal 102 29.49 8.53 -4.12   

It was hypothesized that power sources, leadership style and teacher commitment differ as 

a function of teachers and principals‘ responses. An independent t-test was used to test this 

prediction. The results revealed that statistically significant mean difference were found between 

teachers and school principal perceptions regarding  power sources, leadership style and teacher 

commitment [t (452) = 79.78, p =0.00 for power source; t (452) = 73.36, p=0.00 for leadership 

style and t (452) = -4.12, p =0.00 for teachers‘ commitment] (see Table 16 for means and standard 

deviations). Thus, the results of the t-test provided support for the research hypothesis. The 

findings in general discovered that there was substantial variation between teachers and principals‘ 

responses regarding the power sources, leadership styles and teacher commitment.  
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4.3.9. Power Source, Leadership Style and Teachers’ Commitment as a Function of Demographic 

Variables 

In the following sections differences in power source, leadership style and teacher 

commitment as a function of demographic variables (gender, marital status, educational level, 

academic rank, experience, and age) are presented. 

 4.3.9.1. Mean Score Comparison of Power Source, Leadership Style and Teachers’ 

Commitment as a function of Sex of Participants. 

Table 17 

 Mean Score Comparison of Power Source, Leadership Style and Teachers’ Commitment   as a 

function of Principals’ Sex (N=102) 

Variable Gender                 N                   Mean  SD                 t             p 

Power source Male 94            91.66 15.15 -.492        .623 

Female 8            94.38 12.36 

Leadership Style Male 94            83.39 15.04 -.885         .378 

Female 8            88.25 12.89 

 

 
Teachers‘ Commitment Male 94            25.35  9.01 -.065        .949        

Female 8            25.41  9.83 

It was hypothesized that power source, leadership style and teacher commitment vary as a 

function of principals‘ gender. The Levene's Test for Equality of Variances indicated that the 

assumption of equality of variance was satisfied. The significance level for Levene‘s test is 0.60 

for power source, 0.83 for leadership style and 0.38 for teachers‘ commitment. This is larger than 

the cutoff of 0.05. This implies that the assumption of equal variances has not been violated (See 

Annex 4 for independent sample test). An independent t-test was implemented to compare the 

power source, leadership style and teacher commitment with males and females‘ principals. 

Accordingly, the result in Table 17 portrays that there was no statistically significant difference 

between gender and the three dependent variables (power source, leadership style and teacher 

commitment) [t (102) = -0.492, P = 0.623 for power source; t (102) =-0.885, P=0.378 for 

leadership styles; t (102) =-0.065, P=0.949 for teacher commitment. Based on these findings, the 
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hypothesis was not supported as there was no difference between male and female school 

principals in their preference for either of the power sources, leadership styles and / or teacher 

commitment. This finding generally showed that power sources, leadership styles and teacher 

commitment tend to be used in a similar way by female and male school principals. 

4.3.9.2. Mean Score Comparison in Power source, Leadership Style and Teachers’ Commitment 

by Marital Status 

Table 18 

 Mean Score Comparison of Power Source, Leadership Style and Teachers’ Commitment as a 

function of Marital Status (N=102) 

 Variable 
Marital status of 

Principals 

    N Mean  SD       t         p 

Leadership style 
Married 88 83.31 14.77 

-.504 .615 
Single 13 85.54 15.87 

Power source 
Married 88 91.05 14.82 

-1.190 .237 
Single 13 96.31 15.34 

Teacher 

Commitment 

Married 88 29.50 8.16 
-.045 .964 

Single 13 29.62 11.37 

 

The study compared power source, leadership style and teacher commitment as a function 

of principals‘ marital status. The Levene's Test for Equality of Variances indicated that the 

assumption of equality of variance was satisfied. The significance level for Levene‘s test is 0.83 

for power source, 0.89 for leadership style and 0.22 for teacher commitment. This is larger than the 

cutoff of 0.05. This means that the assumption of equal variances has not been violated (See 

Annex 5 for independent sample test). An independent t-test was conducted to test the existence of 

a statistically significant difference between marital status of principals in their preference to a 

power source, leadership style and teacher commitment. Accordingly, the results in Table 18 

indicate that there was no statistically significant difference between principals‘ marital status and 

the dependent variables (Power source [t (102) = -1.190, P = 0.237, leadership style t (102) =-
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0.504, P=0.615 and TC t (102) =-0.045, P=0.964). Based on these findings, the hypothesis was not 

supported as there was a significant difference between married and single school principals in 

their preference for the power source, leadership styles and teacher commitment. This finding 

generally showed that the power sources, leadership styles and teacher commitment tend to be 

utilized more or less in a similar way by single and married principals. 

4.3.9.3. Mean Score Comparison in Power Source, Leadership Style and Teachers’ 

Commitment by the Level of Education 

Table 19 

Mean Score Comparison of Power Source, Leadership Style and Teachers’ Commitment as a 

function of Principals’ Level of Education (N=102) 

Variable Level of 

Education  

 N                 Mean           SD                     t         p 

Power source BA 96 91.86 15.21 -.021 .983 

MA 6 92.10 9.78 
Leadership style 

 

BA 96 83.39 15.18 -.627 .532 
MA 6 88.25 9.89 

Teacher 

Commitment 

BA 96 25.39 9.19   -1.165 .245 
MA  6  28.13 9.54 

It was hypothesized that power source, leadership style and teacher commitment vary as a 

function of level of education. The Levene's Test for Equality of Variances indicated that the 

assumption of equality of variance was satisfied. The significance level for Levene‘s test is 0.26 

for power source, 0.25 for leadership style and 0.82 for teacher commitment. This is larger than the 

cutoff of 0.05. This means that the assumption of equal variances has not been violated (See 

Annex 6 for independent sample test). An independent t-test was conducted to test the existence of 

a statistically significant difference between the educational level of school principals in their 

preference to a power source, leadership style and teacher commitment.  Accordingly, the result in 

Table 19 depicts that there was no statistically significant difference between the three dependent 

variables as a function of principals‘ educational level [t (102) = -0.021, P = 0.983 for power 
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source; t (102) =-0.627, P=0.532 for leadership styles; and t (102) = -1.165, P=0.245 for teacher 

commitment. Based on these findings, the hypothesis was not supported as there was no significant 

difference between principals‘ educational level in their preferences to use power source, 

leadership style and teacher commitment. This finding generally showed that power sources, 

leadership styles and teacher commitment tend to be performed more or less in a similar way by 

school principals with master‘s degree and bachelor‘s degrees. This analysis also failed to support 

the hypothesis as there was significant statistical difference between the different levels of 

education of school principals in applying any of the power sources, leadership style and teacher 

commitment. 

4.3.9.4. Pearson Correlation between Principals’ Managerial Experience and their Power Source, 

Leadership Style and Teachers’ Commitment   

Table 20 

Pearson Correlation between Principals’ Managerial Experience and age and their Power 

Source, Leadership Style and Teachers’ Commitment (N=102) 

 

 Work 

Experience  

Age Leadership 

style 

Power source Teacher 

commitment 

Work Experience       

Leadership style .054 -.133    

Power source -.003 -.108 .525
**

   

Teacher commitment .055 -.027 .497
**

 .391
**

  

**. Correlation is significant at the 0.01 level (2-tailed). 

In Table 20, Pearson correlation coefficient was conducted to decide the relationship 

between school principals‘ experience and their power source, leadership style and teacher 

commitment. The statistical analysis showed that managerial experience of principals was not 

correlated with leadership style (r (102) =0.054), power source (r (102) =-0.003) and teacher 

commitment (r (102) =0.055) at a significance level (P<0.01). This indicates that school 

principals‘ experience is not a significant determinant of leadership styles, power sources and 
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teacher commitment. That is, school principals administrative experience did not have any 

significant relationship between the experienced and less experienced ones pertaining to leadership 

style, power source and teacher commitment.  

Moreover, the Pearson correlation coefficient was used to check the relationship between 

the school principals,‘ age with that of power source; leadership style and teacher commitment 

(see Table 20). Accordingly, the statistical analysis showed that age of school principals was 

negatively correlated with a power source (r= -0.108) and leadership style (r=-0.133) at a 

significance level (P< 0.01). This suggests that age affected the exercise of various power sources 

and leadership styles of school principals in secondary schools of SNNPR.  On the other hand, the 

statistical analysis revealed that there was no correlation between age of the principals and teacher 

commitment. This suggests that age does not affect teacher commitment in secondary schools of 

SNNPR. 

4.3.10. Challenges that affect Power source, Leadership style and Teachers’ Commitment 

Table 21 below shows challenges related to school principal power source, leadership style 

and teachers‘ commitment. School principals face a lot of challenges while exercising their power 

source and leadership style. This in turn affects teacher commitment and their overall functions in 

the school. Lists of problems are identified as possible challenges that hinder school principals‘ 

power source, leadership style and teacher commitment. Around 30 challenges related to the 

power source, leadership style and teacher commitment were identified. To reduce the data, 

principal component analysis (PCA) was applied to identify which component or variable takes the 

largest portion. In order to address all the possible challenges linked with PCA applications, the 

required assumption checkup tests, including Kaiser-Meyer-Olkin (KMO) to measure sampling 

adequacy; Bartlett's test of Sphericity (data suitability); scatter plots (linear relationship between 

all variables) were used (Browne et al., 2014).  
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Accordingly, it was found that the application of PCA to such variables was appropriate. 

With the KMO value reported to be 0.866, the Bartlett‘s test of Sphericity is significant (p<0.00) 

for challenges related to principal power source, and leadership. Besides, a PCA was conducted in 

order to identify which component or variable takes the largest proportion, largely explain the 

variability, only six components with the reported eigenvalues above 1(3164.730) were identified. 

This component explained a total of 45.96% of the variance (see annex 7). This suggests that only 

six components (i.e., political interference, lack of resources, absence of benefits, limited power, 

principals‘ capacity problems and lack of administrative freedom of school principals) explained 

the variability in principals‘ power source and leadership style. In other words, challenges related 

to the principal power source and leadership style are influenced only by the first six components. 

The remaining 24 components did not explain the challenges related to principal power source, 

leadership style and teacher commitment, implying that there is no difference among the 

components and/or assumed to measure the challenges as if they were different and measure 

differently (Pallant, 2013). 

 After completing the PCA, logistic regression was applied to test models to predict 

categorical outcomes with two or more categories (Pallant, 2013). Logistic regression permits the 

researcher to test models to predict categorical outcomes with two or more categories.  

Table 21 

Logistic Regression Predicting Likelihood of Reporting Teachers’ Overall Commitment 

  

B 

 

S.E. 

 

Wald 

 

Df 

 

p 

Odds 

Ratio 

95% C.I. for         

Odds Ratio 
       Lower Upper 

Political Interference .019 .28 .005 1 .001 1.22 .59 1.77 

Lack of resources -.003 .31 .000 1 .000 .99 .54 1.83 

Limited Power -.174 .28 .39 1 .001 .84 .49 1.45 

Lack of benefits -.285 .28 1.05 1 .000 .75 .44 1.29 

Principals‘ capacity problem -.421 .29 2.02 1 .007 .66 .37 1.17 

Lack of autonomy .158 .28 .33 1 .000 1.17 .68 2.01 

Constant 2.356 .46 26.18 1 .000 10.55   
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Logistic regression was performed to predict overall teachers‘ commitment based on the 

challenges related to leadership style, power source and teacher commitment. The model contained 

six independent variables (political interference, lack of resources, limited power, lack benefits, 

principals‘ capacity problems and lack of autonomy). The full model containing all predictors was 

statistically significant, χ2 (29, N = 452) = 138.39, p < 0.001, indicating that the model was able to 

distinguish between respondents who reported and did not report teachers‘ overall commitment. 

The model as a whole explained between 26.4% (Cox and Snell R square) and 36.5% (Nagelkerke 

R squared) of the variance in teachers‘ overall commitment status, and correctly classified 75.9% 

of cases. As shown in Table 21, the six independent variables made a unique statistically 

significant contribution to the model (political interference, lack of resources, limited power, lack 

benefits, principals‘ capacity problems and lack of autonomy). The strongest predictor of reporting 

the teachers‘ overall commitment was difficulty political interference, recording an odds ratio of 

1.22. This indicated that respondents who had difficulty of political interference were over 1 times 

more likely to report the teachers‘ overall commitment than those who did not have difficulty in 

political interference, controlling for all other factors in the model. The odds ratio of 1.17 for lack 

of autonomy was greater than 1, indicating that for every additional lack of autonomy of 

respondents were 1.17 times less likely to report having the teachers‘ overall commitment, 

controlling for other factors in the model. The odds ratio of 0.99 for lack of resources was less than 

1, indicating that for every additional lack of resources of respondents were 0.99 times less likely 

to report having the teachers‘ overall commitment, controlling for other factors in the model. The 

odds ratio of 0.84 for limited power was less than 1, indicating that for every additional limited 

power of respondents were 0.84 times less likely to report having the teachers‘ overall 

commitment, controlling for other factors in the model. The odds ratio of 0.75 for lack of benefits 

was less than 1, indicating that for every additional lack of benefits of respondents were 0.75 times 
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less likely to report having the teachers‘ overall commitment, controlling for other factors in the 

model. The odds ratio of 0.66 for principals‘ capacity problems was less than 1, indicating that for 

every additional principals‘ capacity problem of  respondents were 0.66 times less likely to report 

having the teachers‘ overall commitment, controlling for other factors in the model. 

In addition to this, in the interview, the respondents were asked to identify the major 

challenges related to the power source, leadership style and teacher commitment. Based on the 

perspectives of principals, teachers, supervisors and Zone education heads, the following two 

major themes and sub-themes are emerging using open code (4.2) software. Table 23 depicts the 

challenges that affect principals‘ power source and leadership style. 

Table 22 

Themes and sub-themes on challenges related to Principals’ Power Source, Leadership Style and 

Teachers’ Commitment 

SN Themes Sub-themes Sub-sub themes 

1 External 

Environment 

Political Factors Political Interference 

Political Appointment 

Urgent Political Tasks (‗Derash-

Sera‘) 

Social Factors Low social value 

Low parental Involvement 

Low parental Awareness 

2 Internal School 

Environment 

Lack of Benefits Monetary Benefits 

Non-monetary Benefits 

Lack of Resources Shortage of Budget 

Shortage of Qualified human 

resources 

Shortage of materials 

Teachers and Principals‘ 

Attitude 

Low principals‘ and Teachers‘ 

Commitment 

Poor Remuneration 

Teachers‘ Low Participation in 

Decision Making 

Lack of School Autonomy Lack of Administrative Autonomy 

Lack of Financial Autonomy 

Principals‘ Leadership 

Capacity Problem 

Inadequate Training 

Lack of Qualification 

Absence of Commitment 
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Theme 1: External environment 

As part of the challenges confronting the principals‘ leadership styles and power sources of 

secondary schools in SNNPR, Ethiopia, some of the informants emphasized that the external 

environment has greater influence on the principal power source and leadership style. An external 

environment is made-up of all the external factors or influences that impact the operation of the 

school. The emerged sub-themes describe the external environment in terms of political and social 

factors. Based on the sub- theme of political factors, the emerged specific-sub themes present 

political factors as political interference, political commitment and urgent political tasks. 

According to informant PS1, the political interference from local authorities is high on school 

principals. In relation to this, one of the principals (Informant PS4) also said, 

I am working in a very complex situation where the political interference is high. I often 

spend much of my time in meeting and other political tasks. I have no time to monitor the 

overall functions of the school. That hampered me to play my leadership role in a proper 

way. I often wait for orders from woreda and Zone officials. My power is limited and is 

influenced regularly by higher authorities (Mon; 14/05/2018). 

Another emerged specific-sub theme from political factors that principals confront is 

urgent political tasks.  Principals are often busy with urgent political tasks. One of the informants 

(SS8) highlighted that, 

 Principals are often busy with urgent political tasks in school. They actively engage in 

selecting political members from students, teachers and administrative staff.  They discuss 

with teachers who are members of the ruling party. They send report to higher officials 

regarding the political activities of teachers rather than teaching-learning process (Mon; 

4/06/2018) 
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Informant SS3 also assured that principals are highly engaged in various political affairs 

and meetings in school. According to informant SS7, political discussion on the ideology of 

developmental state is the key task of principals. Informant SS6 also described that principals are 

busy in organizing students and teachers in ‗one to five‘ organization or arrangements. From the 

key informants response it is possible to understand that principals are busy with emergency 

political tasks that are not directly related to their major duties and responsibilities. Due to other 

political engagement, some principals were not carrying out what was expected of them in their 

respective schools. As a result, they fail to exercise their functional power which derives from 

school principal roles and responsibilities properly. This in turn lessens their link with their 

teachers, decreases teacher commitment and creates conflict between the teacher and principals 

because some teachers do not want to be a member of the ruling party. As a result, teachers 

become less committed to exert their maximum effort towards the achievement of the goals of the 

organization due to this uncomfortable situation. 

In relation to the external environment, another emerged specific-sub theme is political 

commitment. For instance, Informant SS5 explicitly highlighted that the officials at various levels 

of the education system are assigned due to their political commitment. This helped the 

government to easily control the entire school system by appointing loyal servants rather than 

professionals who received the necessary leadership training. As a result, school principals are 

working under the influence of the officials at Zonal and Woreda level. This hampered them not to 

get sufficient power to influence the behaviors and attitudes of their teachers. Informant SS4 

further noted that, 

Principals are working in complex situations without getting adequate support from higher 

officials. This creates difficulty in the tasks of school principals and affects their power and 

reduced their influence capacity on teachers. This in turn affects the commitment of teachers. 
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Informant SS3 also revealed that throughout the entire system from Federal to Woreda level, the 

educational positions are occupied by people who are loyal to the government. Amplifying this, 

informant SS6 indicates that the professionals‘ role in various leadership positions is limited. From 

the perspectives of informants SS2, 3, 5 and 7, the educational positions are controlled by officials 

who do not have leadership qualities and competence.  

In sum, almost all respondents agreed that political interference, urgent political tasks, less 

societal interest in education are the biggest problem of school principals currently facing in 

secondary schools of SNNPR. There is a high political control of the local government. This 

impedes the school overall activities and principals power and leadership role. This in turn affects 

the commitment of teachers. 

Another emerged specific-sub themes are low societal value and low parental involvement. 

One of the informants (PS8) reported that the society does not give value for principals and 

teachers. The value given for education is decreasing. There is a tendency of undermining the 

teachers and principals by the society. Informant PS2 also further highlighted that the attitudes of 

the society towards school is not as expected. There is less respect for principals and teachers. 

According to informant SS9, parents and the community do not involve in several school affairs. 

As a result, the bond between the school and the community is not strong. In addition, informants 

also disclosed that parents‘ involvement in several school affairs were found low. Besides, it was 

found that some parents‘ awareness towards education was still low and their relationship with the 

school management and teachers was found still low. The school must create a partnership with 

parents so as to strengthen its relationship with parents and other stakeholders. Moreover, the 

cultural differences also to some extent contribute to social factors. Overall, both the societal and 

political factors challenge principals‘ leadership style and their power use. 
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Theme 2: Internal Environment  

Following the external environment, another emerged theme that challenges principals‘ 

power source, leadership style and teacher commitment in secondary schools of SNNPR is internal 

environment.  A school internal environment is made of the components inside the school, 

including current teachers, management, and especially school culture which defines teacher 

behavior. The emerged sub-themes that explained internal environment are schools‘ resources 

(inputs), schools‘ culture, principals‘ capacity, schools‘ autonomy, fringe benefits, teachers-

principals relations, and teachers‘ behavior and attitude. Informant PS2 noted that shortage of 

schools‘ resources, particularly; limited budget is a severe challenge for principals to run school 

activities. Informants SS1, 2, 6, and 7 also consolidate that limited number of qualified teachers 

and principals, and shortages of school facilities (library, laboratory) are challenges for principals 

to discharge their responsibilities properly. Therefore, it is difficult for school principals to 

influence others, particularly without adequate resources and lack of leadership capacity. The 

resources the secondary schools have are not sufficient to run the internal functions of the school. 

This impedes school principals from not exerting their utmost effort to influence teachers so that 

they can perform better. If school principals have control over resources, teachers depend on them 

to get the required resources. As one principal said (PS12),  

My school has a serious resource problem, especially financial problem. Though the 

community supports the school in cash and kind, the support is not adequate enough to run 

the overall functions of the school. The government allocates block grant for each school 

based on the number of students, but the budget did not reach at school level timely and 

was not sufficient. There is a delay in my woreda in distributing the budget to each school. 

For instance, my school has gotten half of the budget in mid-May. As a result, my school 

suffered a lot from shortage of money so as to implement the school functions properly and 
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to build additional classes for students. So, for me it is difficult to work in such a difficult 

situation. The government should allocate more budgets timely that are enough to run the 

internal function of the school (Fri; 1/06/2018). 

Informant PS4 also indicates that inadequate school grants and fund mismanagement are 

challenges that contribute to a shortage of resources. Informant SS3 underscored that the 

principals‘ leadership style and power source has also been associated with decreasing funding that 

is available for the management of secondary schools. Meanwhile, informants (SS7 and SS8) 

highlighted when funds from the government is decreasing, principals have no options except 

looking for other funding sources. However, getting funds is not an easy task for principals. 

According to informant PS2 and PS4, the school grant that is obtained from the World Bank is not 

adequate to the diverse functions of the school. 

Moreover, fund mismanagement is also another challenge that affects principals‘ 

leadership style and power source. From the perspectives of informants (SS4, SS5, PS7, PS9), 

several school principals have problems in efficiently utilize the scarce funds obtained from the 

government. A similar view was stated by informants SS1, TS2, and TS4 who indicated that 

principals should be accused for mismanagement of school funds. On contrary, principals did not 

accept this. They indicate that they use the resources properly. The problem is not in 

mismanagement of school budget but rather the inadequacy of the budget allocated to each 

individual school. 

Another emerged sub-theme that is related to internal environment is school culture. 

Informant PS10 describes that some principals have problems to work together with teachers. 

Informant PS12 also consolidates that teachers have also some problems working together. SS2 on 

the contrary, describes that principals have good interactions with their teachers. Principals share 

their experiences and beliefs of teachers. However, through informal discussion, teachers 
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(informants TS2, 4, 5, and 6) stressed that principals have problems in sharing their values and 

assumptions for teachers. According to PS7, principals are cooperative to work with teachers. 

However, some teachers do not agree this idea. They said principals are not interested to share the 

school culture to the teachers. They are not cooperative and supportive for teachers. They failed to 

do this. They often decide alone. They do not involve teachers in various school affairs.  

Furthermore, another emerged sub - theme that contributes to internal environment is low 

principals‘ capacity. Informant SS11 assured that principals‘ lacked the required leadership 

knowledge and skills in leadership. Informants SS1, 5 and 8 also highlighted that, 

 Shortages of qualified principals are challenges that affect the internal functions of the 

school. Leadership competence and quality are needed to lead the schools because schools 

are complex social system that demands strong and dedicated principals with required 

leadership quality (Tue; 3/05/2018; Thu; 26/05/2018; Wed; 30/50/2018). 

Informant SS2 noted that leadership challenges that principals face today are inadequate 

training as well as low commitment. The quantitative result also supported this issue as 68.6% of 

principals are not qualified in educational leadership and management. 

Lack of school autonomy is another emerged sub - theme of internal environment. School 

autonomy is the authority of school communities to develop student learning outcomes by means 

of an official governance structure which permits local decision-making in the provision of human 

and physical resources, curriculum application and teamwork with other schools. Supervisors 

(Informants SS2 and 3) confirmed that principals did not have administrative autonomy, 

particularly financial autonomy, to influence the commitment of teachers, though the decentralized 

education system gives more power to schools and principals in the policy document. But, in 

practice, principals have limited power to influence others.  
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  Supporting this, one of the key informants (SS7) highlighted that the formal power granted 

for school principals is limited, and it does not allow them to influence the teachers‘ roles 

effectively and efficiently. Informant SS9 further described that Woredas‘ authorities are more 

powerful than school principals. Although school principals decide at school level, most big 

decisions are made at the Zonal and Woreda level. The principal‘s role is simply to translate the 

decisions made at Zonal and Woreda level into effect. This reduces school principals‘ influence in 

the school. As a result, school principals‘ power becomes weak. This leads to fewer acceptances 

and disrespect by teachers. On the other hand, one of the supervisors (SS8) also explicitly states 

that school autonomy has greater impact on teachers‘ commitment, school climate, and teachers‘ 

job satisfaction. 

Another emerged sub-theme is lack of fringe benefits in school. Any benefits that teachers 

receive have additional advantages from their school or government. There are a lot of benefits 

that schools can provide for their teachers. These can be expressed in terms of monetary and non-

monetary forms. Monetary benefits include salary, bonus, house allowance, additional payment 

and the like. Non-monetary benefits also include recognition, reward, praise, training opportunity 

and the like. The sub-sub emerged themes that contribute to lack of benefits are low salary, 

housing problem, absence of bonus, lack of transportation allowance and absence of training 

opportunity. In connection to this, one of the key informants (PS4) explained that teachers do not 

have any additional benefits in school other than their salary. 

In addition, the Zone education heads (HS2 and 3) stressed that teachers‘ salary is not 

adequate enough to fulfill their basic needs. Informant SS9 further describes that there is no 

housing allowance and recognition for teachers and principals in school. Almost all the key 

informants agree with this idea. Principals (PS 6, 9, 11, and 13) and supervisors (SS2, 4, 8, and 12) 

further marked that lack of transportation allowance, and absence of bonus and praise for teachers 
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is identified as problems related to benefits. Informant PS14 also expresses that teachers often do 

not get training opportunity. 

Another emerged sub-theme is principals‘ and teachers‘ attitude. The specific-sub emerged 

themes on teachers‘ attitude indicate that inadequate teachers‘ training, poor remuneration, low 

teachers‘ commitment, and lack of teachers‘ involvement in school decision making are factors 

which confront the principal power source and leadership styles and their commitment level. In 

relation to this, informant PS5 reveals that most teachers are not well-trained in the objectives of 

schools so they create problems for principals. From the perspectives of informant SS8, low 

commitment of teachers in the implementation of the school objectives is a great challenge for 

principals. Informants SS2 and 3 indicate that the involvement of teachers in school planning and 

budgeting is low. Informant SS1 also assured that the participation of teachers‘ in school decision 

making is insignificant or teachers involved rarely in school decision-making. In addition, 

informant PS7 assured that poor remuneration is a big challenge of school principals. 

Another emerged a sub - theme that challenges school principals‘ leadership style and 

power source is principals‘ attitude. The emerged specific-sub themes that clarified this are weak 

principals‘ support, less engagement of principals in instructional process, inadequate capacity of 

principals, and principals‘ educational background. Regarding weak support of principals, most 

supervisors and teachers highlighted that principals‘ instructional and administrative support for 

teachers were found to be low. Informant SS3 reveals that principals often neglect teachers and 

failed to supervise teachers‘ classroom practice. From the perspectives of informants (TS 2, 3, and 

5), principals often demonstrate less interest in teachers‘ support. They are busy with other non-

academic issues. One of the supervisors (informant SS7) views that principals rarely visit teachers 

in the classroom and provide them little support in the classroom twice per year. This seems 
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inadequate to understand whether the teaching learning process is going well or not. As a result, 

the attitude of some principals towards teachers was found not positive. 

Another emerged a sub - theme that is related to principals‘ attitude is principals‘ 

leadership capacity. Leadership capacity is the knowledge, skills, and attitudes associated with the 

ability to engage in leadership (Day, Harrison, & Halpin, 2009). One the Zone education heads 

(HS3) clearly underscore that principals‘ leadership capacity is not satisfactory. Accordingly, they 

show less leadership knowledge and skills in their respective schools. Another informant HS4 has 

assured that most principals lacked the leadership competency and they are less competent in 

managing schools. Through informal discussion with teachers, most teachers (TS3, and 4), 

confirmed that principals lacked the leadership quality. Most principals are not qualified as they 

did not take adequate leadership training. Their educational background is not related to school 

administration and leadership. 

Apart from this, in the interview, most informants reported that school principals did not 

involve stakeholders in schools‘ decision making, planning, monitoring, budgeting, instructional 

process and evaluation at the expected level. They were not working in a team spirit. This created 

problems with the teachers' understanding of the school vision and mission and working towards 

the realization of the school vision. The failure by the stakeholders, including teachers, to buy such 

schools‘ plans means poor implementation of the schools‘ programs and hence poor performance.  

Overall, the external environment (particularly the political and social factors) and internal 

factors (school autonomy, principals and teachers‘ attitudes, school resources (inputs), principal 

capacity and fringe benefits) affect principals‘ leadership style and power source. School principal 

power source and leadership style in turn have great influence on teacher commitment. Although 

school principals show an essential role in enhancing teacher commitment and school 

performance, they work under dynamic conditions to deal with multifaceted transformational 
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issues. They have faced severe challenges from the higher officials and the environment. Such 

hindrances challenge principals to fully exercise their sources of power and instructional 

leadership roles in schools successfully.  

4.4. Discussion 

The major objective of this study was to examine the perceptions of teachers, school 

principals, supervisors and Zone education heads regarding power source, leadership style and 

teacher commitment in secondary schools of SNNPR.   In this section, an attempt was made to 

interpret and draw meaning from the major findings of the study in light of the research questions 

and the existing body of literature. Both quantitative and qualitative data are discussed in this 

section.  

Specifically, this section is devoted to the discussion of  ten major findings of this study, 

including descriptive statistics of the dominant principal power source, leadership style and  

teacher commitment; link among principals‘ power source, leadership style and teacher 

commitment; link among principals‘ power source dimensions, leadership style dimensions and 

teacher commitment dimensions; relationship among principal position power, personal power and 

leadership style; association between principal leadership style dimensions and power source; link 

between demographic variables (age and experience of principals) and teacher commitment; 

regression analysis among principal power source, leadership style and teacher commitment; mean 

score comparison between teachers and principals‘ perceptions towards power source, leadership 

style and teacher commitment;  mean score comparison between demographic variables of 

principals‘ power source, leadership style and TC; challenges related to principal power source, 

leadership style and teacher commitment. The discussion begins with the descriptive statistics of 

power source, leadership style and teacher commitment. 
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4.4.1. Descriptive statistics of power source, leadership style and teachers’ commitment  

As identified by the respondents, school principals use various power sources and 

leadership styles to influence teacher commitment in secondary schools of SNNPR. In the 

following sections the descriptive statistics of power source, leadership style and teacher 

commitment are presented. 

4.4.1.1. Descriptive statistics of power source: The descriptive statistics indicate that 

information power was found to be the dominant power source in secondary schools of SNNPR. In 

supporting this, Brinia and Papantoniou (2016) indicated that principals frequently exercise the 

power of information in Greece high school. In addition, Goncalves (2013) also found that power 

of information is the predominant type of power leaders exercise.  Theoretically, the finding also 

relates to Mintezberg‘s managerial roles. According to Mintezberg (1989), principals play the 

informational role, i.e., processing information, regularly seeks out information related to the 

school, looking for relevant changes in the environment and disseminate information for teachers 

and others, including conveying information about their school and its goals to the people outside 

it. As the literature further indicates that informational power is useful for a principal when the 

information he/ she possesses is needed or wanted by the teachers (Petress, 2003). It is derived 

from information that a principal possesses to strategically influence the behavior and attitudes of 

teachers (Goncalves, 2013). In general, principals often receive and communicate information to 

their teachers because information can be, and often is, used as a weapon in a school decision 

making process as well as give power to principals to influence teachers. 

In addition, principals spend much of their time in communication with teachers, students, 

board members, PTA, Woreda education office and other key stakeholders. Therefore, a principal 

who has adequate information can influence the behaviors and actions of their teachers well. 

Regarding to personal and position powers, the mean score of position power was found 

higher than personal power. This implies that position power is often exercised by school 
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principals in secondary schools of SNNPR. The result of the present study is consistent with 

previous studies and theoretical literature. For instance, Asheber (2016) and Mengistu (2015) study 

found that position power is the most frequently exercised power sources in Ethiopian public 

universities and secondary schools respectively. However, in today‘s sophisticated organizations, 

using positional power as a mere source of influencing behavior to make organizations more 

competitive, responsive, and responsible is out of fashion (Michelson, 2010). Therefore, using a 

combination of both position power (legitimate, reward, coercive) and personal power (expert and 

referent) is more effective to address the diverse needs of teachers and enhance their commitment.  

Above all, understanding teachers‘ interests, needs and aspiration is essential for school 

principals for better achievement of organizational goals. Therefore, principals have to reward, 

motivate, communicate, encourage, listen to teachers attentively, give immediate solution to 

teachers‘ questions and work collaboratively with them in a team spirit for the common goal of the 

organization as well as for enhancing teachers‘ commitment. Sayed (2013) also supported the 

above idea that the principals of 21
st
 century schools are required to encourage, motivate and 

energize the teachers and learners towards the creation of effective teaching and learning 

environments leading to continuous improvements in school and learner performances. 

Consistent to quantitative results, the qualitative results confirmed that school principals 

use legitimate power in secondary schools of SNNPR. However, the quantitative result showed 

that information power was found the dominant power source in secondary schools of SNNPR. 

The qualitative finding is in contrast with the quantitative result. Although both information and 

legitimate powers are position power and highly related, they have a slight difference in their 

function. Legitimate power is attached in the perception that the principal has the right to prescribe 

behavior for the teacher. The power that the teacher yields to the principal is not necessarily rooted 

in the relationship, but in the title or position that the principal holds. Information power on the 

other hand, occurs when the teachers perceive the principal has adequate information than 
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teachers. This type of power involves both the access to vital information and control over its 

distribution to others (Yukl, 2013). Managerial positions often provide opportunities to obtain 

information that is not directly available to teachers or peers. In the present study, teachers 

perceive that principals use information power most of the time, whereas in the interview school 

principals reported that they often use legitimate power. This implies that teachers‘ perceptions 

and principals‘ perceptions regarding principals power use is quite different. 

Descriptive statistics of leadership style: The results on leadership styles indicated that the 

mean score of transactional leadership style (TALS) was the highest mean score in secondary 

schools of SNNPR followed by laissez-faire (LF) and transformational leadership style (TFLS). 

This implies that most of the teachers perceived that transactional leadership style was 

predominantly exercised in the secondary schools of SNNPR. Kedida (2019) found similar 

finding, school principals predominantly exhibited the transactional leadership style. In contrast, 

Million (2016), Feleke (2014), Temesegn (2011) and Chirchir and Ngeno (2014) found that 

teachers perceived their principals to practice transformational leadership more than transactional 

leadership approaches. In fact, it is apparent that transformational leadership style creates 

significant change in both teachers and the organization and also motivates teachers and inspires 

them to transcend their personal interests in favor of the organization (Bass & Avolio, 1997).  Yukl 

(2013) further described that transformational leadership style is a process of changing and 

transforming employees by increasing motivation, building commitment, inspiring change and 

empowering them to attain group goals. Thus, these behaviors were not mainly exhibited in 

secondary schools of SNNPR. In summary, an effective use of leadership styles (transformation 

and transactional leadership style) is related to positive outcomes of teachers‘ commitment, 

including improved teachers‘ attitudes; decreased turnover and increased performance. Overall, 

using both transactional and transformational leadership style is important for organizational 

success and teachers‘ commitment.  
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Likewise, the school principals, supervisors and Zone education heads in the interview also 

confirmed that school principals often exhibit transactional leadership style in their schools. They 

often rely on setting rules and regulations, punishment and reward in order to lead their schools 

(Bass & Avolio, 2004). Teachers are awarded with praise or promotions when they achieve tasks 

assigned to them.  Principals, therefore, have to employ various strategies, including providing 

incentives, in order to attract less motivated teachers to the process of education. The core of 

transactional leadership style lies in the notion that the principal, who holds power and control his 

or her teachers, provides incentives for teachers to do what the principal wants particularly, non-

monetary rewards.  

Overall, transactional, or managerial, leader sets the criteria for their teachers, according to 

formerly defined requirements; work best with teachers who distinguish their jobs and are inspired 

by the reward-punishment system. It also emphasizes on results, adapts to the current structure of a 

school and assesses achievement consistent with the organization‘s system of rewards and 

punishments. Besides, transactional leadership style is a telling leadership style which emphasize 

on the tasks of the principal.  Transactional principals have official authority and ranks of 

responsibility in a school. The status quo of a school is maintained through transactional 

leadership. Besides, it applies in multinational organization; it is simple to learn and does not 

require extensive training.  

In contrast, it was found that principals did not exhibit transformational leadership style. 

They did not motivate, encourage, support, inspire and listen to teachers. Although transactional 

leadership style and laissez-faire leadership style fulfilled the ideal level of the validation, school 

principals did not demonstrate the ideal levels of transformational leadership style (TFLS) in 

secondary schools of SNNPR, mean score set by Bass and Avolio (1997). The mean score for the 

ideal level of transformational leadership style is 3 and above, but the actual mean score of 

transformational leadership style obtained in the present study is below 3.  
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Moreover, in the interview, school principals, supervisors and the Head of Zone education 

department were asked about the leadership style of school principals. The qualitative results 

confirmed that school principals use transactional leadership style in secondary schools of 

SNNPR. This result is consistent with the quantitative result obtained in the study. However, 

principals did not show the transformational leaders‘ qualities. They rely more on rules and 

regulations, reward and punishment rather than motivating, encouraging, and supporting teachers. 

 Descriptive statistics of teachers’ commitment: The descriptive result of teacher 

commitment showed that affective commitment was found the highest among the three teacher 

commitment dimensions in secondary schools of SNNPR. This indicates that most of the teachers 

perceived that affective commitment (AC) was mainly practiced by teachers in the secondary 

schools of SNNPR. In supporting this, Million‘s (2016) and Temesgen‘s (2011) findings indicated 

that affective commitment had the highest mean score. However, it contradicts with Al-Daibat 

(2017) study finding that the highest mean score was continuance commitment (CC). Meyer and 

Allen (1997) also pointed out that teachers had a relatively high emotional attachment to, 

involvement in and identification with secondary schools and their goals. However, in the present 

study, it was found that teachers did not show high levels of continuance and normative 

commitment (moral obligation) to continue working in secondary schools of SNNPR. These moral 

obligations arise through the process of socialization within the society and the organization.  

Although Allen and Meyer (1991) did not provide guidance about average, required, ideal, or 

expected mean value for affective, continuance, and normative commitment, other researchers 

proposed the pattern from highest to lowest- affective, normative and continuance (Hunt & 

Morgan, 1994; Meyer et al., 2004) respectively. The results of the present study reflect that the 

pattern of mean scores is partially consistent with affective commitment only.  

According to Allen and Meyer (1991) (cited in Al-Daibat, 2017), affective commitment 

(AC) refers to the teacher‘s strong desire to continue working in the school because the work is 
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consistent with what s/he wants to do. It also means that the teachers desire to remain at their job 

because they are emotionally attached to the organization. The majority of the teachers exhibited 

these behaviors in secondary schools of SNNPR. In general, teachers with high levels of affective 

commitment stay working in the school for the reason that they want to stay in their school. Thus, 

strong affective commitment means teachers are eager to stay in the school (Allen & Meyer, 

1991). If teachers exert low commitment in their school, it is likely for them to leave the school. 

Mahdi, Mohd and Almsafir (2014) demonstrate that due to low commitment, teachers tend to leave 

for slightly better pay than staying in their organizations. Nijhof, Jong and Beukhof (1998), further 

pointed out that the success of an organization does not only rely on how human capital and 

competencies are being utilized but also on how it motivates commitment to the organization. 

Teachers with a sense of commitment are less probable to involve in undesirable behavior and 

more interested to admit change (Iverson & Buttigieg, 1999). Aghdasi, Kiamanesh and Ebrahim 

(2011), further elaborated that teachers with strong attachment to their organization will feel 

unified with it and become happy from being a member of the organization. 

However, the qualitative result was contradictory with the quantitative findings in some 

variables. The qualitative result indicated that some teachers did not show affective commitment in 

their secondary schools of SNNPR. They are highly eager to leave their school and did not want to 

stay in their school due to low salary, poor working conditions and lack of other fringe benefits. As 

the key informants indicated teachers‘ salary is not comparable with their workload. There is a 

high burden on the teachers and are highly overloaded with different activities in the school. In 

general, bottom ranking salary, poor salary progression, low social status towards teaching 

profession, and students‘ misbehavior in schools were found the major factors that are not only 

encouraging teachers to leave their profession, but also driving the low attractiveness of the 

teaching occupation. Dereje (2014) and Mengistu (2015) studies also assured this fact in that the 

major factors that contribute to teaching staff turnover are inadequate salary and non-monetary 
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benefits, poor working conditions, students‘ disciplinary problems and inefficient school 

management. Eurydice (2012) also stressed that salary levels, complemented by the reward of 

likely extra allowances, and better working conditions maybe two of the key incentives that certify 

high inspiration of teachers and make the teaching profession more attractive.  

Other factors that contribute to teachers‘ turnover including, continuous loss of qualified 

and experienced teachers, deteriorate students‘ academic performance, overburdening of the 

remaining teachers, disturbance of the school program and disruption of instructional activities due 

to shortages of teaching force. In relation to this, many studies have noted that number of teachers 

that leave their profession is increasing globally. According to Stocking et al, (2003), large 

numbers of teachers leave only a few years after commencing professional practice. Attrition rates 

vary between countries and periods, but are disturbingly high. In Ethiopia, the attrition rates 

reached 6% at the national level (ESC, 2016, MoE, 2015).  

Likewise, attracting and retaining competent and dedicated teachers were also seen as a 

problem in the study area. Understanding and determining the commitment of teachers in schools 

is therefore mainly imperative, as it is acknowledged that teachers who experience prolonged job 

stress be inclined to have fragile interactions with the students (Knox & Anfara, 2013). These 

problems may be the result of lack of utilization of the appropriate power source and leadership 

styles, absence of teachers‘ encouragement, lack of teachers‘ interest to teach and teachers‘ 

performance problems and job dissatisfaction.  

Regarding the teacher commitment level, teachers demonstrated less commitment in their 

work, particularly they exhibit low levels of continuance and normative commitment as reported 

by principals and supervisors. One of the reasons for lack of strong commitment of teachers could 

be the attractiveness of the teaching profession. The data shows that the government had some 

problems in terms of attracting competent applicants to the teaching profession. Other factors also 
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contribute to low attractiveness of the teaching profession, including low salaries, poor working 

conditions, recruiting methods of teachers, career structure, absence of fringe benefits, the 

employment status of teachers, selection criteria and continuous professional development (Carlo 

et al., 2013). 

Apart from this, there are also other reasons mentioned in the interview for low teacher 

commitment and school principals. The secondary school supervisors in the interview also 

demonstrated that many school principals do not motivate, communicate, listen and support 

teachers. They are too busy in political meetings outside the school and do not have adequate time 

to discuss with teachers and solve their problems.  

During the discussion with the teachers, they also revealed that one of the reasons for low 

teacher commitment is the inability of the school principals to lead the school properly. Most 

principals highly rely on rules and regulation, punishment and reward. For that reason, they lacked 

the transformational leader qualities. Lack of continuous follow-up and physical absence of school 

principals from the school also contributed to teacher dissatisfaction. In general, teachers are 

working under greater pressure without getting adequate support and motivation. Survey evidence 

has also noted that five main factors influencing teacher commitment are local community, 

teachers‘ personality, working conditions, school principal leadership, and local government 

policies (Werang, Betaubun & Pure, 2015). These factors are consistent with the present findings. 

Meyer and Allen (1991) also pointed out that committed teachers are more likely to remain 

in their schools. The theoretical literature on leadership further elaborated that teachers with high 

levels of commitment demonstrate an active role in contributing to the goals and the overall 

welfare of the organization (Jaworski & Young, 1992; Mowday et al., 1979). Moreover, teachers 

who are highly committed are more likely to engage in actions that support the school, rather than 

acting in pursuit of their pure self-interest (Chong & Eggleton, 2007). Similarly, empirical findings 
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in the behavioral studies provide evidence on the impact goes far beyond the favorable effects on 

school excellence and indicates that even society as a whole can benefit from increased teachers‘ 

commitment (Mathieu & Zajac, 1990).  

In general, it was found that teachers did not demonstrate the highest level of continuance 

and normative commitment in their secondary schools as most teachers have affective 

commitment. This has a direct impact on students‘ achievement, school performance and quality 

education. It seems difficult to achieve the goals and performance of the school without greater 

teacher commitment and their active participation. The role of the principal is significant in this 

regard in understanding the needs, interests, and beliefs of the teachers. According to Hallinger and 

Heck (2010), failure to manage teachers‘ commitment results in giant problems to school 

administrations. This absence of commitment symptoms has brought about damaging behaviors 

among teachers such as substantial anger and imposing abuse on students, physically and mentally; 

for example, hitting, kicking, reprimand using punitive words. This issue should not be overlooked 

and it is the principal‘s obligation to lead the teachers in the right way and inspire them so that 

they become better teachers who contribute towards the achievement of the school objectives. The 

statistical analysis of the previous studies also showed that principals‘ leadership style has a 

substantial relationship with teachers‘ commitment (Singh, Dan Billingsley, 1998; Geijsel et al., 

2003; Ross & Gray, 2006).  

Stum (2001) also suggested that teacher commitment reflects the quality of the leadership 

in the organization.  Overall, teachers‘ commitment to school, students, teaching and the 

profession are significant in educational settings and are indispensable to achieve school 

objectives, improve teachers‘ professionalism and pursue changes in teachers‘ practice. 

In summary, the level of mutual commitment among teachers of a school is dependent on 

the leadership skills of its principals (DeRue et al., 2011; Dale & Fox, 2008) and the various power 
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sources that the school principals use. If the principal applies more coercive and legitimate power, 

the teachers‘ interest and commitment towards teaching their students declines. This again leads to 

poor performance of the students and ultimately affects the quality of education. Therefore, school 

principals‘ need to influence, guide, motivate, and inspire teachers so as to increase their 

commitment and ultimately, students‘ achievement,  as Bass (2008) pointed out that participative 

decision making as well as an emphasis on friendly, trusting, and respectful relationships are all 

essential for teachers to achieve the desired outcomes of their school. 

4.4.2. The correlation between power source, leadership style and teachers’ commitment:  

The statistical analysis showed that teacher‘s commitment was moderately and positively 

related to leadership style and the power source of principals. This implies that teachers emotional 

attachment, moral obligation and interest to stay in an organization (Meyer & Allen, 1997) is 

positively related to the principal‘s ability to persuade, reward, motivate, inspire, coach, team spirit 

and bring change in attitudes, behavior, or belief of teachers (Raven, 2008). In supporting this, 

Pierro, Raven, Amato, and Bélanger (2013) indicated that one of the sub-scale of teachers‘ 

commitment, i.e., affective commitment is positively related to soft (expert, referent and 

information) power source and leadership style jointly.  

Most importantly, in the present study, the statistical analysis revealed that a moderate 

positive relationship was obtained between leadership styles and teacher commitment.  Several 

studies found a positive relationship between the two variables (Awan & Mahmood, 2009; Lo et 

al., 2010; Lok & Crawford, 2004; Ponnu & Tennakoon, 2009). Mathias and Krishnan (2015) 

study, for instance, indicate that leadership styles have been found to influence followers‘ affective 

and normative commitment. This implies that  principals  motivation, friendly relationship, 

addressing higher-level needs, empowering teachers and transcending self-interest for the good of 

the team or organization are related to teachers‘ emotional attachment, moral obligation, and 

staying in the organization (Bass & Avolio, 1993; Northouse, 2016).  



180 
 

Moreover, the statistical analysis of the present study showed that the power sources had a 

moderate positive and significant relationship with teacher commitment. In supporting this, 

Teimouri et al. (2015) revealed that a positive and significant relationship was obtained between 

affective commitment and power source. In general, principals need to use both power source and 

leadership style properly to increase the emotional attachment, moral obligation, and continuity of 

teachers in their school. 

4.4.3. The correlation between Power Sources Dimensions, Leadership Styles Dimensions and 

Teachers’ Commitment Dimensions:  

Pearson correlation coefficient was employed to test the hypothesis that power source 

dimensions (expert, reward, referent, coercive, legitimate and information power) and dimensions 

of leadership style (transformational, transactional and laissez-faire leadership style) significantly 

relate to teacher commitment dimensions. Accordingly, the statistical analysis showed that there 

was a positive and a moderate correlation between affective commitment and reward, referent 

power and information commitment. However, a weak and a positive correlation was found 

between affective commitment and expert, coercive and legitimate powers. In supporting this, 

Teimouri, Izadpanah,  Akbariani,  Jenab, Khoury, and Moslehpour (2015) found that there was a 

positive and significant relationship between affective commitment and the five power sources ( 

expert, legitimate, referent, reward and coercive powers). In addition, Korir and Kipkebut (2016) 

indicated that there was a moderate significant positive relationship between rewards power and 

affective commitment. 

 Furthermore, the statistical analysis also revealed that there was a weak and positive 

correlation between teachers‘ normative commitment and principals‘ reward, referent, coercive 

and legitimate power. In favor of this, Korir and Kipkebut (2016) indicate that there was a weak 

significant positive relationship between rewards and normative commitment. In contrast, Zhao et 

al., (2008) study indicate that expert, referent and reward powers are important in improving 
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teachers‘ normative commitment. However, in the present study, no correlation was found 

between normative commitment and principals‘ information power.  

Moreover, it was found that there was a weak and positive correlation between teachers‘ 

continuance commitment and principals‘ expert, reward, referent, coercive, legitimate and 

information powers. In supporting this, Zhao et al, (2008) discovered that reward and coercive 

powers enhance continuance commitment.  In general, teachers‘ demonstrate a low level of 

normative and continuance commitment.  

Overall, teachers‘ commitment was correlated positively and moderately with expert, 

reward and legitimate power. This depicts that teacher‘s psychological ties, moral obligation and 

staying in their school are related to principals‘ expertise, knowledge, reward and compliance to 

rules and regulations (Meyer & Allen, 1991; Yukl, 2013). On the other hand, a weak and positive 

relationship was found between teachers‘ commitment and referent, coercive, and information 

powers. In supporting this, Rahim, and Afza, (1993) indicate that expert and referent power were 

positively related to teacher commitment.  Rahim and Psenicka (1996), Yukl, Kim, and Falbe 

(1996), also found that referent power correlated significantly with teacher commitment. In 

general, principals‘ problem solving skills, expertise, knowledge, charisma and reward is related to 

teachers‘ psychological ties, moral obligation and continuity in their school. 

Moreover, the statistical analysis showed that teacher commitment dimensions (affective, 

continuance and normative commitments) were positively and significantly related to dimensions 

of leadership style (transformational, transactional and laissez-faire leadership styles). The Pearson 

correlation coefficient showed that there was a positive and moderate correlation between affective 

commitment and leadership style, transformational, transactional and laissez-faire leadership 

styles. In supporting this, Million (2016) found similar finding that there was a significant and 

moderate relationship between transformational and transactional leadership style and affective, 
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continuance and normative commitments. However, a weak and negative correlation was obtained 

between laissez-faire leadership style and affective, continuance and normative commitment. In 

contradicting this, Temesgen‘s (2011) study showed that transactional leadership style has no 

statistically significant correlation with affective and continuance commitment. 

 Furthermore, the statistical analysis also revealed that there was a moderate and positive 

correlation between two dimensions of teachers‘ commitment, namely the normative and 

continuance commitment and principals‘ leadership style, transformational and transactional 

leadership style. Consistent this, Chirchir and Ngeno (2014) study found a positive correlation 

between transformational and normative commitment of teachers. However, in the present study, it 

was found that there was a weak and positive correlation between principals‘ laissez-faire 

leadership style and normative and continuance commitment. In supporting this, Million‘s (2016) 

study found a positive relationship between laissez-faire leadership style and teachers‘ normative 

and continuance commitment. On the contrary, Temesgen (2011) study found that a laissez-faire 

leadership style has a significant negative association with affective commitment of teachers, but 

has no relationship with both continuance and normative commitment. Therefore, leadership styles 

that ignore problems, display indifference, and overlook achievements are positively related to 

teacher commitment in secondary schools of SNNPR.  

Overall, teachers‘ commitment was correlated positively and moderately with leadership 

style, transformational, transactional and laissez-faire leadership styles. This depicts that teachers‘ 

psychological ties, moral obligation and staying in their school are related positively and 

moderately to principals‘ support, motivation, individual interest, correcting mistakes, 

encouragement, trust, enforcing laws and setting standards. In supporting this, Cemaloğlu, Sezgin 

and Kılınç (2012) study found that there were significant relationships between transformational 

and transactional leadership styles of principals and teacher commitment. Similarly, Bučiūnienė 
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and Škudienė (2008) found a positive correlation between transformational leadership style and the 

two sub-scales of teachers‘ commitment, affective and normative commitment of teachers. 

Likewise, the statistical analysis confirmed that transactional leadership style had a moderate 

positive correlation with teacher commitment. In supporting this, Bycio et al., (1995), Lo et al., 

(2009), Lo et al., (2010) and Million (2016)  found that transactional leadership style correlates 

positively with three dimensions of teacher commitment (affective, continuance and normative 

commitments). In general, the positive relationship between transactional leadership and teacher 

commitment suggests that leadership styles involving rewards, emphasizing the problems, and 

positive reinforcement are related to teachers‘ emotional attachment, moral obligation, and how 

they feel about their school (Bass & Avolio, 1993). 

4.4.4. The correlation between position power, personal power and leadership style:  

Pearson correlation coefficient was employed to test the hypothesis that personal and 

position power significantly and moderately relate to leadership style. The statistical analysis 

showed that leadership style was positively and significantly related to personal power and 

position power. Since the magnitude of the two correlation coefficients was found moderate for 

both personal and positional power respectively. The regression result also reveals that the two 

effects independently (personal and positional power) explained 50.1% and 43.9% of the total 

variance in leadership style scores, respectively. This indicates that personal power and position 

power are positively and significantly related to leadership style. In supporting this, Ojo, Ree, and 

Carretta (2016) indicate that the correlation between position power (Coercive, Reward, and 

Legitimate) and personal power (Expert, Referent) showed their highest values with the 

transformational leadership style and unexpectedly, one transactional leadership style scale, 

named, contingent reward (CR). The other transactional leadership style scale, management by 

exception active (MEA) showed stronger correlations with personal power (expert and referent 

power). Ojo (2015) finding further shows that there was a positive correlation between 
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transformational leadership style and personal power (expert and referent power) and one position 

power subscale, reward power. Moreover, the present study is also consistent with Sereshkeh, 

Nourbakhsh and Hematinejad (2012) study. They found that there was a significant relationship 

between leadership styles of managers with power sources (personal and positional power). 

Previous results also showed that there was a positive correlation between transactional leadership 

style and one personal power subscale, expert power.  

4.4.5. Pearson Correlations between Leadership style Dimensions (transformational, 

transactional and laissez-faire) and Power Source: 

 Pearson correlation coefficient was computed to test the hypothesis that leadership style 

dimensions (transformational, transactional, and laissez-faire leadership styles) are significantly 

related to the power source. The statistical analysis indicated that power source was positively and 

significantly related to transformational, transactional and laissez-faire leadership style. Since the 

magnitude of the three correlation coefficients is moderate.  Ojo (2015) results show that there is a 

positive correlation between transformational leadership style and power source three sub-scales, 

namely, expert, referent and reward power. Mordedzi (2015) study further supported that moderate 

to high levels of correlations was found between the dimensions of power source and leadership 

styles (transformational, transactional and laissez-faire leadership styles).  

4.4.6. Pearson Correlations between Leadership style Dimensions (TFLS, TALS and LF) and 

Power Source Dimensions (expert, reward, referent, coercive, legitimate and information powers): 

Transformational leadership style was positively and moderately related to expert, reward, 

referent, legitimate, information and coercive powers. In supporting this, Ojo (2015) study showed 

a positive correlation was found between transactional leadership style and expert, referent and 

reward powers. Conversely, a negative correlation was obtained between laissez-faire leadership 

and expert power. Moreover, Brinia and Papantoniou (2016) also found that there is a strong 

positive link between the transformational leadership style and the tendency to exercise the power 

of information. 
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Similarly, in the present study, it was found that transactional leadership style was 

positively and moderately related to expert, reward, referent, legitimate, information and coercive 

powers. In addition, laissez-faire leadership style was positively and moderately related to expert, 

reward, referent, legitimate and information powers. However, a positive and a weak correlation 

were found between laissez-faire leadership style and coercive power. Overall, transformational, 

transactional and laissez-faire leadership styles are significantly and moderately related to the 

power source dimensions (expert, referent, reward, coercive, legitimate and information powers). 

4.4.7. The correlation between demographic variables (experience, age), and principal power 

source, leadership style and teachers’ commitment:  

Regarding the correlation between age and principals power source, leadership style and 

teacher commitment, the statistical analysis indicated that age of school principals was negatively 

correlated with power source and leadership style. This depicts that age affected negatively the 

principal power source, leadership style.  On the other hand, the statistical analysis revealed that 

there was no correlation between age of the principals and teacher commitment. This shows that 

the age of principals does not affect teacher commitment in secondary schools of SNNPR. This 

might occur because the age variations among principals are smaller. In contradicting to this, Al-

Ajmi (2006), Cho and MorBard (2008), Chughtai and Zafar (2006), Garipağaoğlu (2013), Iqbal et 

al., (2011), Joiner and Bakalis (2006), Kacmar et al. (1999), Rowden (2000), Stevens et al. (1978) 

indicate that when age increases, teacher commitment also increases. By the same token, older 

teachers are committed than younger teachers (Hanlon, 1983). In contrary, Gerald (2011) revealed 

that younger teachers were found to be more committed than older ones. Overall, mixed results 

were found between age and teacher commitment in several studies. 

Furthermore, the statistical analysis revealed that that managerial experience of principals 

was not correlated with leadership style, power source and teacher commitment. This indicates that 

school principals‘ experience is not a significant determinant of leadership styles, power sources 
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and teacher commitment. That means, school principals administrative experience did not have 

any significant relationship between the experienced and less experienced ones pertaining to 

leadership style, power source and teacher commitment. In contradicting to this, Iqbal et al., 

(2016), Iqbal et al., (2011), Meyer et al., (2002), and Salami, (2008) found that job experience is 

positively correlated with teacher commitment. This implies that if a teacher stays in the 

organization for long time, the responsibility will become higher. That means years spent in an 

organization can be taken as an investment of teachers in their respective organization. In 

contradicting this, Walumbwa et al. (2005) results showed that principals‘ experience and teacher 

commitment are linked negatively. A study by Cengiz, Turgut and Kabakç (2014) further 

described those teachers who are older and have higher work experience have less commitment 

level than young teachers. Therefore, several studies found mixed results. 

4.4.8. Regression Analysis between power source, leadership style and teachers’ commitment:  

The simple linear regression result also indicates that leadership style was contributed to 

predict teacher commitment positively and significantly. This implies that leadership style is 

affecting teacher commitment in a positive way. It is also indicated that the change in leadership 

style by one unit can increase teacher commitment by 0.516 keeping other things constant. In 

supporting this, Milllion (2016) and Njoroge (2015) found that transformational leadership style 

was a statistically significant predictor of teacher commitment. Similarly, Mahmood (2015) study 

also found that both transformational and transactional leadership style are affecting the teacher 

commitment in a positive way.  

Likewise, in the present study, the simple linear regression result indicates that power 

source is also contributed to predict teacher commitment positively and significantly. This shows 

that one unit change in power source can increase teacher commitment by 0.415 keeping other 

things constant.  In supporting this, Teimouri et al., (2015) indicates that one of the sub-scales of 

power source, i.e., reward power had the highest effect on teachers' affective commitment and 
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coercive power had the lowest effect on affective commitment. In general, it was found that both 

leadership style and power source significantly contributed to predict teacher commitment 

independently. 

On the other hand, the hierarchical multiple regression result indicates that although power 

source and leadership style together accounted for 26.7% of the variance in teacher commitment, 

leadership style was only statistically more significant than the power source. Accordingly, the 

results indicated that the relationship between power source and teacher commitment was no 

longer significant when controlling for leadership style. In contradicting to this, Pierro, Raven, 

Amato, and Bélanger‘s (2013) results indicate that the relationship between transformational 

leadership style and teacher commitment was no longer significant when controlling for soft power 

bases (expert, referent) and harsh power bases (coercive, reward, legitimate). 

4.4.9. Mean Score Comparison between teachers and principals perception of power source, 

leadership style and teachers’ commitment:  

The independent t-test results also revealed that the perception of raters‘ (teachers) and 

self-raters‘ (school principals) were not similar regarding leadership style, power source and 

teachers commitment. This indicates that there were not relatively more similarities in the 

perception of principals and teachers regarding leadership style, power source and teacher 

commitment. In supporting this, Devine (2008) indicated that significant differences exist between 

teachers‘ perceptions of the leadership styles of principals and teachers. Million (2016) also found 

that the perception of raters‘ (trainers) and self-raters‘ (leaders) were different in leadership styles, 

particularly in transformational and laissez-faire leadership style. Likewise, Feleke‘s (2014) t-test 

results also showed that leaders and subordinates have different perceptions on leadership styles in 

Defense University. This implies that principal power source, leadership style and teacher 

commitment were perceived differently by school principals and teachers. 
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4.4.10. Mean Score Comparison between demographic variables and school principal power 

source, leadership style and teachers’ commitment:  

The independent t-test results revealed that there was no significance difference between 

demographic variables and school principal power sources, leadership style and teacher 

commitment. This shows that power source, leadership style and teacher commitment of school 

principals do not depend on demographic variables. In supporting this, Mohammed, Othman and 

D'Silva (2012) revealed that there is no significant difference between social demographic factors 

(gender, race, marital status and educational level) and transformational leadership style. On the 

contrary, Al-Ababneh (2013) found that demographic factors including age, sex, and educational 

level, affect leadership styles of a leader. Additionally, Alapo (2018) study disclosed that 

demographic variables such as educational level, experience and economic background have a 

positive effect on principals‘ leadership style and view of power. In other words, economic 

background has given principals more confidence and power to be able to afford courses and 

trainings as well as to perform their leadership role without fear and to encourage subordinates to 

achieve economic independence. In addition, educational level has positive influence on 

principals‘ views of power because principals are able to impact the lives of many people who 

perceive them as a role model and aspire to get an education (Alapo, 2018). 

More specifically, demographic variables (gender, marital status, and educational level) 

had not significant difference on principal power source, leadership style and teacher commitment. 

Concerning gender, the present study indicates that there was no significant mean difference 

between gender and principals‘ power source, leadership style and teacher commitment. In 

contrast, Zaal (2017) showed that a significant difference was found between gender and 

leadership styles as well as teacher commitment. Further, Aydin et al. (2013), and Cho and 

MorBarak (2008) disclosed that males were more committed than females. On the contrary, some 

studies have indicated that the females‘ level of commitment is higher than males‘ levels of 
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commitment (Coladarci, as cited in Chan et al., 2008; Park, 2005). Borman and Dowling (2008) 

further found that females are more inclined to quit their teaching profession than males (Borman 

& Dowling, 2008).  Butucha (2013) study revealed that male teachers‘ perceptions of affective 

professional commitment were significantly higher than female teachers. There are some possible 

reasons for this including the females‘ preference of teaching as their profession, fewer number of 

female teachers, lack of collaboration and unfriendly environment. These might be the possible 

causes for females not to stay long in their teaching profession.  

In addition, it was found that gender has a relationship with the principal leadership style 

and power source. Previous studies indicate that men usually use transactional leadership style and 

position power, whereas females often use transformational leadership style and personal power. 

Hence, female principals are more supportive, friendly, sociable than male counterparts (Gross & 

Trask, 1976; Shakeshaft, 1989), so that they can understand the needs and interests of teachers.  

Again, this has an impact on teachers‘ commitment. So, encouraging females to come to the 

leadership position is important to increase teacher commitment and to the success of school goals. 

Moreover, with respect to gender and power source, the present study revealed that there 

was no significant mean difference between gender and school principal power source. However, 

Lee, Smith and Cioci (1993) have noted that while female teachers' sense empowered when 

working in schools lead by female principals, male teachers think themselves less powerful in 

those circumstances. The interaction between teachers' and principals' gender contributes to 

understanding the persistent underrepresentation of women in the high school principals‘ position. 

Moreover, in the interview, the key informants listed down the possible reasons for 

underrepresentation of females in leadership position. These include underestimation of females, 

fear on the part of females, and lack of female role models among others. In supporting this, 

Schmidt (1992) pointed out that circular phenomenon, in which the lack of female role models 
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contributes to fewer women applicants, discrimination, large number of males who enter the 

teaching field, and social norms for gender roles. These problems that are related to inequalities 

can be tackled by giving mentoring opportunities, promoting cooperation, and altering society's 

misunderstandings.  

The present result indicates that there was no a positive correlation between educational 

level and teacher commitment. In supporting this, Tadesse (2019) and Chughtai and Zafar (2006) 

revealed that there was not any significant relationship between educational background and 

teacher commitment. Furthermore, Baharudin (2004) and Robinson (2000), indicates that a 

principal‘s level of education does not influence his/her leadership practice and power source. In 

contrast, Chughtai and Zafar (2006) and Joiner and Bakalis (2006) found a negative correlation 

between teachers‘ commitment and educational level. They also showed that when the educational 

level increases, the opportunity to get external job alternatives also increases. Well educated 

teachers, mostly have a great amount of opportunity to change their jobs and, therefore, show a 

lower level of commitment (Chughati & Zafar, 2006; Joiner & Bakalis, 2006).  

Regarding teacher commitment and marital status, it was fond that there was no significant 

difference between teacher commitment and marital status. In supporting this, Ekinci and Yıldırım 

(2015) study showed that secondary teachers' commitment levels did not vary based on their 

marital status. In contrast, Joiner and Bakalis (2006) pointed out that married teachers are less 

committed than single teachers since married teachers have more family responsibility than single 

ones. Hence, the financial burden, job security, family responsibility and stability to support family 

increase the interest of married teachers to stay in the organization.  

In general, Cogaltaya (2015) and Karakus and Aslan study (2009) revealed that focus, 

types, and levels of teachers‘ commitment differ along with their personal characteristics such as 

marital status, gender, and tenure. From the perspective of gender, females are more normatively 
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and affectively committed to the teaching profession than males, while teachers‘ continuance 

commitment was low (Karakuş & Aslan, 2009). From age perspective, married teachers have high 

levels of continuance commitment for the school they work and teaching profession than those 

unmarried. Additionally, their continuance commitment levels to the school increase on account of 

increase in experience and perceptions of investments being made in schools.  

To sum up, the finding shows no significant relationship between demographic variables 

and teacher commitment, power source and leadership style of school principals. This implies that 

there is no significance difference between principal power source, leadership style, teacher 

commitment and demographic variables (i.e., between male and female; older and younger; single 

and married; experienced and less experienced). 

4.4.11. Challenges related to the power source, leadership style and teachers’ commitment: 

Both quantitative and qualitative data were obtained to analyze challenges related to 

principal power source, leadership style and teacher commitment in secondary schools of SNNPR. 

School principals face a lot of challenges while exercising their power source and leadership style. 

This in turn affects teacher commitment and their overall functions in the school. Lists of problems 

are identified as possible challenges that hinder school principals‘ power source, leadership style 

and teachers‘ commitment. Around 30 challenges related to the power source, leadership style and 

teacher commitment were listed in the quantitative data.  

To reduce the data, principal component analysis (PCA) was applied to identify which 

component or variable takes the largest portion. Accordingly, it was found that only six 

components with the reported eigenvalues above 1(3164.730) (i.e., political interference, lack of 

resources, absence of benefits, limited power, principals‘ capacity problems and lack of 

administrative freedom of school principals) explained the variability in principals‘ power source 

leadership style and teachers‘ commitment. The six components explained a total of 45.96% of the 
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variance. The remaining 24 components did not explain the challenges related to principal power 

source, leadership style and teacher commitment.  

Logistic regression was performed to predict overall teachers‘ commitment based on the 

challenges related to leadership style, power source and TC. The model contained six independent 

variables (political interference, lack of resources, limited power, lack benefits, principals‘ 

capacity problems and lack of autonomy). The full model containing all predictors was statistically 

significant, χ2 (29, N = 452) = 138.39, p < 0.001, indicating that the model was able to distinguish 

between respondents who reported and did not report teachers‘ overall commitment. The model as 

a whole explained between 26.4% (Cox and Snell R square) and 36.5% (Nagelkerke R squared) of 

the variance in teachers‘ overall commitment status, and correctly classified 75.9% of cases.  

The six independent variables made a unique statistically significant contribution to the 

model (political interference, lack of resources, limited power, lack benefits, principals‘ capacity 

problems and lack of autonomy). The strongest predictor of reporting the teachers‘ overall 

commitment was political interference, recording an odds ratio of 1.22. This indicated that 

respondents who had difficulty of political interference were over 1 times more likely to report the 

teachers‘ overall commitment than those who did not have difficulty in political interference, 

controlling for all other factors in the model. The odds ratio of 1.17 for lack of autonomy was 

greater than 1, indicating that for every additional lack of autonomy of respondents were 1.17 

times less likely to report having the teachers‘ overall commitment, controlling for other factors in 

the model. The odds ratio of 0.99 for lack of resources was less than 1, indicating that for every 

additional lack of resources of respondents were 0.99 times less likely to report having the 

teachers‘ overall commitment, controlling for other factors in the model. The odds ratio of 0.84 for 

limited power was less than 1, indicating that for every additional limited power of respondents 

were 0.84 times less likely to report having the teachers‘ overall commitment, controlling for other 

factors in the model. The odds ratio of 0.75 for lack of benefits was less than 1, indicating that for 
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every additional lack of benefits of respondents were 0.75 times less likely to report having the 

teachers‘ overall commitment, controlling for other factors in the model. The odds ratio of 0.66 for 

principals‘ capacity problems was less than 1, indicating that for every additional principals‘ 

capacity problem of  respondents were 0.66 times less likely to report having the teachers‘ overall 

commitment, controlling for other factors in the model. 

In addition to this, the interview was made with key informants. In the interview, the 

respondents were asked to identify the major challenges related to the power source, leadership 

style and teacher commitment. The qualitative data obtained from principals, supervisors and Zone 

education heads revealed that school principals in secondary schools of SNNPR have faced a lot of 

challenges that affect power source, leadership style and teacher commitment. Accordingly, two 

broad themes emerge from the qualitative data: the external and internal environments which are 

proved to be the strongest challenges that affect the principal power source, leadership style and 

teacher commitment. The external environment, particularly the political and social aspects, had 

greater influence on the school principals‘ power source and leadership style. In relation to this, 

Mestry (2017) pointed out that globally, education systems have been affected by radical social, 

political and economic changes.  

The emerged specific-sub themes of political environment are political commitment, 

political interference and urgent political tasks literally we call it ―Derash Sera‖. In relation to 

political commitment, key informants reveal that principals‘ appointments are done on the basis of 

their political commitment to the government. Principals should be members of the ruling party to 

be a principal and supervisor and even the selection process seemed more political. The informants 

in the interview also confirmed that throughout the entire system from Federal to Woreda level, 

some of the educational positions are occupied by people who are not qualified. The professionals‘ 

roles in various leadership positions are influenced and controlled by higher officials who do not 

have the required leadership qualities. These people are not selected based on their educational 
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background or leadership quality rather they have obtained their position due to their political 

commitment and influence. This politically motivated assignment makes principals to be loyal to 

the local authorities and serve their political interests. This result is consistent with Marxists 

theories of power which state that a person can hold power as a result of economic and political 

influence in the society, not necessarily because the person's leadership quality (Clegg & 

Haugaard, 2012). 

Moreover, in the study secondary schools, school principals are working in a complex 

situation and under big pressure from officials at Zonal and Woreda level. Key informants also 

highlight that the political interference is higher in secondary schools. As a result, principals are 

facing a challenge to exercise their power effectively and efficiently so as to influence the 

commitment of their teachers. Regarding this issue, the findings of McGlohon (2008) indicated 

that political interference in school affect principal leadership styles, power source and behaviors. 

This in turn affects teacher commitment. Michelson (2010) further pointed out that effective 

leadership requires achieving goals that positively impact the organization strong power sources 

and workable influence strategies. Building a strong power source and developing effective 

influence strategies to produce power dynamics is an important leadership challenge. If there is 

external political interference, it might be difficult for principals to carry-out their instructional 

leadership roles in their school. Again this hampers them to exert their influence on teachers. 

Another emerged specific-sub theme is urgently political tasks (‗Derash Sera‘). Principals 

are usually busy with urgent political tasks that are not directly associated with their leadership 

duties. They highly engage themselves in various meetings which have political nature and are not 

related to their major duties and responsibilities. Due to other political engagement, they were not 

carrying-out their leadership roles as expected.  As a result, they failed to continuously follow-up 

the teaching learning process, support teachers, communicate them and evaluate the progress of 

the students due to their political engagement. Due to lack of principals‘ attention to the 
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instructional process, the interactions with teachers become weaker and this also affects their 

relationship. As a result, teachers become less committed to exert their maximum effort towards 

the achievement of school goals. Recently, many teachers are unhappy and do not want to continue 

their job.   

Although school principals play a pivotal role in improving teacher commitment and 

school performance, they work under dynamic conditions to deal with multifaceted 

transformational issues. They have been facing severe challenges from the external environment 

and particularly from the local authorities. This prevents principals from exercising their sources of 

power and leadership style effectively and efficiently. The existing research has demonstrated that 

principals as instructional leaders should help teachers in their professional development, and 

consequently enhance their commitment, professional involvement and innovation (Sheppard, 

1996).  In the interview, school principals were also described that they are too busy and occupied 

with activities that are not directly related to their leadership functions. They often engage 

themselves more on the political agenda and other political activities. They have been working in 

difficult situations with dominance from higher officials. This affects their leadership role and use 

of power. If school principals do not use their power effectively and efficiently, they don‘t 

influence the behavior or attitude of their teachers and face difficulty in managing the school 

property. Goswich (2007) further indicates that the foundations of effective leadership lie in the 

way a leader uses power to influence the behavior of other people. 

Further, the formal power granted for school principals is limited and does not allow them 

to influence the teachers‘ effectively and efficiently. In the interview, school principals and 

supervisors indicated that Woredas are more powerful than school principals. Most decisions are 

made at the Zonal and Woreda level. Bal, Campbell, Steed, and Meddings (2008) study also 

confirmed that power is misused by top leaders. Moreover, the school leaders‘ power is limited to 

translating policies which are decided at the highest administrative level in the organizational 
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hierarchy. This again reduces principals‘ influence in the school. As a result, school principals‘ 

power becomes weak. Michelson (2010) further indicates that leaders regularly acquire and use 

power to accomplish specific work goals and to strengthen their own positions. If their power is 

limited, they do not influence their followers. Similarly, Alapo (2018) confirmed that the limited 

power of leaders impede them to impact and attain the planned needs and forthcoming action in 

others. Overall, the limited power of principals hindered them to give direction and to play their 

leadership roles properly. LeRouk (2012) uncovered that the role of the principal is to provide 

leadership, direction and coordination within the school rather than engaging in political activities.  

Another emerged sub - theme of the external environment is social factors. The emerged 

specific-sub themes that describe social factors are societal attitude, cultural differences and 

parental involvement. As indicated by some key informants, the society and students give less 

regard for teachers and principals. Informants further described that teachers are held in low regard 

by the public and did not get high social status. Besides, some parents‘ awareness towards 

education and their relationship with the school management and teachers was found still below 

the expected. In addition, their involvements in several school affairs were found low. To solve 

these problems, the school must create a partnership with parents so as to strengthen its 

relationship with parents and other stakeholders. This result is in congruent with institutional 

theory (Scott, 1998). Institutional theorists see organizations as a means by which the societal 

values and beliefs are rooted in organizational structure and expressed in organizational change. In 

line with this, Scott (1998) argues that it is the environmental forces that make the organization 

follow in the social and cultural worlds. Overall, both the societal and political factors impede 

principals‘ leadership style and their power use. 

The second major core theme that emerged from the qualitative data that influence 

principals‘ power source and leadership style is the school internal environment. The present study 

indicates that the internal factors include shortage of resources, school culture, school autonomy, 
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school principal‘s absence of leadership knowledge and skill, teachers‘ qualification and lack of 

teachers‘ commitment affect principals‘ power source, leadership style and teacher commitment. 

These factors hinder school principals‘ not to use their managerial power and instructional roles 

effectively and efficiently. LeRoux‘s (2012) study supported this idea that resources, teachers and 

their behavior, teacher qualifications, work ethics and teacher unions were found internal factors 

that affect the work of school principals.  

Furthermore, Pfeffer and Salancik (1978) resource dependency theory explains that an 

organization‘s existence is dependent upon its relationship with the environment because its 

necessary resources are possessed by agents who join that environment (the local authorities). 

School principals therefore, exert their influence on teachers if they have control over these 

resources obtained from the local government. If the principals do not obtain adequate resources, 

their power and influence on teachers will be low. The qualitative finding also confirmed that 

shortage of resources could be one of the reasons for low influence of principals on teacher 

commitment. From the information obtained from key informants indicate that principals were 

neglected in the Woreda resource allocation process. This reduced their power in the school to 

influence their teachers. This in turn reduced the commitment of teachers towards achieving the 

school goals.  

In general, as pointed out by Scott (2015), schools have been affected by environmental 

difficulty and turmoil and the condition of technology (contingency theory), by power processes 

(resource dependency), by interpersonal systems within schools (network theory), by struggle for 

resources among schools, and by the level of school population growth (population ecology), and 

by cultural and symbolic systems (institutional theory). 

Moreover, lack of the required leadership competence is another factor that prevents 

principals from using their power and leadership style effectively. In relation to this, LeRouk 
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(2012) indicates that lack of principals‘ leadership competence and high demand for qualified 

educators are observed in several schools. This makes the task of principals more complex and 

difficult. This in turn affects the internal operations of the school. It is difficult for school 

principals to influence others without having the leadership knowledge and skill (expert power). 

In addition, teachers are found to be unhappy with the principals‘ leadership quality. This 

contributed to some extent to teacher turnover in secondary schools in the region. In supporting 

this, Weiqi (2007) pointed out that teachers in secondary school are unhappy with their jobs, 

leadership and administration, student quality, work achievements, working conditions, salaries 

and welfare, as well as work stress. Due to teachers‘ unhappiness, some teachers sometimes do not 

follow principals‘ orders because they perceived that principals are not powerful and influential to 

influence them. The teachers are, therefore, better able to allow principals‘ order if they believe 

that the principal upkeeps about them as individuals; care them and if teachers do not feel 

controlled by authority. In relation to this, Elton Mayo, the founder of the human relations 

approach, emphasized that teachers‘ attitudes, feelings and needs are extremely important on the 

job. Principals, therefore, should consider the human dimension in the schools. The main concern 

of this approach is the interrelationship between people and work. To develop good relationships 

with teachers, principals must know why their teachers behave as they do and what psychological 

and social factors influence them.  This has an implication in the commitment of teachers towards 

achieving school goals. Hence, the school principals should understand the individual and group 

behaviors in an organization.  

Besides, their motivation (monetary and non-monetary), communication with teachers to 

have mutual understanding, friendly relationships and team work increase teachers‘ interest and 

commitment towards the achievement of the school goals. Overall, principals lacked the above 

qualities. They failed to encourage, support, motivate and create team spirit in their schools as 

claimed by many teachers. Herzberg (1959) two factors theories of motivation also support this 
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idea. Herzberg‘s Motivation Theory model, or Two Factor Theory, argues that there are two 

factors that an organization can adjust to influence motivation in the workplace. Herzberg argues 

that both motivator and hygiene factors contribute to the satisfaction and motivations of teachers. 
Motivator factors accounts for high level of motivation. These includes factors like nature of the 

work, work difficulty, achievement, recognition, responsibility, work itself, and personal growth. 

On the other hand, hygiene factors includes factors like salary, job security, working condition, 

school policies, quality of interpersonal relationship among peers, supervisors and teachers. 

Therefore, school principals need to understand both motivators and hygiene factors to motivate 

teachers and to reduce their dissatisfactions. 

Moreover, this study also confirmed that school principals did not have administrative 

autonomy, particularly financial autonomy to influence the teacher commitment. In supporting 

this, Beatriz et al., (2008) has revealed that school leaders can make a difference in school and 

student achievement if they are offered autonomy to make relevant decisions. However, autonomy 

only does not repeatedly lead to enhancements unless it is well reinforced. As explicitly stated, 

school autonomy is also linked with teacher commitment, school climate, and teachers‘ job 

satisfaction. 

 From an administrative development perspective, enhanced school autonomy is supposed 

to improve teachers‘ commitment and job satisfaction (Leithwood & Menzies, 1998), reduce 

uncertainty from the environment (Riehl & Sipple, 1996), improve an individual‘s sense of 

ownership (Bogler & Somech, 2005), and subsequently provide the opportunity to make a 

contribution to the organization (Firestone & Pennell, 1993). From a theoretical point of view, 

research has claimed that school autonomy leads to increased staff commitment and job 

satisfaction, better effective resource allocation, and a strong professional culture (Wohlstetter & 

Chau, 2004). Nevertheless, empirical evidence presents a mixed picture of the expected positive 

outcomes. Kena (2016) study also indicates that lack of local autonomy and good governance is 



200 
 

controlled politically by the central government and local government so that principals are not 

autonomous. 

Another emerged challenge related to school principal power source, leadership style and 

teacher commitment was principal knowledge and skill gaps in leadership and management. In 

relation to this, key informants underscored that numerous school principals were not found 

qualified in leadership and management. They were secondary school subject specialist and came 

to this position due to their political commitment and loyalty for the local authorities. In relation to 

this, Alapo (2018) pointed out that a leader‘s capacity to handle and manipulate the different forms 

of power will directly have effects on his or her leadership in an organization. In the present study, 

the quantitative result also found that 68.6% of school principals were not qualified in educational 

management and leadership. This implies that the majority of the school principals were doing 

their job without taking the required training in leadership and management. This impedes to carry 

out their duties and responsibilities effectively and efficiently. This in turn, strongly affects 

teachers‘ commitment, and then students‘ achievement. Therefore, principals need extensive 

training in how to manage schools and particularly how to use power source and leadership style 

(LeRoux, 2012). In relation to this, Mestry (2017) further pointed out that principals‘ experience 

creates trouble in alleviating abundant changes, relatively due to their insufficient training or 

simply lack the essential skills, knowledge and attitudes. The interview result also showed that 

without principals‘ adequate leadership knowledge and skills, it is unlikely to improve school 

performance meaningfully. This idea is in agreement with Sayed (2013) study results. 

Moreover, principals‘ positions are occupied by male school principals who did not take 

the required training in the area. In the demographic information, it was also found that 92.2% of 

the school principals were male in sampled secondary schools of SNNPR. This implies that female 

principal's involvement in leadership positions was found to be low. Females are not represented 

well. Supporting this, Farquhar (1991) indicated that leadership practice is still dominated by the 
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male. So, it is important to increase women's principals representation in leadership positions in 

secondary schools for many reasons. Burkinshaw (2015) further describes that women‘s 

representation in leadership positions is considered significant for four major reasons: for social 

justice, for equity and parity, for enhancing the quality of leadership and for economy and 

business. Fiske (2012) also revealed that women are not on the same footing as men. In a review of 

women as leaders in academia, Nidiffer (2010) further states that women continue to lag behind in 

leadership roles. Airin (2010) also identified the reasons for gender disparity or a gap in secondary 

schools of Indonesia. These include stereotyping, culture and tradition, low level of women‘s 

education, perceived lack of confidence/self-esteem, and lack of mentorship. 

 Moreover, Whitaker and Lane (1990) also reveal that gender determines the principals‘ 

role in education more than age, experience, background, or competence. Hence, this suggests that 

representation of females in teaching, principals and supervision positions was low in the study 

area. Therefore, it is possible to conclude that the participation of females in leadership position 

was found low and these positions are highly dominated by males.  However, a study by Gross and 

Trask (1976) asserted that female principals have greater knowledge of and concern for 

instructional leadership and supervision and that most teachers preferred female principals more 

than male principals. They also disclosed that if female principals hold the position, teachers‘ 

professional performance becomes higher. This in turn is related to promoting achievement and 

learning in addition to the high morale and commitment of staff.  

Shakeshaft (1989) further elaborated that the most significant behaviors of female leaders 

are making relationships - with others being central to all their actions; placing their major focus 

on teaching and learning; and building community and comprehensiveness through democratic, 

participatory styles. She also noted that women‘s communication and decision-making styles stress 

cooperation, thereby facilitating the translation of their educational visions into student progress. 
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Apart from this, in the interview, informants reported that school principals did not involve 

stakeholders in school decision making. They were not working in a team spirit. However, as 

claimed by Steyn and Niekerk (2002), teamwork can develop quality management in schools as 

groups can use resources efficiently and effectively, increase teacher commitment, increase the 

quality of educational programs and build a good learning and working environments. Thus, 

fruitful teamwork is taken as a key element in the process of building successful schools.  

Moreover, key informants reported that teachers are neglected to participate in the 

decision-making process. This created problems on the part of the teachers in understanding the 

school vision and mission and working towards the realization of the school vision. Previous 

research also indicates that many principals do not involve main teachers in formulating a school 

vision, mission and strategic plans, and consequently there is no ownership and shared 

understanding of the development missions and plans (Sayed, 2013). However, teachers‘ 

participation in school decision making has several advantages to achieve school goals. In relations 

to this, several authors gave mixed responses. Folajin (1987) for instance, discovered that teachers‘ 

participation in decision-making is likely to become more productive towards the attainment of 

school objectives. Similarly, Adegoke (2011) revealed that teachers‘ participation in school 

decision making has a significant relationship on their job productivity and commitment. Likewise, 

Ajayi and Afolabi (2012); Omobude and Igbudu (2012) indicate that participation in decision-

making has a positive correlation with productivity, commitment and reduced resistance to 

productivity and change. 

On the other hand, Lichtenstein (2000) revealed that the amount of individual teacher 

participation is not significantly related to job productivity and organizational goal attainment by 

teachers. Also, Stoner and Freeman (1992) consolidate that teacher‘s involvement has its own 

problems and limitations. One of the problems is not all teachers would want to be involved in 

decision making at the school level. They stressed further that some teachers may be frustrated by 
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being involved in areas that they have no proper training and knowledge. In supporting this, 

Mankoe (2002) further elaborated that teachers view participation as additional administrative 

responsibility and burden in their teaching workload or they lack the professional competence to 

participate. Awotua-Efebo (1999) further describe that teachers are not involved in decision 

making, absence, excessive excuses, abstention and complaints usually emerge leading to general 

ineffectiveness, inefficiency, low productivity and non-achievement of the goals of the 

organization. From the review, it was revealed that participatory management had a significant 

relationship between teachers‘ productivity while others researchers reported otherwise. In general, 

inclusive decision-making is essential to strengthen the relationship between the teachers and 

principals and to achieve the common goals of the schools. 

In general, stakeholders‘ participations, particularly teachers‘ involvement are vital for 

students‘ achievement and school success. Teachers‘ involvement should not be taken as an 

option. It is a must to involve teachers and the key stakeholders in school various affaires in order 

to solve the school problems. A school principal cannot solve all the problems of the school alone. 

Management should be a joint responsibility in the schools and teachers should be allowed to 

contribute their skills and knowledge towards achieving school goals. They should be allowed to 

contribute to various aspects of school management to achieve the overall objectives of the school. 

Chawla and Kelloway, (2004) pointed out that participatory management facilitates commitment, 

productivity and organizational change. In the same vein, Subramanian and Mia (2001) revealed 

that goal attainment is higher for managers with high involvement of teachers in their finances and 

budgetary preparation. Won-Jae, Hee-Jong and Johnson (2009) recommended participatory 

management to prevent low workers‘ morale, low commitment, poor job-related productivity and 

high voluntary turnover. 

In summary, schools can survive if stakeholders‘ maximum satisfactions, demands, 

interests and expectations are fulfilled. In this regard, stakeholders‘ theory argues that the 
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importance of stakeholder‘s for a given organization can be realized by minimizing the 

stakeholders‘ dissatisfaction in organizations (Chakravarthy, 1986). Stakeholders‘ success derives 

from the management of interests, particularly from the demands of internal and external 

stakeholders upon which the organizations depend for resources, support, legitimacy and 

acceptance.    

Finally, stakeholder theory is taken as a theoretical choice for joining resource dependence 

and institutional theories. In this regard, Oliver (1991) and Greening and Gray (1994) also 

predominantly invented their theoretical framework from resource dependence and institutional 

perspectives. Stakeholder theory is an additional theoretical bond linking the resource dependency 

and institutional perspectives. According to them, both theories offer feasible strategic tools to 

study; explain and manage such close attachment of the organization with its environment in 

seeking resources and social and legal support for survival.   

To sum up, the aforementioned challenges both the internal and external factors affect the 

school principals‘ power use and leadership styles. This in turn affects the teachers‘ commitment 

in schools. The external factors particularly the local political power, shortage of resources to 

influence teachers‘ behavior, actions and attitude; absence of leadership knowledge and skills, 

teachers‘ low involvement in school decision-making, limited power of principals, priority given 

for unplanned political tasks (Derash Sera) by school principals due to political pressure; 

underrepresentation of  female principals in leadership positions;  lack of stakeholders‘ 

involvement in various school activities; lack of school autonomy particularly, financial and 

administrative autonomy of school principals were identified as possible challenges that affect 

school principals power source, leadership style and teachers‘ commitment. 

The internal and external challenges that affect the principal power source, leadership style 

and teachers‘ commitment are in line with some underlying modern theories of organization. 
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Several modern theories of organization, including, contingency theory, resource dependency 

theory, institutional theory, and stakeholders‘ theory are essential to understand the relationship of 

the organization with the external environment (Hannan & Freeman, 1977; Katz & Kahn, 1978; 

Pfeffer & Salancik, 1978). They all use the open systems perspective. In this process, as resource 

dependency theory states, organizations need to obtain and maintain resources so as to retain their 

functional process running (Oliver, 1997). In addition, institutional theory entails that 

organizations seek support and legitimacy for their activities and goals (Oliver, 1997; Pfeffer & 

Salancik, 1978). This process leads organizations to seek links and relationships with the external 

environment in order to survive (Hannan & Freeman, 1978). Contingency theory also states that, 

there is no single leadership style, power source, plan, universal principle, organizational structure 

that will fit all situations. Therefore, principals use their leadership style and power source 

depending on the situations.  

In this regard, contingency theory, resource dependency theory, institutional theory, and 

stakeholder theory were found to be relevant and more appropriate for studying the internal and 

external environmental factors and dynamisms of secondary education that affect the school 

principal power source, leadership style and teacher commitment.  Besides, the result of the study 

indicates that local authorities still remain more powerful and have strong political power than 

principals. This implies that the political power of local authorities is more influential than the 

principal power. These make the school principals influence weak. Due to local authorities 

pressure on principals, principals‘ administrative and financial autonomy become fragile. This in 

turn reduces the influence of principals on teachers.  Practically, the process of confirming good 

governance and school autonomy under a decentralized political system is still questionable due to 

the existing political pressure, culture, political interference, lack of financial and human 

resources, poor participation of the stakeholders‘ in the decision-making process, lack of 

devolution of power to individual schools.  
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4.4.12. Comparisons of Quantitative and Qualitative Findings 

The study has tried to analyze information obtained from both quantitative and qualitative 

data, though the study is predominantly quantitative. In both quantitative and qualitative findings, 

similarities and differences have been observed. The majority of the findings obtained from 

quantitative data is consistent with the qualitative data obtained from key informants. Hitherto, the 

researcher presents areas of divergence and convergence of findings obtained from quantitative 

and qualitative analysis. 

Similarities: 

1. Both the quantitative and qualitative results obtained from respondents confirm that position 

power is the most dominant power in secondary schools of SNNPR. This implies that principals in 

secondary schools of SNNPR practice more position power (organizational power) which is vested 

in the school ranks or hierarchy.  

2. Again, both quantitative and qualitative results indicate that transactional leadership style is the 

dominant leadership style in secondary schools of SNNPR. This implies that principals use 

transactional leadership style to influence teachers‘ behavior and commitment in the sampled 

secondary schools.  

3. From the quantitative and qualitative data of the study, it was also found that teachers and 

school principals did not show the highest level of continuance commitment (CC) and normative 

commitment (NC) in their sample secondary schools as most teachers and principals have affective 

commitment. This has a direct impact in their organizational performance and goal attainment of 

the school. It seems difficult to attain the goals of and performance of the school without a greater 

commitment of the teachers and their active participation. The role of the leader is significant in 

this regard in understanding the needs, interests, and beliefs of the teachers. 
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4.  The other similarity that was shared by both quantitative and qualitative results is regarding 

challenges that are related to power source, leadership style and teacher commitment. After 

principal component analysis (PCA) was applied, six major challenges were identified. These 

challenges include political interference, limited power of principals, lack of resources, lack of 

fringe benefits, principals‘ capacity problems and lack of principals‘ administrative freedom. This 

result is consistent with the qualitative results. All the six challenges identified in quantitative 

results are also confirmed by the qualitative results. Besides, other challenges are also identified 

other than the six challenges. These include, lack of teachers‘ involvement in the decision making 

process, lack of stakeholder participation, urgent political tasks, low value of the society, 

inadequate training of principals, low involvement of parents, political pressure are among others. 

Differences: 

1. The quantitative result shows that information power is the dominant power source in secondary 

schools of SNNPR. This implies that the principals use information power to influence their 

teachers. On the other hand, the qualitative result indicated that legitimate power is the most 

dominant power source in secondary schools in SNNPR. This power source basically focuses on 

rules and regulations. However, both information power and legitimate power are considered as 

position power. In general, teachers perceive that school principals often use information power 

whereas, principals perceive that they often use legitimate power. The researcher believes that 

legitimate power is often used by school principals in secondary schools of SNNPR because this 

type of power is formal power and is obtained by holding the leadership position or rank. Besides, 

legitimate power is based on policy guideline, rules and regulations. In the interview, majority of 

the school principals also confirmed that they often use policy guidelines, rules and regulations to 

lead the school. In relation to this, Asheber (2016) and Mengistu (2015) research findings also 
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supported this idea. Both studies found that legitimate power is more practiced in public university 

and secondary schools respectively. 

2.  The quantitative result obtained from the respondents indicates that affective commitment is the 

most practiced type of teacher commitment in secondary schools of SNNPR.  But in the qualitative 

result, some informants confirmed that teachers‘ attachment with their school is  not strong. 

Teachers did not show affective commitment in secondary schools as expected. Their 

psychological ties with their school are weak.  They have a tendency to leave their jobs. They do 

not want to continue their profession as a teacher. That is why most teachers are studying other 

field of specialization in the evening program. The researcher also agrees the qualitative result 

indicating teachers are now leaving their profession in secondary schools for looking better job and 

salary. They are not happy to stay in the profession due to several reasons, including unattractive 

salary and unattractive career progression, no fringe benefits, poor work conditions, and 

unnecessary political interference. The study by Education Strategy Center (2016) also confirmed 

that the major pushing factors from the teaching profession are: low and unprogressive salary, 

absence of incentives, poor social status of the teaching profession and unattractive working 

conditions. Teachers reported the factors that pull them towards other jobs as: better salary, 

progressive salary scale, and better working conditions in other professions.  
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Chapter 5: Summary of the Findings, Conclusions and Recommendations 

The objective of this study was to examine the school principal power source, 

leadership style and teacher commitment in secondary schools of SNNPR: Nexus and 

challenges in focus. This study also examined the relationship between demographic variables 

(gender, marital status, age, level of education and managerial experience) and school principal 

power source, leadership style and teacher commitment. In order to realize these objectives, the 

study addressed the following five basic research questions:  

1. What are the dominant sources of power and leadership style that school principals 

exercise in secondary schools of SNNPR as perceived by teachers? 

● What source of power do school principals exercise in secondary schools of SNNPR as 

perceived by teachers? 

● What is the dominant leadership style that school principals exercise in secondary schools 

of SNNPR as perceived by teachers? 

2. To what extent are power source and leadership style that the school principals exercise 

related to TC in secondary schools of SNNPR as perceived by teachers? 

● What is the link between school principals‘ power source and TC in secondary schools of 

SNNPR? 

● What is the relationship between school principals‘ leadership style and TC in 

secondary schools of SNNPR? 

● What is the relationship between the power source dimension (personal, position) and 

leadership style in secondary schools of SNNPR? 
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● What is the relationship between dimensions of leadership style (transformational, 

transactional and laissez-faire) and power source? 

3. Is there a statistically significant difference between school principals‘ self-rating and 

teachers‘ rating in use of power source, leadership style and TC in secondary schools of SNNPR? 

4. Is there statistically significant variation amongst power source, leadership style and TC 

as a function of sex, marital status, age, experience, academic career /rank and educational level in 

secondary schools of SNNPR? 

5. What are the challenges that affect the principal power source, leadership style and TC 

in secondary schools of SNNPR? 

           In order to find answers to these basic research questions, the following hypotheses 

were developed and tested:  

H0 1. There is a statistically significant relationship between the school principal power 

source and TC of secondary schools of SNNPR  

H0 2. There is a statistically significant relationship between the school principal 

leadership styles and TC of secondary schools of SNNPR  

H0 3. There is statistically significant variation between principals and teachers regarding 

power source, leadership style, and TC in secondary schools of SNNPR.    

H0 4. There is a statistically significant relationship between power source dimensions 

(expert, reward, referent, coercive, legitimate and information powers) and leadership style in 

secondary schools of SNNPR.    

H0 5. There is a statistically significant relationship between leadership style, dimensions 

(transformational, transactional and laissez-faire) and power source in secondary schools of 

SNNPR.    
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H0 6.   There is statistically significant variation amongst power source, leadership style, 

and teachers‘ commitment as a function of sex, age, marital status, experience, educational level 

and academic rank.    

To obtain the required data for this study and to answer the five basic research questions as 

well as to test the hypotheses, an embedded mixed research design was used. The sources of data 

were samples of 470 teachers, 102 school principals and vice principals, 12 supervisors and 4 zone 

education heads. A total of 570 sample respondents who was on their job in the 2017/2018 

academic year in sampled secondary schools of SNNPR participated in this study. Purposive, 

simple random, stratified and PPT sampling techniques were used to select teachers, school 

principals, supervisors and zone education heads.  

To collect data for the study, Rahim (1988) Leader Power Inventory (RLPI), Bass and 

Aviolo‘s (1995) Multifactor Leadership Questionnaire (MLQ) and Meyer and Allen (1991) teacher 

commitment questionnaire (TCQ) were used. The survey questionnaires consisted of two sections, 

i.e., one section consisted of 35 items of RLIP, 36 items of MLQ and 16 items of TCQ items, 

whereas the other section encompasses demographic information of the respondents (gender, 

marital status, age, educational level, academic rank and experience). The RLPI measured six 

dimensions of power sources (expert, referent, legitimate, coercive, reward and information). The 

MLQ, on the other hand, measured nine dimensions of leadership styles. However, the TC 

measured three dimensions (AC, CC and NC). The RLPI has been tested and found reliable. 

Cronbach‘s alpha of power source was found in a range of 0. 75-0.90 which were between good 

and acceptable levels. The MLQ also has been tested several times in various areas to check for 

reliability. In this study, the reliability was tested with Cronbach's alpha and found in a range from 

0.63 to 0.82 which was between good and acceptable levels except one item. The reliability of TC 

was tested and found reliable ranging from 0.72 to 0.84. This was also reasonably acceptable.  
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In addition, the two instruments (leadership styles and TC) were tested in previous studies 

in the Ethiopian context for their reliability and the instruments were found reliable (Feleke, 2014; 

Mengistu, 2015; Million, 2014; Temesgen, 2011). The analysis of the present study was done 

using SPSS (version 20) and Stata (12 version) to compute descriptive statistics (percentage, mean 

scores, standard deviations). To compute inferential statistics (independent sample t-test, Pearson 

correlation coefficient, simple and multiple regression analysis, logistic regression and hierarchical 

multiple regression). To analyze qualitative data, thematic analysis and open code were used. 

The survey questionnaires were distributed to teachers and school principals of secondary 

schools in SNNPR. Four hundred sixty-five teachers and 110 school principals filled the survey 

questionnaire and returned. Four hundred fifty-two (97.2%) teachers and 102 (92.7%) school 

principals‘ questionnaires were found usable. Thus, the number of the returned and usable surveys 

was considered to be a representative sample of the population. As per the analysis and discussion 

made in chapter four, the following major findings, conclusions and recommendations are 

presented in line with the five basic research questions and six hypotheses. 

5.1. Summary of the major findings 

5.1.1. Findings related to respondents‘ demographic information 

1.  The majority of the respondents in the secondary schools of SNNPR were male, married and 

had B.A /B.Sc degree. This indicates that there was an unequal gender proportion between 

male and female (male-dominated); the majority of the respondents are qualified and met the 

standard; a great number of respondents are married and are believed to shoulder responsibility 

in their home and school. 

2.  It was also found that the majority of the respondents are younger with minimum of 3 years of 

experience in teaching and managerial positions.  
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3. The majority of the school principals did not take the necessary training in educational 

leadership and management.   

4. The highest percent of teachers and school principals were also found to be beginner teachers 

and junior principals.  

5.1.2. Descriptive Findings Related to Power Sources, Leadership Style and Teachers‘ 

Commitment 

1. It was found that majority of the school principals in secondary schools used information power 

and TALS respectively. Overall, position power is dominantly exercised by school principals in 

the secondary schools of SNNPR. The qualitative result also supported the quantitative results. In 

the study, it was found that school principals often exhibit position power and TALS in their 

schools and principally they rely on education policy guidelines, rules and regulations, discipline, 

punishment and reward to lead their schools. However, the qualitative result assured that that 

school principals often use legitimate and reward powers to influence teachers‘ behaviors, attitudes 

and action using policy guidelines, rules and regulations, and motivation at school level. 

2. Affective commitment is the most dominantly exercised teacher commitment component in the 

secondary schools of SNNPR. However, the qualitative result for affective commitment is not 

consistent with the quantitative result. Some teachers are not interested to stay in their respective 

secondary schools. The school principals also confirmed that teachers‘ demonstrated low level of 

affective commitment in their jobs. 

5.1.3. Major Findings Related to the Relationship of Power Source, Leadership Style and Teacher 

Commitment 

1. Teacher commitment was moderately and positively correlated with school principals‘ 

leadership style and power source. Regarding their effects, power base and leadership style 

explained 26.7% of the total variance of teacher commitment.  
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2. The statistical analysis showed that there was a positive and moderate relationship between 

affective commitment and reward, referent and information power. However, a weak and positive 

correlation was found between affective commitment and principal expert, coercive and legitimate 

powers.  

3. The statistical analysis also revealed that there were a weak and a positive correlation between 

teachers‘ normative commitment and principal reward, referent, coercive and legitimate powers. 

However, no correlation was found between normative commitment and principal information 

power.  

4. There were a weak and a positive correlation between teacher continuance commitment and 

principal expert, reward, referent, coercive, legitimate and information powers. Teachers 

demonstrate a low level of normative and continuance commitment in secondary schools of 

SNNPR.  

5.  The Pearson correlation coefficient showed that there was a positive and  moderate correlation 

between affective commitment and leadership style, transactional, transformational and laissez-

faire leadership styles. 

6 The statistical analysis also revealed that there was a moderate and positive correlation between 

two dimensions of teacher commitment, namely the normative and continuance commitment and 

principal leadership style, transformational and transactional leadership style. However, a weak 

and a positive correlation was found between principals‘ laissez-faire leadership style and teacher 

normative and continuance commitments.  

7.   Power source was also positively and moderately related to transactional, transformational and 

laissez-faire leadership style.  



215 
 

8.   Transactional, transformational and laissez-faire leadership style are significantly and 

moderately related to the power source dimensions. 

9. The statistical analysis indicated that age of school principals was negatively correlated with 

power source and leadership style.  On the other hand, there was no correlation between age of the 

principals and teacher commitment.  

10. The statistical analysis revealed that that managerial experience of principals was not 

correlated with leadership style, power source and teacher commitment. This indicates that school 

principals‘ experience is not a significant determinant of leadership styles, power sources and 

teacher commitment. 

5.1.4. Regression Analysis of Power Source, Leadership Style and Teacher commitment. 

1. The linear regression result revealed that the change in leadership style by one unit can increase 

teacher commitment by 0.516, keeping other things constant. Likewise, one unit change in power 

source can increase teacher commitment by 0.415 only keeping other things constant. It was found 

that both leadership style and power source significantly contributed to predict teacher 

commitment. 

2. The multiple regression result also revealed that the three effects (transactional, transformational 

and laissez-faire leadership style) jointly explained 58.7% of the total variance in power source 

scores.  

3.   The hierarchical regression results also indicated that both school principal power source and 

leadership style significantly predicted teacher commitment independently. However, in the final 

model, leadership style was found statistically significant when controlling for power source, 

whereas the relationship between power source and teacher commitment was no longer significant 

when controlling for leadership style.  



216 
 

5. The logistic regression was performed to predict overall teachers‘ commitment based on the 

challenges related to leadership style, power source and teacher commitment. Accordingly, among 

six challenges, the strongest predictor of reporting the teachers‘ overall commitment was political 

interference, recording an odds ratio of 1.22. This indicated that respondents who had difficulty of 

political interference were over 1 times more likely to report the teachers‘ overall commitment 

than those who did not have difficulty in political interference, controlling for all other factors in 

the model.  

5.1.5. Mean Score Comparison of Power Source, Leadership Style and Teacher Commitment 

1. The perceptions of raters‘ (teachers) and self-raters‘ (school principals) were found different 

regarding leadership style, power source and teacher commitment. This implies that there was a 

significant difference between the perception of principals and teachers regarding power source, 

leadership style and teacher commitment. 

2. There was not a statistically significant difference between the perception of school principal 

demographic factors (sex, age, marital status, managerial experience, academic rank, educational 

level) and that of power source, leadership style and teacher commitment. This implies that there is 

no significance difference between principals power source, leadership style, teacher commitment 

and demographic variables (between male and female; older and younger; single and married; 

experienced and less experienced; beginner, junior, complete, lead, associate and higher lead 

respondents) 

5.1.6. Challenges related to School Principals‘ Power Source, Leadership Style and Teachers‘ 

Commitment 

1. Numerous challenges were identified by teachers, school principals, supervisors and Zone 

education heads in relation to a power source, leadership style and teacher commitment. These 

include political interference in school decision-making, some school principals use of force (or 

coercive power) on teachers; inappropriate use of power; lack of expertise, knowledge and skills of 
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school principals in leadership and management; and high dependency of school principals on 

rules and regulations. These challenges are highly related to position or organizational power 

source, particularly related to coercion, and legitimate powers. This in turn led to teachers‘ 

dissatisfaction, low commitment and turnover. 

2. Similarly, the key informants in the interview indicated that school principals‘ low motivation 

and encouragement of teachers; absence of trust; principals‘ absence of leadership qualities; poor 

emphasis on instructional leadership; low professional support of school leaders; little emphasis 

on the teaching and learning process; lack of teacher involvement in decision making; lack of 

stakeholders‘ participation; and low commitment of  teachers were possible challenges related to 

the power source, leadership style and teacher commitment.  

3. School principals and supervisors identified major challenges in relation to the external 

environment, particularly related to the political and social realms. These included high political 

interference from Woreda and Zone authorities in various school affairs; limited power of school 

principals; greater emphasis given for political activities than the teaching-learning process; 

urgent political tasks from Zone and Woreda to school principals; absence of school principals 

from their job (participating more in political activities, meeting rather than focusing on teaching- 

learning process); lack of school autonomy, low community participation in various school 

developmental activities; low support and encouragement from the community and higher 

officials; and lack of sense of ownership on the part of the community were among other 

challenges.  

5.1.7. Findings of the hypothesis test 

1. There was a statistically significant relationship between the school principal power source and 

TC of secondary schools of SNNPR. 

2. There was a statistically significant relationship between the school principals‘ leadership styles 

and teacher commitment of secondary schools of SNNPR. 
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3. There was a statistically significant variation between school principals‘ (raters) and teachers 

(raters) perceptions towards power source, leadership style and teacher commitment in secondary 

schools of SNNPR.    

4. There was a statistically significant relationship between power source dimensions (expert, 

reward, referent, legitimate, coercive and information powers) and leadership style in secondary 

schools of SNNPR.   

5. There was a statistically significant relationship between dimensions of leadership style 

(transactional, transformational and laissez-faire leadership styles) and power source in secondary 

schools of SNNPR.   

 6.   There was no a statistically significant variation between  power source, leadership style, and 

teacher commitment as a function of sex, age, marital status, experience, educational level and 

academic rank/ career.   That is, according to this self-reporting study, whether or not the 

principals hold B.A/B.Sc., or M.A/M.Sc; being male and female, married or single; highly 

experienced‘ or less experienced, beginner or higher lead principal may not affect the principal 

power source, leadership style, and teacher commitment. Conversely, the correlation result showed 

that there was a statistically positive and weak relationship between respondents‘ age and 

principals‘ power source, and leadership style. 

5.2. Conclusions 

The key objective of this study was to examine the views of teachers, school principals, 

supervisors and Zone education heads on the relationship among power source, leadership style 

and TC in secondary schools of SNNPR. The findings of the hypothesis test revealed that among 

the six hypotheses, H1, H2, H3, H4 and H5 support the proposed hypothesis, whereas H6 on the 

other hand, did not support the hypothesis. Based on the major findings of the study and 
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hypothesis as well as discussion, the following conclusions are made in the nature and relationship 

of principal power source, leadership style and teacher commitment.  

In the study, it was discovered that school principals in secondary schools of SNNPR use 

various power bases and leadership styles to influence teacher commitment. The supported results 

of the hypotheses revealed that teachers in this study were more committed when school principals 

often exercised position power. Hence, from these findings one can conclude that the power source 

in secondary schools of SNNPR was more of position power (information and legitimate). 

However, effective personal power source (expert and referent) were not more practiced in 

secondary schools of SNNPR though they have found the most effective power source in solving 

schools' problems, and strengthening the interrelation between the principals and teachers 

(Northouse, 2016; Yukl, 2013). This implies that school principals lacked the required leader‘s 

ability, skills, or expertise, interpersonal skills and charisma to perform their function in an 

excellent fashion (personal power) that influence teacher commitment.  To this end, if there is no 

effective implementation of personal power, it would negatively affect the teacher commitment 

and overall achievement of the organizational goals and outcomes in secondary schools of 

SNNPR. 

Furthermore, it was discovered that transactional leadership style was the most practiced 

leadership styles in secondary schools of SNNPR. This suggests that school principals exhibited 

greater levels of transactional leadership style in secondary schools of SNNPR followed by 

lassiez-faire leadership style. From this, it is possible to conclude that in secondary schools of 

SNNPR, effective transformational leadership style is not implemented. Transformational 

leadership style is characterized by leadership behaviors which involve producing trust, 

stimulating a shared vision, creating passion, inspiring creativity, providing coaching and 

recognizing accomplishments. To this end, if there is no effective implementation of 

transformational leadership style, it would negatively affect the achievement of organizational 
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goals and teacher commitment in secondary schools of SNNPR. In general, it can be concluded 

that in secondary schools of SNNPR, more transactional leadership style is being practiced 

nowadays. The qualitative result also supported the above idea that most principals use 

transactional leadership style. 

  Consistent with other findings (Million, 2016; Temesgen, 2011), Affective commitment 

had the highest mean score followed by continuance and normative commitments. Therefore, it 

can be concluded that teachers had a relatively high emotional attachment to, involvement in, and 

identification with secondary schools of SNNPR. However, teachers do not have a high level of 

feeling, of moral obligation to continue working in secondary schools of SNNPR. Therefore, it can 

be concluded that teachers in secondary schools of SNNPR show less normative commitment. This 

showed that some teachers felt more about ―wanting to stay‖ than ―obligation to stay‖ and ―having 

to stay‖ with the secondary schools. Therefore, it can be concluded that teachers of secondary 

schools felt less extent of continuance and normative commitment. This implies that teachers 

would be more likely to leave or do not stay long in their secondary schools. This may create loss 

of dedicated teachers from the school. To this end, the low level of teachers‘ continuance and 

normative commitments may negatively affect the achievement of organizational objectives in 

secondary schools. 

Similar to other studies (Feleke, 2014; Million; 2016; Temesgen, 2011), teacher 

commitment was moderately and positively correlated with principal power source and leadership 

style and also these leadership styles and power source can contribute to predict teacher 

commitment. Therefore, it is possible to conclude that power source and leadership style do play 

important roles in determining levels of affective, continuance abd normative commitment. In 

other words, giving more attention to power source and leadership styles can increase teacher 

commitment.  
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Likewise, a positive and significant correlation was obtained between dimensions of 

leadership style, power source dimensions and teacher commitment. Therefore, it is possible to 

conclude that power source dimensions (legitimate, reward, coercive, information, expert and 

reward powers) and leadership dimensions (transactional, transformational and laissez-faire 

commitments) can contribute in determining teacher commitment.  

 The hierarchical regression results further indicated that power source significantly 

predicted teacher commitment independently so did leadership style. Although power source and 

leadership style together accounted for 26.7% of the variance in teacher commitment, leadership 

style was found statistically significant than the power source. Accordingly, it can be concluded 

that the relationship between power source and teacher commitment was no longer significant 

when controlling for leadership style. Thus, leadership style is the most significant predictor of 

teacher commitment when controlling the power source. 

The independent t-test results also revealed that the perceptions of teachers and school 

principals were not similar regarding leadership style, power source and teacher commitment. 

From this result, it can be concluded that there was a major difference between principals‘ and 

teachers‘ perceptions regarding the power source, leadership styles and teacher commitment in 

secondary schools of SNNPR.  

The independent t-test results also indicated that there was no statistically significant 

difference between the perception of school principal demographic variables (gender, age, marital 

status, managerial experience, educational level) and that of power source, leadership style and 

teacher commitment. From this result, it can be concluded that principal power source, leadership 

style and teacher commitment do not depend on demographic variables in secondary schools of 

SNNPR. Sufficient evidence was not found to support that hypothesis which says there is 
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statistically significant difference between demographic variables and principal power source, 

leadership style and teacher commitment.  

In general, the present study indicates that a positive correlation exists between the power 

source, leadership style and teacher commitment. That means, the power source and leadership 

style determine the positive relationship with teacher commitment. Although power source and 

leadership style do play essential roles in determining levels of teacher commitment; the political 

influence of local authorities, ineffective use of personal power and transformational leadership 

style and the low level of continuance and normative commitments  affect the achievement of 

school goals in secondary schools of SNNPR.  

5.3. Recommendations 

Based on the major findings and conclusions drawn, the following recommendations are 

forwarded for current practice, policy makers and future researchers. 

5.3.1 Recommendations to Improve Practices 

To improve current practices of principal power source, leadership style and teacher 

commitment, the following recommendations are forwarded: 

1. While leadership functions and power practice may differ by organization type or discipline, the 

study presented here suggests that the positive interaction of power source and leadership style are 

possibly essential points of influence in affecting attitudes toward teacher commitment to the 

school. Hence, the secondary schools should attempt to maintain these power sources and 

leadership styles within their organizations as committed teachers are most needed. Therefore, the 

principal needs to use a combination of power source (personal and position power) and leadership 

styles (transformational and transactional leadership styles) particularly transformational 

leadership style and personal power if they desire change in their schools. Therefore, school 

principals provides adequate coaching, mentoring, encouragement,  reinforcing teachers, 
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supporting work environment, sense of respect and confidence in the teachers‘ ability is important 

to increase teacher commitment.  

2. Although the current status of teacher commitment of secondary schools was affective 

commitment, teachers felt a low level of continuance and normative commitments. To improve the 

low level of teachers‘ normative and continuance commitment, the SNNPR and the government 

should try to improve their payments and other benefit systems to develop teacher commitment. In 

addition, secondary schools need to offer rewards for teachers when they perform well in the form 

of monetary (payment, bonus) and non-monetary form (recognition, promotion, praise) and 

organize different discussions and meetings with teachers to maintain their commitment. 

Therefore, it is essential to establish a sound system of benefits, promotion, and development in 

order to increase teacher commitment. This contributes to reduce turnover and improve quality 

service delivery. The SNNPR education bureau and the government, therefore, search mechanisms 

to increase the salary scales, incentive packages (housing, transportation, etc.) and other fringe 

benefits for teachers, principals, supervisors and other educational professionals to improve their 

life, reduce turnover, increase their commitment and to improve quality education.  

3. Principals face a lot of challenges in leading the school, including lack of autonomy, lack of 

administrative freedom to make decisions, political interference in school decisions, principals‘ 

excessive burden and political engagement, spending too much time to urgent political tasks, and 

knowledge and skill gap in leadership.  Therefore, the woreda and Zone administrations should 

reduce or stop their unnecessary political interference and any needless interference in order to 

make them more autonomous, this also give them more power to influence teachers‘ commitment 

and to play leadership roles properly. 

4. It was found that principals in secondary schools lacked the required basic knowledge and skills 

in leadership. This leadership knowledge and skills help principals to improve school performance. 

Hence, this study recommends to the SNNPR education bureau to provide leadership training and 
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qualification  as a precondition to recruit and assign individuals into a principal position to 

contribute to improved school quality through greater professionalization, to improve satisfaction 

of principals in their jobs and possibly to increase number of candidates for school leadership 

positions. Besides, the SNNPR education bureau use a modified clear guidelines or strategies  in 

which qualified, competent and committed individuals will hold principal positions on a merit 

basis.  

5. Principals should have administrative and financial freedom to make sound decision, to manage 

school finances effectively and efficiently, and to participate in budget allocation and teacher 

recruitment process at the Zonal level. This increases school principals‘ confidence, commitment, 

accountability and influence on teachers. In addition, devolution of power towards individual 

schools, creating a democratic governance of schools by increasing the participation of 

stakeholders in school decision making (inclusive decision-making) is essential to strengthen 

principals‘ power and influence in the school. Particularly, participatory management (teachers‘ 

share significant degree of decision-making power  with their immediate principals) is needed. 

6. Various measures should be taken at the school, community and regional levels in order to 

address the problems related to power source, leadership styles and teacher commitment. These 

include creating close positive professional relationships among teachers, school principals, 

students, PTA and school board members; working collaboratively in an ethical way with the key 

stakeholders; collaborative problem solving practices; involvement of teachers in school decision 

making; creating strong bonds with the community; creating conducive and healthy school 

environments; proper utilization of power source and leadership style depending on the school 

situation and the diverse needs of teachers;  and fulfilling the required materials for the schools are 

needed. This can be achieved by secondary schools in collaboration with the SNNPR education 

Bureau. 
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5.3.2 Recommendation for Policymakers and Government 

The results of this study indicated that principal leadership style and power source have 

positive and significant relationship with teacher commitment. Hence, this study recommends the 

following measures to be taken by the SNNPR education bureau and MoE to improve the quality 

of the secondary education system provided in the region: 

 

1. The education bureau needs to revisit the criteria for recruiting and selecting school principals. 

The bureau needs to redesign strategies that will invite competent, committed and qualified 

principals to the position on a merit basis. The government is required to monitor closely the 

implementation of the policy and look again the current principal training and recruitment system 

and try to revise it. The revised principal training and recruitment system should attract potential 

and competent candidates to join the profession. However, care has to be taken in recruiting school 

principals. The candidates have to demonstrate academic competence, social skills required for 

leading and teaching groups, passion towards teaching, and leadership quality (BDS Center for 

Development Research, 2016). Use of such criteria in recruitment has direct implications on 

turnover of school principals. If those joining has a passion towards leading and demonstrate 

academic ability and leadership qualities, the probability of their staying in school is likely to be 

very high despite the challenges they face.  

In addition, in the training of principals, attention has to be given to intensive preparation 

that equips them with knowledge of leadership and management. This, in turn, will minimize their 

stress, anxiety, and ultimately attrition. Therefore, the SNNPR in collaboration with the MoE, in a 

long range, need to develop and put in to action school leadership development framework that 

will bring regularity to principals‘ recruitment, selection and assignment processes. The 

framework should have to contain detailed procedures that serve as a guideline for principals‘ 

recruitment, preparation and selection. It should have to also contain essential characteristics of 

effective school leadership that contributes to students‟ learning and academic achievement. 
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Moreover, the frameworks have to incorporate major tasks and responsibilities to be performed by 

effective school leaders to contribute to the overall improvement of the secondary education 

system of the region. 

2. By the same token, teaching and leading demands professionals who love to work with students 

and become a lifelong learner. Hence, recruiting candidates who are interested in the teaching 

profession, school will have a direct bearing on the quality of teaching and the rate of teacher and 

principal attrition (BDS Center for Development Research, 2016). On the other hand, by recruiting 

teachers who are not competent and who have low interest and commitment to become teachers 

will detrimentally influence the quality, professional development, and retention of teachers in 

schools. It is with this understanding that countries with strong teacher education systems, which 

are able to attract motivated and competent applicants, manage to create quality learning among 

students. 

3. In addition, devolution of power towards individual schools is essential to give adequate power 

to school principals to influence on teachers. Therefore,  principals need to get financial and 

administrative freedom to make sound decision and influence teachers‘ commitment. Otherwise, it 

will be difficult to influence teachers and bring the desired change in schools. Therefore, the 

SNNPR region and the government should decentralize the power to each school in order to 

empower principals and get adequate power to influence teachers.  

5.3.3. Recommendations for Future Researchers 

The results of this study indicated a positive and statistical relationship between: (a) 

principal leadership style and teacher commitment; (b) principal power source and teacher 

commitment: and (c) principal leadership style and power source. The researcher of this study 

strongly believes that basic and clear information and knowledge about the relationships between 

the identified variables  being made by the SNNPR, MoE and other stakeholders to improve the 
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quality of education provided in the region as well as in the country as a whole. Hence, the 

investigator of this study recommends the following: 

1. Additional research is needed to understand the link among school principal power source, 

leadership style and teacher commitment. Hence, important areas of future research concerns 

should be considered. First, a similar but comprehensive and deep analysis quasi experimental 

study needs to employ to see the causal effect of principal power source and leadership style on 

teacher commitment to make the study more comprehensive.  

2. In addition, it will be useful to include the views of supportive staff and administrative managers 

to make the study more comprehensive. It is also advisable that this study be replicated to explore 

the school principal power sources, leadership styles and teacher commitment of the private 

secondary educations and make a comparison of this study findings with the recommended study 

findings.   

5.4. Study limitations 

The study has several limitations that should be considered in future research. First, most of 

the participants were male, thus the voices of females were not adequate. This may open a debate 

whether such results would be obtained if gender composition was different. Second, the study did 

not show a cause and effect relationship among the three variables (i.e., power sources, leadership 

styles and teacher commitment). Third, this study was conducted in government secondary 

schools. It did not include private secondary schools. Therefore, it is difficult to generalize study 

findings to other private secondary schools. Fourth, shortages of literature on power source were 

taken as a limitation. Recent research findings and literature on power were not found adequately. 
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Appendix A 

Addis Ababa University 

College of education and behavioral studies 

Department of educational planning and management 

Questionnaire to be filled by teachers 

Dear Teacher: 

The general objective of this survey is to obtain information about the nexus among school 

principal power source, leadership style and teacher commitment. Therefore, based on your 

experience and knowledge, please respond to the questions presented below. Your responses will 

be kept confidential. The soundness and the validity of the findings are highly depend on your kind 

and genuine responses. Therefore, you are kindly requested to fill the questionnaire carefully and 

send it back to me as much as possible as per the indicated time (To be returned within two days). 

The data to be collected as part of this survey is for research and development purposes ONLY.  

Thank you in Advance!  

General Instruction for the Respondents   

 1. Please put your answer in the space provided for some of the close-ended questions and encircle 

the chosen reposes for those which do not have space to put the codes; 

2. The respondent can choose more than one response to some questions (multiple response items);  

3. Skip the code to which it does not require the response;  

4. Write down the response for open-ended questions whenever you want to provide additional 

data. 

SECTION A: BACKGROUND INFORMATION 

A1 Zone you are currently working ___________________________ 

A2 Woreda you are working now ___________________________ 

A3 Sex of the Respondent 1.    ⃝ Male 2.    ⃝ Female   

A4 Age in years ____________ 

A5 What is your marital status? 1=Single    2=Married     3=Divorced  4=Widow 5=Separated 

A6 What is your Qualification? 
1=Diploma         2=BA/BSc         3=MA/MSc                                               

4= Others specify______________ 

A7 Field of Specialization Major____________________        Minor______________ 

A8 Current Position ______________________ 

A9 Teaching experience in years? 

 

 

Consecutive years of Teaching   

A10 What is your gross monthly salary? 
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Part II. Leader's Power Sources Rater Form for Teachers 

This questionnaire is to describe the School Leader's power sources of the above-mentioned 

individual as you perceive it. Please answer all items on this answer sheet. If an item is irrelevant, 

or if you are unsure or do not know the answer, leave the answer blank. Please answer this 

questionnaire anonymously.  

2.1. Thirty five descriptive statements are listed in the following table. Judge how frequently each 

statement fits the person you are describing. Use the following rating scale. 

 

No  

 

 

Power Source 

Scales (0-4) 

0= Note at all 

1= Once in a while 

2= Sometimes 

3= Fairly often 

4= Frequently, if not 

always 

I Expert Power 0 1 2 3 4 

EP1 I approach my principal for advice on work-related problems because 

he/she is usually right.  

0 1 2 3 4 

EP2 When a difficult job comes up, my principal has the technical or 

practical  knowledge to get it done 

0 1 2 3 4 

EP3  My school principal has specialized training in his/her field.   

 

0 1 2 3 4 

EP4 My school principal  has the expert knowledge that helps me to 

perform my job 

0 1 2 3 4 

EP5 I prefer to do what my school principal recommends, because he/she 

has high professional expertise 

0 1 2 3 4 

EP6 My school principal has high professional experience in helping me to 

do my work.  

 

0 1 2 3 4 

II Reward Power      

ReP1  My school principal can recommend me for merit recognition if my 

performance is especially good.  

0 1 2 3 4 

ReP2 My school principal can encourage me when my work is outstanding 0 1 2 3 4 

ReP3 My school principal does not help me to get a salary raise, though I do 

my job well 

0 1 2 3 4 

ReP4 If I have additional effort in my job, my school principal can take it 

into consideration to get training opportunity  

0 1 2 3 4 

ReP5 I want to develop a good interpersonal relationship with my school 

principal  

0 1 2 3 4 
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ReP7 My school principal can recommend a promotion for me if my 

performance is consistently above average.  

0 1 2 3 4 

III Referent Power      

RfP1 My school principal has a good personality 0 1 2 3 4 

RfP2 I  do not want to find myself with my school principal 0 1 2 3 4 

RfP3 I admire my school principal because he/she treats all fairly.  

 

0 1 2 3 4 

RfP4 I do not like the personal qualities of my school principal 0 1 2 3 4 

RfP5 My school principal is the type of person I enjoy working with. 0 1 2 3 4 

IV Coercive Power      

CP1 My school principal can take disciplinary action against me for 

violating rules 

0 1 2 3 4 

CP2 My school principal can punish me if my performance is consistently 

below standards.  

0 1 2 3 4 

CP3 My school principal can punish me if I am  late to work.   0 1 2 3 4 

CP4 My school principal can take measure on me when I violate the human 

and democratic rights of my students.  

0 1 2 3 4 

CP5 My school principal can punish me if I do not do my duties effectively 0 1 2 3 4 

V Legitimate Power      

LP1 It is fair for my school principal to decide what he/she wants me to do.  0 1 2 3 4 

LP2 My school principal is acceptable in expecting cooperation from me in 

work related matters.  

0 1 2 3 4 

LP3 My school principal‘s position has the right to him/her to expect the 

support of his/her policies from me. 

0 1 2 3 4 

LP4 My school principal‘s position gives him/her the authority to change 

the procedures of my work.   

0 1 2 3 4 

LP5 I should do what my school principal wants because he/she is my boss.  0 1 2 3 4 

LP6 My school principal has the right to expect me to carry out his/her 

instructions 

0 1 2 3 4 

VI Information Power      

IP1 My school principal  tells me all the necessary information on time 0 1 2 3 4 

IP2 My school principal obtains better information than me 0 1 2 3 4 

IP3 My school principal hides me relevant information related to education 

and training 

0 1 2 3 4 

IP4 My school principal usually does not tell me the correct information 0 1 2 3 4 

IP5  My school principal uses the obtained information for the intended 

purpose 

0 1 2 3 4 

IP6  My school principal uses the obtained information to make a decision, 

to transmit information and direction 

0 1 2 3 4 
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Part III: Leadership Styles of School Principals: 

Direction: This Multi Factor Leadership Questionnaire (MLQ) Leader Form contains 36 items is 

that measures your full range leadership behavior and each item contains five scales ranging 

from 0 to 4 based on how frequently the manager actually does this with his/her associates and 

followers. Please answer all items on this answer sheet by putting ―X‖ sign. If an item is 

irrelevant, or if you are unsure or do not know the answer, leave the answer blank. Please answer 

this questionnaire anonymously. 

 

No MLQ Multifactor Leadership Questionnaire Scales (0-4) 

0= Note at all 

1= Once in a 

while 

2= Sometimes 

3= Fairly often 

4= Frequently, 

if not always 

IIA1 My school principal transmits self-respect in me for being 

associated with him/ her 

0 1 2 3 4 

IIA2 My school principal goes beyond self-interest for the good of 

the group 

0 1 2 3 4 

IIA3 My school principal acts in ways that builds my respect 0 1 2 3 4 

IIA4 My school principal displays a sense of power and 

confidence 

0 1 2 3 4 

IIB5 My school principal talks about their most important values 

and beliefs 

0 1 2 3 4 

IIB6 My school principal determines the importance of having a 

strong sense of purpose 

0 1 2 3 4 

IIB7 My school principal considers the moral and ethical 

consequences of decisions 

0 1 2 3 4 

IIB8 My school principal emphasizes the importance of having a 

collective sense of mission 

0 1 2 3 4 

IM9 My school principal talks optimistically(positively) about the 

future 

0 1 2 3 4 

IM10 My school principal talks willingly about what needs to be 

accomplished. 

0 1 2 3 4 

IM11 My school principal put in to words a compelling vision of 

the future. 

0 1 2 3 4 

IM12 My school principal expresses confidence that goals will be 

achieved 

0 1 2 3 4 

IS13 My school principal reexamines critical assumptions to 

question whether they are appropriate 

0 1 2 3 4 

IS14 My school principal searches different perspectives when 

solving problems. 

0 1 2 3 4 

IS15 My school principal gets me to look at problems from many 0 1 2 3 4 
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different angles 

IS16 My school principal suggests new ways of looking at how to 

complete assignments/ works 

0 1 2 3 4 

IC17 My school principal spends his/ her time to teaching and 

coaching. 

0 1 2 3 4 

IC18 My school principal treats me as individuals rather than just 

as a member of a group 

0 1 2 3 4 

IC19 My school principal considers me as having different needs, 

abilities, and aspirations from others 

0 1 2 3 4 

IC20 My school principal helps me to develop my strengths.   0 1 2 3 4 

CR21 My school principal provides me with assistance in exchange 

for my efforts 

0 1 2 3 4 

CR22 My school principal discusses in specific terms who is 

responsible for achieving performance targets 

0 1 2 3 4 

CR24 My school principal expresses satisfaction when I meet 

expectations 

0 1 2 3 4 

MBEA25 My school principal gives attention on irregularities, 

mistakes, exceptions, and deviations from standards 

0 1 2 3 4 

MBEA26 My school principal does not concentrate his/ her full 

attention on dealing with mistakes, complaints, and failures 

0 1 2 3 4 

MBEA28 My school principal directs my attention toward successes to 

meet standards 

0 1 2 3 4 

MBEP29 My school principal does not interfere in my work until 

problems become serious. 

0 1 2 3 4 

MBEP30 My school principal waits for things to go wrong before 

taking action 

0 1 2 3 4 

MBEP31 My school principal shows that he/she is a firm believer in 

―If it isn‘t broke, don‘t fix it.‖ 

0 1 2 3 4 

MBEP32 My school principal does not show that problems must 

become chronic before taking action 

0 1 2 3 4 

LFLS33 My school principal getting involved when important issues 

arise 

0 1 2 3 4 

LFLS34 My school principal is in his office when needed 0 1 2 3 4 

LFLS35 My school principal faces making decisions 0 1 2 3 4 

LFLS36 My school principal goes fast responding to urgent 

questions. 

0 1 2 3 4 

 

Part IV: Teachers’ Commitment 

Direction: This teachers‘ Commitment Questionnaire (TCQ) has 16 statements that used to 

describe your personal views of  teachers‘ commitment as you serve in your organization. Please 

indicate the extent of your agreement or disagreement with each statement as your commitment to 

the organization objectively as you can by putting ―X‖ sign as space provided. 
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SN Question/Descriptive Statement Scales (0-4) 

0= Note at all 

1= Once in a while 

2= Sometimes 

3= Fairly often 

4= Frequently, if not 

always 

I Affective Commitment  

AC1 I feel like part of the family at this school 0 1 2 3 4 

AC2 This school has a great deal of personal meaning for me. 0 1 2 3 4 

AC3 I feel a strong sense of belonging to this school. 0 1 2 3 4 

AC4 I feel emotionally attached to this school. 0 1 2 3 4 

AC5 I feel like part of my life at this school 0 1 2 3 4 

AC6 My school  is like my home 0 1 2 3 4 

II Continuance Commitment      

CC7 Even if it were to my advantage, I do not feel it would be right to 

leave my school now 

0 1 2 3 4 

CC8 I would violate a trust if I stop my job with this school now 0 1 2 3 4 

CC9 I would feel guilty if I left my school now. 0 1 2 3 4 

CC10 I would not leave this school right now because I have a sense of 

obligation to the people in it. 

0 1 2 3 4 

CC11 I would feel like a loser if I stop my job now 0 1 2 3 4 

III Normative Commitment      

NC12 Too much of my life would be interrupted if I decided that I wanted 

to leave this school now 

0 1 2 3 4 

NC13 I would not leave this school right now because of  what I would 

stand to lose. 

0 1 2 3 4 

NC14 It would be very costly for me to leave this school right now 0 1 2 3 4 

NC15 For me personally, the cost of leaving this school would be far 

greater than the benefit 

0 1 2 3 4 

NC 16 I would leave this school because I would no benefit from it 0 1 2 3 4 

 

 

Part V. Challenges related to Power Source, Leadership Style and Teachers’ Commitment 

Direction: The following table consists of a list of challenges related to power source, leadership 

styles and teacher commitment. Please put ―X‖ sign in your own choice. If your answer is ‗yes‘ 

put tick marks on yes part, if it is No, put your sign on No section. 

 

Code 

Challenges Related to Power source, Leadership style & Teacher  

Commitment 

Yes No 

I Problems Related to Power Bases   

PB1 My school Principal has the required expertise, knowledge and competencies in 

leadership 

  

PB2 My school principal in this school hides the relevant information from me   
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PB3 

 

My school principal in this school usually uses force on me (insult, punishment,)   

PB4 My school principal depends on mostly on rules and regulations to make a decision    

PB5 

 

My school Principal gives  rewards  me when my performance is good    

PB6 My school principal uses his/her power inappropriately    

PB7 My school principal has pressure from Woreda and Zone officials not to use his 

power properly 

  

PB8 My school principal has little power in the school   

II Problems Related to  Employees’ Commitment   

EC9 My school principal in this school has a strong commitment to his/ her work   

EC10 I have a strong commitment in my work    

EC11 My school principal at this school fails to motivate me    

EC12 My school principal respects my  values, and morale     

EC13 My school principal has the problem of doing his/ her work with commitment   

EC14 I do not want to leave my school   

EC15 In this school, employees have a strong commitment in their work   

III Problems Related to Leadership Styles   

LS16 My school principal does not participate me in school decision making   

LS17 I am not satisfied with my school principals‘ leadership styles    

LS18 I have a strong interest in my profession.   

LS19 My school principal at this school does not adequately support me   

LS20 My school principal at this school lacks inspirational skills to encourage teachers    

LS21 My school principal has a problem of respecting my right   

LS22 There is high political interference in my school   

LS23 My school principal in this school lacks self-confidence on his/ her work   

LS24 My school principal has trust in me   

LS25 My school principal has not academic freedom in the school    

LS26 My school principal does not work collaboratively with me   

LS27 My school Principal has adequate experience in a leadership position   

LS28 My school principal has a problem of sharing school vision to others   

LS29 My school principal does not have resources to influence teachers   

LS30 My school principal, clearly communicates me my job description in details   

 

6.If you know any other challenges out of the listed ones, please specify here 

_______________________________________________________________________________

_______________________________________________________________________________

_______________________________________________________________________________ 

 

7. Which of these challenges is very critical? Less critical? (Prioritize, or rank them in ascending 

or descending order according to their levels of importance of tackling)  

_______________________________________________________________________________

_______________________________________________________________________________ 

8. What recommendations do you suggest to solve these problems? (Focused way forward to the 

policy makers, to school leaders, woreda /KE administrators, PTSAs, principals, students, teachers, 

etc) 
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Appendix B 

Addis Ababa University 

College of Education and Behavioral Studies 

Department of Educational Planning and Management 

Questionnaire to be filled by school Principals 

 Dear School Principal: 

 The general objective of this survey is to obtain information about the nexus among school leader 

power source, leadership style and teacher commitment. Therefore, based on your experience and 

knowledge you have, please respond to the questions presented below. Your responses will be kept 

confidential. The soundness and the validity of the findings are highly depend on your kind and 

genuine responses. Therefore, you are kindly requested to fill the questionnaire carefully and send 

it back in as much as possible as per the indicated time (To be returned within three days). The 

data to be collected as part of this survey is for research and development purposes ONLY.  

  Thank you in Advance! 

General Instruction for the Respondents   

 1. Please put your answer in the space provided for some of the close-ended questions and encircle 

the chosen reposes for those which do not have space to put the codes; 

2. The respondent can choose more than one response to some questions (multiple response items);  

3. Skip the code to which it does not require the response;  

4. Write down the response for open-ended questions whenever you want to provide additional 

data. 

MODULE 1: BACKGROUND INFORMATION 

1.1.  Zone you are currently working ___________________________ 

1.2.  Woreda you are working now ___________________________ 

1.3.  Sex of the respondent  1=Male ___________ 2=Female___________ 

1.4.  Age in years  ____________ 

1.5.  What is your marital status?  1=Single    2=Married     3=Divorced  4=Widow 5=Separated 

1.6.  What is your qualification?  
1=Diploma 2=BA/BSc 3=MA/MSc 4=Others 

specify______________ 

1.7.  Field of specialization Major____________________        Minor______________ 

1.8.  Current Position ______________________ 

1.9.  Leadership experience in years?  

 

 

Consecutive years of leading   

1.10 What was your gross monthly salary? 
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Part II: Principals’ Power Sources Rater Form for Leaders:  

This questionnaire is to describe the Manager's power source of the above-mentioned individual as you 

perceive it. Please answer all items on this answer sheet. If an item is irrelevant, or if you are unsure or do 

not know the answer, leave the answer blank. Please answer this questionnaire anonymously. Thirty-five 

descriptive statements are listed in the following table. Judge how frequently each statement fits the person 

you are describing. Use the following rating scale. 

No Sources of Power Scales (0-4) 

0= Note at all 

1= Once in a 

while 

2= Sometimes 

3= Fairly often 

4= Frequently, if 

not always 

I Expert Power 0 1 2 3 4 

1EP I approach my teachers for support on work-related problems because I am 

usually right.  

0 1 2 3 4 

2EP When a tough job comes up, I have the technical ―know how‖ to get it done 0 1 2 3 4 

4EP I have the expert knowledge to perform my job 0 1 2 3 4 

5EP  I prefer to do with my teachers, because I have high professional expertise 0 1 2 3 4 

6EP I have high professional experience to draw from in helping me to do my work.  

 

0 1 2 3 4 

II Reward Power      

7ReP I can recommend my teacher for merit recognition if his/ her performance is 

especially good.  

0 1 2 3 4 

8ReP I can provide opportunities for teachers‘ advancement if their work is 

outstanding 

0 1 2 3 4 

9ReP I can make a teacher get a pay raise, if   s/he does his/ her job well 0 1 2 3 4 

10ReP If the teacher put forth extra effort, I can take it into consideration to determine 

his/her pay raise  

0 1 2 3 4 

11ReP I want to develop a good interpersonal relationship with my teachers.  0 1 2 3 4 

13ReP I can recommend a promotion for a teacher if his/ her performance is 

consistently above average.  

 

0 1 2 3 4 

III Referent Power      

15RfP I want to identify myself with my teachers 0 1 2 3 4 

17RfP My teachers like my personal qualities  0 1 2 3 4 

18RfP Teachers admire the school principal because I treat them fairly.  

 

0 1 2 3 4 
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19RfP Teachers do not like the principal personal qualities of my school principal 0 1 2 3 4 

20RP Teachers enjoy working with me 0 1 2 3 4 

IV Coercive Power      

20CP I can take disciplinary measure on a teacher if his/ her performance is 

consistently below standards.  

0 1 2 3 4 

21CP I can suspend or punish a teacher if s/he is habitually late in coming to work.   0 1 2 3 4 

22CP I can punish a teacher if he/ she is late to work.   0 1 2 3 4 

23CP I can take measure on a teacher when I violate the human and democratic rights 

of my students. 

0 1 2 3 4 

24CP I can punish a teacher if  he/ she does not do his/ her duties effectively 0 1 2 3 4 

V Legitimate Power      

25LP It is reasonable for me as a boss to decide what I want a teacher to do.  0 1 2 3 4 

26LP I am justified in expecting cooperation from a teacher in work related matters.  0 1 2 3 4 

27LP My position entitles me to expect support regarding policies from a teacher. 0 1 2 3 4 

28LP My position does not give me the authority to change the procedures of a 

teacher work.   

0 1 2 3 4 

29LP A teacher should do what I want because I am his/ her boss or leader.  0 1 2 3 4 

30LP I have the right to expect a teacher to carry out my instructions 0 1 2 3 4 

VI Information Power      

31If  I tell all the necessary information to my teachers on time 0 1 2 3 4 

32If I possess better information than teachers 0 1 2 3 4 

33If I hide relevant information from teachers 0 1 2 3 4 

34If I give incomplete information to teachers 0 1 2 3 4 

35If I use the information that I obtained for unintended purpose 0 1 2 3 4 

36If I use multiple channels (oral, written, electronic) to transmit information or 

order to teachers 

0 1 2 3 4 

 

Leadership styles of leaders: 

Direction: This Multi Factor Leadership Questionnaire (MLQ) Leader Form contains 36 

items is that measures your full range leadership behavior and each item contains five scales 

ranging from 0 to 4 based on how frequently the manager actually do this with his/her 

associates and followers. Please answer all items on this answer sheet by putting ―X‖ sign. If 

an item is irrelevant, or if you are unsure or do not know the answer, leave the answer blank. 

Please answer this questionnaire anonymously. 

Key for Scales :-Not at all =0; Once in a while=1, Sometimes=2; Fairly often=3;  

Frequently, if not always=4 
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No MLQ Multifactor Leadership Questionnaire 

 

Scales (0-4) 

0=Not at all 

1=Once in a while  

2=Sometimes  

3=Fairly often  

4= Frequently, if 

not always 

1 I provide others with assistance in exchange for their efforts      

2 I re-examine critical assumptions to question whether they are 

appropriate 

0 1 2 3 4 

3 I fail to interfere until problems become serious. 0 1 2 3 4 

4 I focus attention on irregularities, mistakes, exceptions, and deviations 

from standards 

0 1 2 3 4 

5 I avoid getting involved when important issues arise 0 1 2 3 4 

6 I talk about my most important values and beliefs  0 1 2 3 4 

7 I am absent when needed 0 1 2 3 4 

8  I seek differing perspectives when solving problems. 0 1 2 3 4 

9 I talk optimistically about the future 0 1 2 3 4 

10 I instill pride in others for being associated with me 0 1 2 3 4 

11 I discuss in specific terms who is responsible for achieving 

performance targets 

0 1 2 3 4 

12 I wait for things to go wrong before taking action 0 1 2 3 4 

13 I talk enthusiastically about what needs to be accomplished. 0 1 2 3 4 

14 I specify the importance of having a strong sense of purpose.  0 1 2 3 4 

15 I spend time teaching and coaching. 0 1 2 3 4 

16  I make clear what one can expect to receive when performance goals 

are achieved 

0 1 2 3 4 

17 I show that I am a firm believer in ―If it isn‘t broke, don‘t fix it.‖ 0 1 2 3 4 

18 I go beyond self-interest for the good of the group  0 1 2 3 4 

19 I treat others as individuals rather than just as a member of a group. 0 1 2 3 4 

20 I demonstrate that problems must become chronic before I take action  0 1 2 3 4 

21 I act in ways that build others‘ respect for me 

 

0 1 2 3 4 

22 I concentrate my full attention on dealing with mistakes, complaints, 

and failures  

0 1 2 3 4 

23 I consider the moral and ethical consequences of  decisions 0 1 2 3 4 
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24 I keep track of all mistakes. 0 1 2 3 4 

25 I display a sense of power and confidence 0 1 2 3 4 

26 I articulate a compelling vision of the future. 0 1 2 3 4 

27 I direct my attention toward failures to meet standards 0 1 2 3 4 

28 I avoid making decisions 0 1 2 3 4 

29 I consider an individual as having different needs, abilities, and 

aspirations of others.  

0 1 2 3 4 

30 I get others to look at problems from many different angles 0 1 2 3 4 

31 I help others to develop their strengths.   0 1 2 3 4 

32 I suggest new ways of looking at how to complete assignments 0 1 2 3 4 

33 I delay responding to urgent questions. 0 1 2 3 4 

34 I emphasize the importance of having a collective sense of mission 0 1 2 3 4 

35 I express satisfaction when others meet expectations 0 1 2 3 4 

36 I express confidence that goals will be achieved 0 1 2 3 4 

 

 Teachers‘ Commitment 

Direction: This Teachers Commitment Questionnaire (TCQ) has 16 statements that used to 

describe your personal views of teachers‘ commitment as you serve in your organization. Please 

indicate the extent of your agreement or disagreement with each statement as your commitment to 

the organization objectively as you can by putting ―X‖ sign as space provided. 

Key for Scales: -Strongly Disagree=0; Disagree=1; Neutral=2; Agree=3; Strongly Agree=4 

 

SN Question/Descriptive Statement Scales (0-4) 

0= Note at all 

1= Once in a 

while 

2= Sometimes 

3= Fairly often 

4= Frequently, if 

not always 

1 I feel like part of the family at this organization. 0 1 2 3 4 

2 Too much of my life would be disrupted if I decided that I wanted to 

leave this organization now 

0 1 2 3 4 

3 I would not leave this organization right now because of  what I would 

stand to lose. 

0 1 2 3 4 

4 This organization has a great deal of personal meaning for me. 0 1 2 3 4 

5 It would be very costly for me to leave this organization right now 0 1 2 3 4 

6 For me personally, the cost of leaving this organization would be far 0 1 2 3 4 
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greater than the benefit 

7 Even if it were to my advantage, I do not feel it would be right to 

leave my organization now 

0 1 2 3 4 

8 I would violate a trust if I quit my job with this organization now 0 1 2 3 4 

9 I feel a strong sense of belonging to this organization. 0 1 2 3 4 

10 I feel emotionally attached to this organization. 0 1 2 3 4 

11 I would feel guilty if I left my organization now. 0 1 2 3 4 

12 I would not leave this organization right now because I have a sense of 

obligation to the people in it. 

0 1 2 3 4 

13 I feel like part of my life at this school 0 1 2 3 4 

14 My school has is like my home 0 1 2 3 4 

15 I would feel like a loser if I stop my job now 0 1 2 3 4 

16 I would leave this school because I would no benefit from it 0 1 2 3 4 

 

Part V. Challenges related to Power Sources, Leadership Style and Teachers’ Commitment 

Direction: The following table consists of a list of challenges related to power source, 

leadership styles and teacher commitment. Please put ―X‖ sign in your own choice. If your 

answer is ‗yes’ put tick marks on yes part, if it is No, put your sign on No section. 

 

 

Code 

Challenges Related to Power source, Leadership style & Teacher  

Commitment 

Yes No 

I Problems Related to Power Bases   

PB1 My school Principal has the required expertise, knowledge and competencies in 

leadership 

  

PB2 My school principal in this school hides the relevant information from me   

PB3 

 

My school principal in this school usually uses force on me (insult, punishment,)   

PB4 My school principal depends on mostly on rules and regulations to make a 

decision  

  

PB5 

 

My school Principal gives  rewards  me when my performance is good    

PB6 My school principal uses his/her power inappropriately    

PB7 My school principal has pressure from Woreda and Zone officials not to use his 

power properly 

  

PB8 My school principal has little power in the school   

II Problems Related to  Employees’ Commitment   

EC9 My school principal in this school has a strong commitment to his/ her work   

EC10 I have a strong commitment in my work    

EC11 My school principal at this school fails to motivate me    

EC12 My school principal respects my  values, and morale     

EC13 My school principal has the problem of doing his/ her work with commitment   

EC14 I do not want to leave my school   

EC15 In this school, employees have a strong commitment in their work   

III Problems Related to Leadership Styles   

LS16 My school principal does not participate me in school decision making   
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LS17 I am not satisfied with my school principals‘ leadership styles    

LS18 I have a strong interest in my profession.   

LS19 My school principal at this school does not adequately support me   

LS20 My school principal at this school lacks inspirational skills to encourage teachers    

LS21 My school principal has a problem of respecting my right   

LS22 There is high political interfernce in my school   

LS23 My school principal in this school lacks self-confidence on his/ her work   

LS24 My school principal has trust in me   

LS25 My school principal has not academic freedom in the school    

LS26 My school principal does not work collaboratively with me   

LS27 My school Principal has adequate experience in a leadership position   

LS28 My school principal has a problem of sharing school vision to others   

LS29 My school principal does not have resources to influence teachers   

LS30 My school principal, clearly communicates me my job description in details   

 

6.If you know any other challenges out of the listed ones, please specify here 

_______________________________________________________________________________

_______________________________________________________________________________

_______________________________________________________________________________

___________________________________________________________________________ 

________________________________________________________________ 

 

7. Which of these challenges are very critical? Less critical? (Prioritize, or rank them in ascending 

or descending order according to their levels of importance for tackling)  

_______________________________________________________________________________

_______________________________________________________________________________

_______________________________________________________________________________

___________________________________________________________________________ 

8. What recommendations do you suggest to solve these problems? (Focused way forward to the 

policy makers, to school leaders, woreda /KE administrators, PTSAs, principals, students, teachers, 

etc). 

_____________________________________________________________________________ 

_______________________________________________________________________________

_______________________________________________________________________________

_______________________________________________________________________________

___________________________________________________________________________ 
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Appendix C 

Interview Guide for School Principals 

DIRECTIONS: The purpose of this interview is to gather data about the nexus among school 

leaders‘ power source and leadership style and teachers‘ commitment in secondary schools 

of SNNPR.  The data you provide as response to the questions I pose will contribute to a 

clear understanding of the problem, which in turn, will help to suggest solutions for the 

problem. I therefore, kindly ask you to provide your honest responses to the questions. 

I. Questions related to Power sources 

1.  Who gives you power and where do you get your power from? 

2. What powers do you have in school? And how does this power helps you to promote teachers‘ 

    organizational commitment? 

3. Various types of power are identified: personal and positional power. What is 

     your understanding of and how do you apply these powers? (i.e., referent power,  

     legitimate power, expert power, reward power, information and coercive power.) Do  

     you understand these types of power and which one do you commonly use and why? 

4. Are there factors preventing you from exercising your power in order to ensure quality 

    teaching in your school? 

2. Leadership Styles 

1.  How can you use your leadership style to reach your school‘s academic objectives? 

2. What leadership styles do you often use to promote organizational commitment? 

3. Various types of leadership styles are found in literature: transformational, transactional and 

      Laissez-faire. What is your understanding regarding the above leadership styles and how do   

you apply these leadership styles? 

4. What challenges you face in exercising your leadership style? 

3. Teachers’ Commitment 

1.  How do you see yourself and teachers‘ commitment to your school? 

2. What factors influence teachers‘ and students‘ as well as your commitment to your school? 

4. Challenges 

1. What are the major challenges that affect the school principals‘ power bases and leadership 

style? 

2. What measures can be put in place to alleviate the problem of school leaders‘ power source and 

leadership styles influence in SNNPR?  

● Measures at the school level 
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● Measures at the community level, if any 
● Measures at policy level 

3. Do you have any other comments or suggestions that you want to tell us? If so, please do tell us 

about them now. 
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Appendix D 

Interview Guide for Supervisors 

DIRECTIONS: The purpose of this interview is to gather data about the nexus among school 

principal power source and leadership style and teachers‘ commitment in secondary schools 

of SNNPR.  The data you provide as response to the questions I pose will contribute to a 

clear understanding of the problem, which in turn, will help to suggest solutions for the 

problem. I, therefore, kindly ask you to provide your honest responses to the questions. 

I. Questions related to Power sources 

1.  Who gives the power to the school principal and what are the criteria to grant power for school 

principals? 

2. In your observation, which power source the school principals often apply in the school? (I.e., 

referent power, legitimate power, expert power, reward power, information and 

coercive power) 

3.  What factors do you think prevent the school principal from not exercising his/ her power 

effectively and efficiently in school? 

2. Leadership Styles 

1.   How can you use your leadership style to reach your school‘s academic objectives? 

2. Which leadership styles do school principals often use in their school? 

3. What challenges do school principals face in exercising their leadership style? 

4. From your supervision conducted so far in school, which major challenges did you see in the 

school principals regarding their leadership? 

3. Teachers’ Commitment 

1.  How do you see school principals‘ and teachers‘ commitment in school? 

2. How do you express school principals‘ level of commitment? (Very High, High, Medium, Low 

or Very Low) 

3. What factors affect school principal‘s commitment not to perform well in their school? 

4. Challenges 

1. What are the major challenges that affect the school principals‘ power source and leadership 

style? 

2. What measures can be put in place to alleviate the problem of school leaders‘ power source and 

leadership styles influence in SNNPR?  

● Measures at the school level 
● Measures at the community level, if any 
● Measures at policy level 
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3. Do you have any other comments or suggestions that you want to tell us? If so, please do tell us 

about them now. 
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Appendix E 

Interview Guide for Zone Education Department Head 

DIRECTIONS: The purpose of this interview is to gather data about the nexus among school 

leaders‘ power source, leadership style and teachers‘ commitment in secondary schools of 

SNNPR.  The data you provide as response to the questions I pose will contribute to a clear 

understanding of the problem, which in turn, will help to suggest solutions for the problem. I 

therefore kindly ask you to provide your honest responses to the questions. 

I. Questions related to Power source 

1. How do you give power to school principal and what are the criteria to grant power for school 

principals? 

2. How do you evaluate the capacity of the school principals in secondary schools of the Zone? 

3. How often do you supervise the school principals in the Zone? What support do you provide for 

school principals? 

4. What factors do you think prevent school principals from not exercising their power effectively 

and efficiently in school? 

2. Leadership Styles 

1.  How do you evaluate school principals‘ leadership style? 

2.   What challenges do school principals face in exercising their leadership style in the Zone? 

3. From your supervision conducted so far in the school, what major challenge did you see in the 

school principals regarding their leadership? 

3. Teachers’ Commitment 

1.  How do you see school principals‘ and teachers‘ commitment in secondary schools in the 

Zone? 

2. How do you express school principals‘ level of commitment in the Zone? (Very High, High, 

Medium, Low or Very Low) 

3. What factors affect school principal‘s commitment not to perform well in their school? 

4. Challenges  

1. What are the major challenges that affect the school principals‘ power source and leadership 

style? 

2. What measures can be put in place to alleviate the problem of school leaders‘ power source and 

leadership styles influence in SNNPR?  

● Measures at the school level 
● Measures at the community level, if any 
● Measures at the policy level 
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3. Do you have any other comments or suggestions that you want to tell us? If so, please do tell us 

about them now. 
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Appendix F 

Informed Consent Forms 

Dear Teachers or Informants, 

I am a PhD student at the Department of Educational Planning and Management of Addis Ababa 

University. My doctoral dissertation is on: The Link between power bases, leadership style and 

organizational commitment. The purpose of this research project is to explore the views of teachers, school 

principals, supervisors and Zone Education Heads about the link among the above three variables. This 

informed consent form will give you the basic idea of what the research is about and what your 

participation will involve. Please take the time to read this form carefully and to understand any 

accompanying information. 

As part of my PhD study I am asking you to participate in this research study by completing a questionnaire 

survey or as key informants of Interview. My purpose is to analyze the link among school principals‘ power 

bases, leadership styles and organizational commitment through questionnaire and interview. If all the 

participants agree, the discussions and interviews will be audio/or videotaped and later transcribed by the 

researcher. Transcripts will be typed with codes and pseudonyms. You may withdraw your consents if you 

feel you are inconvenient at any time. In signing this form you are agreeing to participate in this study. I 

would be most happy to answer any questions you might have. Please write or call. 

Here is my: 

● Telephone number : +251911988055 

● e-mail address: amengistu23@gmail.com 

Thank you in advance, 

Mengistu Amare 

Investigator 

I, __________________________________, have read the above statement and agree to participate in this 

study as an informant. 

______________________                   ______________________ 

Signature of participant                                                  Date 
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Annex1: Multiple Regression between Leadership Style, Power Base and 

Organizational commitment 

 
Model Summary 

Model R R Square Adjusted R Square Std. Error of the 
Estimate 

1 .514a .264 .261 .69786 

a. Predictors: (Constant), power base, Leadership style 

 

Annex2:  Multiple regression between power base dimensions, leadership 

styles dimensions and organizational commitment 

 
Model Summary 

Model R R Square Adjusted R Square Std. Error of the 

Estimate 

1 .542a .293 .279 .68920 

a. Predictors: (Constant), Transformational. Coercive power, information 
power, Legitimate power, Referent power, Reward power, transactional, 

Expert power, laissez-faire 

 
Annex 3: Multiple Regression between position power, personal power and Leadership Style 

Model Summary 

Model R R Square Adjusted R 

Square 

Std. Error of the Estimate 

1 .761a .579 .577 16.86377 

a. Predictors: (Constant), personal power, power base 
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Annex 4 Independent t-test between principals’ Sex 
Independent Samples Test 

 Levene's Test for 

Equality of 

Variances 

t-test for Equality of Means 

F Sig. T df Sig. (2-
tailed) 

Mean 
Difference 

Std. Error 
Difference 

95% Confidence 
Interval of the 

Difference 

Lower Upper 

Power base 

Equal 
variances 

assumed 

.275 .601 -.492 100 .623 -2.71543 5.51392 -13.65488 8.22403 

Equal 

variances not 

assumed 

  
-.585 8.893 .573 -2.71543 4.64183 -13.23533 7.80448 

Leadership 

style 

Equal 

variances 

assumed 

.044 .834 -.885 100 .378 -4.85638 5.48889 -15.74618 6.03341 

Equal 

variances not 

assumed 

  
-1.009 8.708 .340 -4.85638 4.81503 -15.80475 6.09198 

Organizational 

commitment 

Equal 

variances 

assumed 

.794 .375 -.390 100 .697 -1.23138 3.15493 -7.49067 5.02790 

Equal 
variances not 

assumed 

  
-.496 9.247 .631 -1.23138 2.48194 -6.82311 4.36034 

 
 

Annex 5 Independent t-test (Married and Single) 

 
Independent Samples Test 

 Levene's Test 

for Equality of 

Variances 

t-test for Equality of Means 

F Sig. t df Sig. (2-

tailed) 

Mean 

Difference 

Std. Error 

Difference 

95% Confidence 

Interval of the 

Difference 

Lower Upper 

Power base 

Equal variances 

assumed 
.046 .831 -1.190 99 .237 -5.26224 4.42177 -14.03598 3.51151 

Equal variances 

not assumed 
  -1.159 15.494 .264 -5.26224 4.53897 -14.91004 4.38556 

Leadership 

style 

Equal variances 

assumed 
.020 .888 -.504 99 .615 -2.23164 4.42876 -11.01925 6.55597 

Equal variances 

not assumed 
  -.477 15.230 .640 -2.23164 4.67521 -12.18350 7.72021 

Organizational 

commitment 

Equal variances 

assumed 
1.523 .220 -.045 99 .964 -.11538 2.55899 -5.19298 4.96221 

Equal variances 

not assumed 
  -.035 13.885 .972 -.11538 3.27098 -7.13642 6.90566 
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Annex 6  Independent t-test (Educational Level) 

Independent Samples Test 

 Levene's 
Test for 

Equality of 

Variances 

t-test for Equality of Means 

F Sig. T df Sig. (2-
tailed) 

Mean 
Difference 

Std. Error 
Difference 

95% Confidence 
Interval of the 

Difference 

Lower Upper 

Power base 

Equal variances 
assumed 

1.312 .255 -.021 100 .983 -.13542 6.30787 -12.65006 12.37923 

Equal variances 

not assumed 
  -.032 6.620 .976 -.13542 4.28307 -10.38234 10.11150 

Leadership 

style 

Equal variances 
assumed 

1.328 .252 -.207 100 .837 -1.30208 6.29481 -13.79080 11.18663 

Equal variances 

not assumed 
  -.301 6.570 .773 -1.30208 4.32818 -11.67406 9.06989 

Organizational 

commitment 

Equal variances 
assumed 

.050 .824 .984 100 .328 3.53125 3.59027 -3.59174 10.65424 

Equal variances 

not assumed 
  1.009 5.682 .354 3.53125 3.50068 -5.15215 12.21465 

 

 

Annex 7 

 

 

 
 

 

 

 

 

 

 

 

 

 

 

 

 

 

KMO and Bartlett's Test 

Kaiser-Meyer-Olkin Measure of Sampling Adequacy. .866 

Bartlett's Test of Sphericity 

Approx. Chi-Square 3164.730 

Df 465 

Sig. .000 



306 
 

 

 

 

 

 

 

Total Variance Explained 

Component Initial Eigenvalues Extraction Sums of Squared Loadings Rotation Sums of Squared Loadings 

Total % of 

Variance 

Cumulative % Total % of 

Variance 

Cumulative % Total % of Variance Cumulative % 

1 6.224 20.076 20.076 6.224 20.076 20.076 3.585 11.565 11.565 

2 2.730 8.805 28.881 2.730 8.805 28.881 2.792 9.005 20.571 

3 1.603 5.170 34.051 1.603 5.170 34.051 2.359 7.610 28.181 

4 1.258 4.059 38.110 1.258 4.059 38.110 2.047 6.604 34.785 

5 1.235 3.984 42.094 1.235 3.984 42.094 1.543 4.978 39.763 

6 1.199 3.866 45.960 1.199 3.866 45.960 1.523 4.912 44.675 

7 1.079 3.480 49.440       

8 .977 3.152 52.592       

9 .950 3.065 55.657       

10 .919 2.963 58.620       

11 .879 2.837 61.457       

12 .850 2.740 64.197       

13 .810 2.614 66.812       

14 .801 2.584 69.396       

15 .750 2.421 71.816       

16 .730 2.355 74.171       

17 .708 2.285 76.456       

18 .675 2.178 78.634       

19 .658 2.122 80.756       

20 .613 1.978 82.734       

21 .596 1.922 84.656       

22 .582 1.876 86.532       

23 .555 1.792 88.324       

24 .530 1.710 90.034       

25 .522 1.683 91.717       

26 .498 1.606 93.323       

27 .469 1.513 94.836       

28 .453 1.460 96.296       

29 .414 1.336 97.632       

30 .376 1.214 98.846       

Extraction Method: Principal Component Analysis. 
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Annex 8 

List of School Principals, Sex, Age, Code, Date of Interview, Place of Interview 

and Descriptions 

 

 

 

 

 

 

 

 

 

 

 

 

No Pseudo Name Sex Age                  

Code 

Date of Interview Place of Interview Descriptions 

1.  Abel Adugna M 48 PS1 May 23, 2019 

 

Principal‘s Office  Red, short and handsome 

2.  Ashenafi Mamo M 35 PS2 April29, 2019 Principal‘s Office Black, tall and thin 

3.  Bilen Mohammed  F 28 PS3 May 12,2019 Principal‘s Office Fat, Shy, with smiley face 

4.  Belay Shiberu M 25 PS4 May 11, 2019 

 

Principal‘s Office Short, black and fat 

5.  FeredeAlemayehu M 35  PS5 May 17, 2019 Principal‘s Office Tall, thin and Red 

6.  Tseahy Teshome F 30 PS6 May 7, 2019 

 

Principal‘s Office Fat, red with long hair 

7.  Kifle Teferi M 42 PS7 May 14, 2019 

 

Principal‘s Office Tall, fat and black 

8.  Meaku Desta M 36 PS8 May 6, 2019 Principal‘s Office Short, black and muscular 

9.  MiskySufian F 35 PS9 May l9, 2019 Principal‘s Office Slim, red and  chocolate 

color 

10.  Mulugeta Kebede M 42 PS10 May 16, 2019 Principal‘s Office giant, red, and smiley  

11.  Mume Deder M 31 PS11 May 20, 2019 Principal‘s Office Short, black and frown 

face 

12.  Negash Tolosa M 37 PS12 May 30, 2019 Principal‘s Office Tall, talkative and black 

13.  Tesema Adinew  M 40 PS13 May 22, 2015 Principal‘s Office Tall, humble and Shy 

14.  Seid  Hussen M 47 PS14 May 27, 2015 Principal‘s Office Short, Smiley and 

cooperative 
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Annex 9 

List of Supervisors, Sex, Age, Code, Date of Interview, Place of Interview and 

Descriptions 

 

N

o 

Pseudo Name Sex Age         

Code 

Date of 

Interview 

Place of 

Interview 

Descriptions 

15.  Abebe Teshome M 42 SS1 May 21, 2019 

 

Principal‘s Office  Black, tall and ugly 

16.  Aseged Negash M 37 SS2 April27, 2019 Staff  Office Red, tall and handsome 

17.  Bue Tesfaye  F 38 SS3 May 15,2019 Principal‘s Office Short, black, frown face 

18.  Beeket Assefa M 26 SS4 May 10, 2019 

 

Principal‘s Office Medium size, red and fat 

19.  Fekadu Adamu M 34  SS5 May 13, 2019 Staff Office Short, thin and black 

20.  Tigit Tilahun F 31 SS6 May 4, 2019 

 

Principal‘s Office Thin, black with long hair 

21.  Kidane Belay M 43 SS7 May 16, 2019 

 

Staff  Office Tall, thin and black 

22.  Mekuria Desalegn M 33 SS8 May 3, 2019 Principal‘s Office Short, fat and muscular 

23.  Mistere Adugna F 36 SS9 May l8, 2019 Principal‘s Office Slim, thin with long hair 

24.  Mulalem Kifle M 42 SS10 May 20, 2019 Principal‘s Office short, red, and smiley  

25.  Mola Desta M 29 SS11 May 23, 2019 Principal‘s Office giant, tall and black 

26.  Nebiyu Tadesse M 37 SS12 May 29, 2019 Staff  Office Red, tall and smiley face 

 

Annex 10 

Transformational, transactional and Laissez-faire leadership styles and Teachers‘ 

affective Commitment 

Model Summary 

Model R R Square Adjusted R 

Square 

Std. Error of the 

Estimate 

1 .451a .203 .198 3.46799 

a. Predictors: (Constant), transactional, Transformational, laissez-faire 
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ANOVAa 

Model Sum of Squares Df Mean Square F Sig. 

1 

Regression 1366.958 3 455.653 37.886 .000b 

Residual 5351.986 445 12.027   

Total 6718.944 448    

a. Dependent Variable: affective commitment 

b. Predictors: (Constant), transactional, Transformational, laissez-faire 

 

Coefficients 

Model Unstandardized Coefficients Standardized 

Coefficients 

t Sig. 

B Std. Error Beta 

1 

(Constant) 5.598 .572  9.792 .000 

laissez-faire .190 .072 .156 2.655 .008 

Transformational .089 .016 .375 5.458 .000 

Transactional -.023 .031 -.051 -.739 .460 

a. Dependent Variable: affective commitment 

 

Annex11 

Transformational, transactional, laissez-faire leadership styles and 

teachers’ normative commitment 

Model Summary 

Model R R Square Adjusted R 

Square 

Std. Error of the 

Estimate 

1 .428a .183 .178 3.95646 

a. Predictors: (Constant), transactional, transformational, laissez-faire 

 

 

ANOVAa 

Model Sum of Squares Df Mean Square F Sig. 

1 

Regression 1565.163 3 521.721 33.329 .000b 

Residual 6965.825 445 15.654   

Total 8530.989 448    

a. Dependent Variable: normative commitment 

b. Predictors: (Constant), transactional,  transformational, laissez-faire 
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Coefficients 

Model Unstandardized Coefficients Standardized 

Coefficients 

t Sig. 

B Std. Error Beta 

1 

(Constant) 1.891 .652  2.899 .004 

Laissez-fair -.153 .082 -.112 -1.872 .062 

Transformational .047 .019 .177 2.545 .011 

Transactional .176 .035 .350 4.964 .000 

a. Dependent Variable: normative commitment 

Annex 12 

Transformational, transactional and Laissez-faire leadership styles and Teachers‘ 

continuance Commitment 

 

Model Summary 

Model R R Square Adjusted R Square Std. Error of the 

Estimate 

1 .423a .179 .173 3.88835 

a. Predictors: (Constant), transactional, transformational, laissez-faire 

 

 

ANOVAa 

Model Sum of Squares Df Mean Square F Sig. 

1 

Regression 1462.215 3 487.405 32.237 .000b 

Residual 6728.057 445 15.119   

Total 8190.272 448    

a. Dependent Variable: Continuance commitment 

b. Predictors: (Constant), transactional,  transformational, laissez-faire 

Coefficients 

Model Unstandardized Coefficients Standardized 

Coefficients 

t Sig. 

B Std. Error Beta 

1 

(Constant) 3.762 .641  5.869 .000 

laissez-faire -.148 .080 -.111 -1.849 .065 

Transformational .077 .018 .294 4.211 .000 

Transactional .113 .035 .230 3.248 .001 

a. Dependent Variable: Continuance commitment 
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Annex13 

Expert, reward, referent, coercive, legitimate and information power and teachers‘ 

affective  commitment 

 

Model Summary 

Model R R Square Adjusted R 

Square 

Std. Error of the 

Estimate 

1 .412a .170 .158 3.55173 

a. Predictors: (Constant), information power, Coercive power, Referent 

power, Legitimate power, Reward power, Expert power 

ANOVA 

Model Sum of 

Squares 

Df Mean 

Square 

F Sig. 

1 

Regression 1141.565 6 190.261 15.082 .000b 

Residual 5588.355 443 12.615   

Total 6729.920 449    

a. Dependent Variable: Affective commitment 
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b. Predictors: (Constant), information power, Coercive power, Referent power, legitimate power, Reward power, Expert 

power. 

 

ANOVAa 

Model Sum of 

Squares 

Df Mean 

Square 

F Sig. 

1 

Regression 1120.311 6 
186.71

9 
11.674 .000b 

Residual 7085.780 443 15.995   

Total 8206.091 449    

a. Dependent Variable: Continuance  commitment 

b. Predictors: (Constant), information power, Coercive power, Referent power, 

Legitimate power, Reward power, Expert power 

 

 

 

 

Coefficients 

Model Unstandardized Coefficients Standardized 

Coefficients 

t Sig. 

B Std. Error Beta 

1 

(Constant) 3.257 .845  3.854 .000 

Expert power .030 .058 .036 .520 .603 

Reward power .112 .050 .152 2.239 .026 

Referent power -.087 .065 -.081 -1.333 .183 

Coercive power .160 .046 .176 3.510 .000 

Legitimate power .097 .059 .092 1.642 .101 

Information power .092 .053 .100 1.729 .084 

a. Dependent Variable: affective commitment 
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Coefficients 

Model Unstandardized Coefficients Standardized 

Coefficients 

t Sig. 

B Std. Error Beta 

1 

(Constant) 3.257 .845  3.854 .000 

Expert power .030 .058 .036 .520 .603 

Reward power .112 .050 .152 2.239 .026 

Referent power -.087 .065 -.081 -1.333 .183 

Coercive power .160 .046 .176 3.510 .000 

Legitimate power .097 .059 .092 1.642 .101 

Information power .092 .053 .100 1.729 .084 

a. Dependent Variable: Continuance commitment 

 
Annex 15 

Expert, reward, referent, coercive, legitimate and information power and teachers‘ 

normative  commitment 

 

Model Summary 

Model R R Square Adjusted R 

Square 

Std. Error of the 

Estimate 

1 .322a .104 .091 4.15108 

a. Predictors: (Constant), information power, Coercive power, Referent power, 

Legitimate power, Reward power, Expert power 

 

ANOVAa 

Model Sum of Squares Df Mean Square F Sig. 

1 

Regression 882.412 6 147.069 8.535 .000b 

Residual 7633.553 443 17.231   

Total 8515.964 449    

a. Dependent Variable: normative commitment 

b. Predictors: (Constant), information power, Coercive power, Referent power, Legitimate power, 

Reward power, Expert power 
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Coefficients 

Model Unstandardized Coefficients Standardized 

Coefficients 

t Sig. 

B Std. Error Beta 

1 

(Constant) 3.646 .877  4.157 .000 

Expert power -.023 .060 -.027 -.380 .704 

Reward power .213 .052 .283 4.095 .000 

Referent power -.023 .068 -.021 -.340 .734 

Coercive power .115 .047 .124 2.432 .015 

Legitimate power .018 .061 .017 .292 .770 

Information power -.033 .055 -.035 -.598 .550 

a. Dependent Variable: normative commitment 

 

 
 

 


