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Abstract 

The relationship of teachers ' professional commitment and school climate 

in Jimma zone government high schools was investigated in a sample of 

153 teachers of eleven secondary schools. Two kinds of questionnaires, 

which focused on the three dimensions of school climate (collegial 

leadership, teachers' professionalism and academic press) and teachers' 

commitment were administered. The Cronbach alpha estimate of reliability 

of the instruments ranged from 0.81 to 0.95 for school climate scales and it 

was 0.93 for teachers' commitment scale. Teachers' commitment and 

school climate were found to be significantly related to each other. Among 

the components of school climate, teachers' professionalism was found to 

have the highest relationship with teachers' commitment. Collegial 

leadership, on the other hand, has relatively low but significant 

relationship with teachers ' professional commitment. Multiple regresswn 

analyses revealed that components of school climate could predict 

commitment of teachers in the school. ANOVA results showed that there is 

significant difference of commitment across teaching work experience with 

commitment of teachers increasing with experience. Discussions and 

conclusions are made based on the results. Finally, some 

recommendations are indicated for possible interventions and further 

study. 
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CHAPTER ONE 

1.1. Background 

One of the key factors for the quality of education is the effectiveness of 

teachers. Teachers are one of the most important resources in the 

improvement of educational system in any society. They also play a 

major role in the delivery of quality of education. Therefore, it is not good 

news for the society to find out that many of our teachers are dissatisfied 

with their teaching profession. 

Over the last decade, many countries are increasingly striving for the 

quality of education. Several attempts are also tried to raise the 

motivation and performance of teachers. 

However, educators have found out that there is a drop in teachers' 

quality and their motivation (Gynor, 1998). Teaches' job satisfaction in 

teaching is a lso decreasing and as a result, the attrition rate of teachers 

is increasing from time to time , especially in rural areas (Befekadu, 

2001). 

On the other side, the need for committed teachers to meet the needs of 

increasingly diverse student population and the ch allenges of 

accountability-driven educational system is unquestionable. 



Teacher commitment and engagement has been identified as one of the 

most critical factors in the success and failure of an educational system. 

It contributes to teachers' work performance, absenteeism, burnout and 

turnover (Potter et. al., 1974). 

Review of the literature (Irving, Coleman & Copper 1997, Porter et al. 

1974, Meyer & Allen 1984) showed that there are at least three distinct 

approaches of defining commitment. The first group defines commitment 

as part of the teachers' affective or emotional reaction to their experience 

in school setting (Porter et aI., 1974). Followers of the exchange (side 

bets) approach define commitment as a disposition to engage in the 

organization into the economic benefit of the employee. The third groups, 

normative approach to commitment (Irving et al 1997), express 

commitment in relation to moral obligation of employees, in our case 

teachers. 

Since the last two decades, a growmg number of education reformers, 

policy makers, and researchers have argued that many of the well

published shortcomings of the elementary and secondary education 

systems are due to inadequacies in the working conditions, resources, 

and support afforded to schoolteachers (Anderson, 1982, Williams & 

Hazer, 1986, Hoy & Miskel, 1996). 

The rationale underling this view IS that, improving the overall school 

climate will lead to improvements in the motivation and commitment of 
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teachers, which in turn, leads to improvements in teachers' performance 

and psychological well being which will ultimately lead to improvements 

in students learning (Carr et. al., 2003). 

Therefore, the major purpose of the present study is to evaluate the 

nature of professional commitment and school climate in a sample of 

secondary school teachers and exam me their relationship. The 

researcher also made an attempt of adopting local inventories for school 

climate and professional commitment. 

1.2. Review of Literature 

1.2.1 The Nature School Climate 

Anderson (1982) described the field of organizational climate s tudies in 

many ways as reminiscent of the seven blind m en who gave seven 

different descriptions of an elephant, based on the part each could touch, 

and who each claimed to possess the definitive image of the elephant. 

School climate is a general term used to capture the basic and enduring 

quality of organizational life. Although the concept of school climate has 

been studied extensively, there is a lack of agreement as to the definition 

of the construct. 

A sizable body of literature has dealt with several concerns usmg the 

construct of school climate. According to Anderson (1982), school climate 

research is clearly the stepchild of organizational climate research and 
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school effect research, having inherited instruments, theory and methods 

from both research paradigms. 

Recently, some researchers have chosen the term "culture" and "school 

ethos" in referring to the interna l characteristics of the school (Sackney 

1988). Still others use the term "the psychological context" in which 

organizational behavior is embedded (Hoy & Miskel, 1996). 

There are several definitions of climate in the literature. For instance , 

Halpin and Croft (1963), developers of the Organizational Climate 

Description Questionnaire (OCDQ) , used this analogy to describe climate: 

"Personality is to the individua l what climate is to the organization". 

Similarly, Nevankwo (1979, cited in Sacley, 1988) referred to climate as 

"the we-feeling, group sub-culture or the interactive life of the school". 

Climate, according to Carr et. al. (2003), has typically been 

conceptua lized as a mola r concept indica tive of the organization's goals 

and appropriate means to goal attainment. 

Anderson (1982) chose as an organizing device for revlewlllg the 

literature of Tagiuri's (1968) taxonomy of climate related terms . Tagiuri 

defined climate as the total environmental quality within an organization. 

Accordingly, his dimensions of environment includes its ecology (the 

physical and material components), its milieu (the social dimension of 

people), its social system (the patterned relationships III the 
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organization), and its culture (the belief systems, values cognitive 

structures, and meanings). 

On the other hand, the theoretical underpinning of Moss (1973, cited in 

Macintosh, 1988) tripartite model presented a useful framework for the 

explanation of school climate in a variety of contexts. This framework 

held that three domains were salient for any type of school. The model 

focused on the nature and intensity of personal relationships within the 

school environment (relationship domain), the potential within the 

environment for personal growth and development of esteem (personal 

growth or goal orientation domain) and the extent to which the 

environment is orderly and clean in its expectations that maintains, 

controls and is responsive to change (system maintenance or change . 

domain). 

Based on his observations Johnston (1984 as cited in Macintosh, 1988) 

hypothesized that school social climate could be subdivided into four 

clusters of climate variables (physical, academic, organizational, socio

emotional) which interact to create a culture or complex milieu which, in 

turn, influences every activity of the school. 

The climate clusters identified by Johnston (1984) may be readily 

reclassified according to the domains of tripartite model. The relationship 

domain (Moss, 1973) corresponded closely with Johnston's (1984) socio

emotional cluster, while the personal growth domain and system 

5 



maintenance domain of Moss resembled Johnston's academic and 

organizational clusters respectively (Macintosh, 1988). 

Insel and Moos (1974) a lso developed a similar device to conceptualize 

human environment. Their delineation of human environment, called 

social ecology, involves human interaction with physical and social 

dimensions of the environment. Others, according to Anderson (1 982) 

include ecological factors (geographical, Meta morphological, 

architectura l); behavioral settings (having material and behavioral 

components); organizational structure (size and span of control); average 

personal characteristics of the individuals within the environment (age , 

ability, SES) ; a nd functional dimensions of specific situations 

(environmental reinforcing contingencies that m ainta in particular 

behaviors) . 

However , Anderson (1 982) a rgued that, Tagiuri's system is preferable to 

others because it reflects the growing consensus of many climate 

research ers that school climate includes the total environmental quality 

within a given school. 
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Table 1 

Taxonomy of School Climate by Taguri's (1 968) and Insel and Moos (1974) 

~ 
Environmental 

(Social Ecology) 

Dimensions 

Ecology Physical/ material variables In the 

(Ecological dimensions) school that are externa l to participants 

Milieu Variables that represent characteristics 

(Average background of individua ls in the school 

characteristics) 

Social System Variables that con cern patterns of 

(Organizational structure) rules (formal and informal) of operating 
and interacting in the sch ool 

Culture Variables that reflect norms, belief 

(Psycho-social systems, values, cognitive structures, 

characteristics) and meanmgs of persons within the 
school 

Note Tagiuri's taxonomy is given in italics and categories from Insel & Moss are given 

in parenthesis 

Some other researchers (Halpin and Croft, 1963; Hoy, Tarter, and 

Kottkamp, 1991) described school climate as ranging from open to 

closed. Schools with an open climate operate with few rules or 

regulations while schools with a closed climate are hampered with 

restrictive rules and regulations and close supervision. 

These studies and others suggest that school climate IS a mediating 

factor in th e academic achievement of students, adding to its importance 

as a focus of educationa l research. In a: similar vein, Webb & Norton 

(1999) defined organizationa l climate as a broad term that reflects 
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teachers ' perceptions of the general work environment of the school. Hoy 

& Miskel (1 996) also added, "School climate is influenced by the formal 

organization, informal organization, personalities of participants and 

organizational leadership" (Hoy & Miskel, 1996, p .141). They further 

conceded that the climate is the end product of the school groups -

students, teachers, administrators - as they work to balance the 

organizational and individual aspects of a socia l system". Their definition 

is related to that offered by Tagiuri (1968, cited in Anderson, 1982). 

Hoy & Miskel (1996) indicated that school climate: 

• is concerned with large units; it characterizes properties of an entire 

organization or major subunits. 

• describes unit of organization rather than evaluates it or indicates , 

emotional reactions of it. 

• arises from routine organizational practices that are important to 

the organization and its members. 

• influences members behavior and attitude . 

For the purposes of this study, the researcher decided to use the 

definition given by Tagiuri and Litwin (cited in Sackney, 1988). The 

researcher considered school climate to be a relatively enduring quality 

of the. internal environment of the school that: (a) is experienced by the 

members (students, teachers, administrators, secretaries, consultants 

and custodians), (b) influences their behavior, and (c) can be described in 
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terms of the values, norms and beliefs of a particular set of attributes of 

the school. This definition implies that the researcher is concerned about 

the educational environment of the entire school. 

More specifically, school climate is a relatively enduring quality of the school 

environment that is experienced by participants, affects their beh avior, a nd is 

based on their collective perceptions of behavior in the school (Hoy & Miskel, 

1996; Tagiuri, 1968 cited in Hoy, Tarter & Kottkamp, 1991). 

1.2.1.1 Two Perspectives on School Climate: Openness and Health 

A number of instruments have been developed to measure the 

organizational climate of schools (Halpin & Croft, 1963). Two 

contemporary frameworks for studying climate are openness and health 

of schools. 

A. Teacher Principal Behavior: Open to Closed 

Probably the most well known conceptualization and m easurement of the 

organizational climate in school is the pioneering study of elementary 

school by Halpin and Croft. (1963). 

Halpin and Croft (1963) began mapping the organizational climate of 

schools by attempting to identify the critical aspects of teacher-teacher 

and teacher-principal interactions in schools (Hoy, Tarter & Kottkamp, 

1991). To this end, they constructed the Organizational Climate 

Descriptive Questionnaire (OCDQ) that portrays the climate of a n 

elementary school. Nearly 1,000 items were originally composed in OCDQ. 
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Each item was designed to answer the basic question "To what extent is 

this true in your school?" From this original bank of item s they developed 

a fina l set of 6 4 items. 

Hoy and Miskel (1996) reported th a t Ha lpin and Croft (1 963) have 

identified, through factor analysis, six basic clusters of school climate: 

open, autonomous, controlled, familiar, paterna l a nd closed . 

However, some other research reports (Anderson, 1982, Hoy & Miskel , 

1996, Hoy, Tarter & Kottkamp, 199 1) found several problems with the 

questionnaire. Among others, the critics noted that the framework lacks 

a clear understanding of logic, ma ny of the items were no longer 

m easuring what they were intended to measure and th e reliabilities of 

some of the subtests were low. It was a lso strongly criticized for not being 

well suited for the study of urban schools or secondary schools . 

Because of the a bove mentioned and other several crit icis m s, reVISIOn s 

were made on OCDQ (Hoy, Tarter & Kottkamp, 1991) . To address the 

criticisms of the original instrument, three new and simplified vers ion s of 

the OCDQ were formula ted for elementary, middle, and secondary 

schools: The OCDQ-RE, OCDQ-RM, and OCDQ-RS. Since the major 

concern of this study is with secondary schools, the OCDQ-RS is 

presented as follows. 
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The Revised Organizational Climate Descriptive Questionnaire for 

Secondary Schools (OCDQ-RS) 

Although the original OCOQ was based on a sample of elementary 

schools, the conception of open and closed climates was found to be 

dated, flawed, and inappropriate for secondary school (Hoy, Tarter & 

Kottkamp, 1991). 

To overcome those problems, a 34-item school climate instrument with 

five dimensions describing the behavior of secondary school teachers and 

principals was constructed. (Webb and Norton, 1999) 

The instrument measured two aspects of principal leadership (supportive 

and directive) and three dimensions of teacher behavior (engaged, 

frustrated a nd intimate). Using First order factor analysis, the 34 items 

were sub divided into five domains listed above . Hoy, Tarter & Kottkamp 

(1991) summarized the five dimensions ofOCOQ-RS as follows. 

PRINCIPAL'S BEHAVIOR 

Supportive Principal Behavior is characterized by efforts to motivate 

teachers by using constructive criticism and setting an 

example through hard work. At the same time, the principal 

is helpful and genuinely concerned with the personal and 

professional welfare of teachers . Supportive behavior is 

directed toward both the social needs and task achievement 

of the faculty. 
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Directive Principal Behavior is rigid and domineering supervision. The 

principal maintains close and constant control over all 

teachers and school activities down to the smallest details. 

TEACHERS' BEHAVIOR 

Engaged Teacher Behavior IS reflected by high faculty morale. 

Teachers are proud of their school, enjoy working with each 

other, and are supportive of their colleagues. Teachers are 

not only concerned about each other; they are committed to 

the success of their students. They are friendly with 

students, trust students, and are optimistic about the ability 

of students to succeed. 

Frustrated Teacher Behavior refers to a general pattern of interference 

from both administration and colleagues that distracts from 

the basic task of teaching. Routine duties, administrative 

paperwork, and assigned non-teaching duties a re excessive; 

moreover, teachers irritate, annoy, and interrupt each other. 

Intimate Teacher Behavior reflects a strong and cohesive network of 

social relationships among the faculty. Teachers know each 

other well, are close personal friends, and regularly socialize 

together. 
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A second order factor analysis was also done and yielded two underlying 

factors. Four of the five aspects of school interaction (supportive, 

directive, engaged and frustrated behaviors) also form a general 

dimension of school climate--openness. Open principal behavior is 

reflected in genuine relationships with teachers in which the principal 

creates a supportive environment, encourages teacher participation and 

contribution, and frees teachers from routine busy work so they can 

concentrate on teaching. In contrast, closed principal behavior is rigid, 

close, and non-supportive. Open teacher behavior is characterized by 

smcere, positive, and supportive relationships with students, 

administrators, and colleagues; teachers are committed to their school 

and the success of their students; moreover, they find the work 

environment facilitating rather than frustrating. In brief, openness refcrs 

to a school climate where both the teachers' and principal 's behaviors are 

authentic, energetic, goal directed, and supportive, and in which 

satisfaction is derived from both task accomplishment and social 

interaction. Unlike elementary school climate, secondary school climate 

involves intimacy as independent minor factor that stands alone in the 

second factor group (Hoy and Miskel, 1996). In other words, school 

climate could be either open or closed and still demonstrate a high or low 

degree of intimacy among teachers. 
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B. Organizational Health 

Another perspective for analyzing the nature of workplace is organizational 

health. A healthy organization is one that not only surveys its environment 

but continues to grow and prosper over the long term (Hoy, Tarter & 

Kottkamp, 1991). Healthy organizations use their resources, especially 

their personnel effectively. People in healthy organizations like their job 

and have a positive sense that they are learning and growing as they 

contribute to the organization (Webb & Norton, 1999) 

Hoy & Miskel (1996), defined a healthy organization as one that "not only 

surveys m the environment, but continues to cope adequately over the 

long haul, and continuously develops and extends its surviving and 

coping abilities"(p . 151). 

Parsons (1967) also suggested that formal organizations exhibit three 

distinctive features of responsibility and control over those needs: the 

technical, managerial and institutional level. Hoy and Miskel (1996) 

agreed with Parsons and expressed that, in schools, the technical 

function is the teaching and learning process, and teachers are directly 

responsible. The managerial level mediates and controls the internal 

effects of the organization. Principals are the chief managers of schools; 

they must find ways to motivate teachers cultivate commitment and 

coordinate the work. The institutional level connects the organization 

with its environment. A h ealthy organization's technical, managerial and 
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institutional level are in h armony, and the organization achieves its basic 

function as it successfully copes with disruptive outside forces and 

directs its energies towards its missions (Sweetland & Hoy, 2000). 

Positive student, teacher, and administrator interrelationships 

characterize a healthy school climate. Teachers like their colleagues, 

their schools, their jobs, and their students, and are driven by a quest for 

academic excellence. They believe in themselves and their students and 

set high but achievable goals. Students work hard and respect others 

who do well academically . Principals' behavior is a lso positive; that is , 

they are friendly, open, and supportive . Principa ls have high expectations 

for teachers and go out of their way to insure that teachers h ave the 

resources they need to do a good job. 

Organizational Health Inventory (OHI) 

The organizational Health Inventory (OHI) of secondary schools is a 44-

item questionnaire in which educators are asked to describe their 

behavior. The questionnaire was defined using th e Parson ian perspective, 

expressed above, as its theoretical background (Webb & Norton, 1999). 

The responses vary from "rarely occurs" to "very frequently occurs" 

similar with the OCDQ-RS above. 

Educators conceptualize seven dimensions of school health inventory 

using the Parsonian framework as follows (Hoy, Tarter & Kottkamp 

1991). At the institutional level, a dimension called institutional integrity 

15 



was con ceived as the a bility of the school to remam relatively 

independent from its environment. Four m a n ageria l dimensions were 

conceptua lized . "Initiating s tructure" and "consideration of the principal" 

were viewed as basic leadership dimensions, and "resource support" and 

"influen ce with superiors" were conceived as basic managerial activities . 

Finally, two critical aspects of the technical level were identified. "Morale" 

was seen as key integrative proper ty of teach er life, and "academic 

emphasis" was conceptua lized as a basic feature of effective schools that 

linked productive teacher and student interactions. 

The developers of th e OHI believed that it is useful tool for measuring 

school climate smce it reliably m easures seven key dimensions of 

organizational health and was specifically designed, developed and 

tested( Webb & Norton , 1999). 

1.2.1.2 Combined view of measuring school Climate 

Both of the preceding climate perspectives a re useful in analyzing the 

working environment of schools (Hoy & Sabo, 1998 cited in Sweetland & 

Hoy 2000; Hoy, Ta rter , & Kottkamp, 199 1). Both frameworks measure 

aspects of the school workplace. Both u se intriguing m etaph or s of school 

climate . Open schools tend to be h ealthy a nd healthy schools tend to be 

open (Owens, 1998). Although openness and h ealth a re d ifferent, there is 

some overla p in their measures . Hence, Sweetland and Hoy (2000) 

turned to a m ore parsimonious perspective of the school workplace for 
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middle schools, one that combines the dimensions of both healthy and 

open school climates. 

Hoy and Sabo (1998, reported in Sweetland and Hoy, 2000) performed 

second order factor analysis to reduce the twelve dimensions of the two 

major variables into four major factors which was explained 71% of the 

variance . The resea rchers use these four factors as a basis for grouping 

and canceling the overlapped variables (see Appendix 8). 

The first factor, collegial leadership, captures the essence of this factor; 

the principals' behavior IS supportive, considerate and initiating 

structure but not directive. 

The second factor described relationships among teachers. Four 

variables load strongly on this factor: Teacher engagement, teacher 

intimacy, and morale load in a positive direction and teacher frustra tion 

loads negatively. Hence , the researcher labeled this factor teacher 

professionalism, which is teacher behavior characterized by commitment 

to students, engagement in the teaching task, respect for the intimate 

relationship with colleagues, high morale, a nd low frustration. 

The third factor was defined by resource support, academic emphasis 

and principal influence, which is called academic press: teachers setting 

high but reasonable goals, students responding positively to the 

challenge of these goals, and the principal supplying the resources and 

exerting influence to attain these learning goals . 
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The last factor was defined by one variable: institutional integrity, strong 

pressure from parents and the community to change school policy and 

influence the functioning of the school. 

These four dimensions of climate capture the essence of school health 

and openness in a parsimonious manner (Sweetland and Hoy, 2000). 

Openness of teacher-principal relations IS reflected In collegial 

leadership, a nd openness of teacher interactions IS encapsulated In 

teacher professionalism. 

In assessing the interrelationship of the four variables, Sweetland and 

Hoy (2000) h ave got significantly positive relationship of about r=0.53 

but environmental press was found to have non-significant relationship 

with all the three, collegial leadership, teachers' professionalism and 

academic press, ranging from 0.08 to 0.14. 

1.2.2 The Concept of Commitment 

To educational researchers, the degree of teacher commitment is one of 

the important aspects of the performance and quality of school staff. 

Research findings indicate that low levels of commitment may result in a 

decreased student achievement, higher teacher absenteeism, and 

increased staff turnover (American National Center for Education 

Statistics 1997, Porter, Steers, Modway & Boulin, 1974) . 
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"Commitment" is the term that teachers frequently use to indicate 

themselves and each other. It is a word that teachers use to distinguish 

those who are "caring", "dedicated" and "who take the job seriously" from 

those" who put their own interest first" . 

Job commitment refers to the extent to which an employee perceives that 

he or she is connected to a job and involves feelings of psychological 

attachment, independent of affect (Rusbelt and Farrel, 1983) . 

Porter, Steers, Modway & Boulin (1974) indicated that satisfaction and 

commitment were related but distinguishable attitudes. More specifically, 

they proposed that commitment represents a global evaluative link 

between the employee and the organization, job satisfaction being one of 

its components. Porter et. al. (1974) further suggested that satisfaction 

would be associated with aspects of the work environment and thus 

would develop more quickly than commitment, which would require a 

worker to make a more global assessment of his or her relationship to 

the organization as well as profession. 

The concept of commitment has a large body of research literature. Early 

research studies initially had an organizational focus, and then expanded 

to include other dimensions such as professional and umon 

commitment. (Fukamic & Larson, 1984, Kadyschuk, 1997) . 

However, many of the studies about commitment are far from 

consistency. This may partly because of the methodological issues and 

19 



partly becau se of the limitations of the existing theoretical framework 

that guide most of the research ers on commitment (Jeffers & Haughey, 

2001) 

A. Organizational Commitment 

Even if there is a la rge amount of literature, the th eoretical frameworks 

about the organizationa l commitment of teachers are limited. Probably 

theoretically, the most theoretically investigated a pproach is the 

perspective advanced by Porter and his colleagues, which emphasizes the 

employees' affective bond with the organization (Porter, Steers, Modway 

& Boulin, 1974) . This viewpoint asser ts that organizational commitment 

is ch aracterized by "(a) a strong belief in acceptance of the organization's 

goals and values; (b) a willingness to exert considerable effort on behalf of 

the organization and (c) strong desire to m a intain a membership in the 

organization" (Porter et. al. 1974. p. 604). 

Resea rch within this perspective h as tended to focu s on individua l 

differences as antecedents of commitment, revealing that factors such as 

age and organizationa l tenure a re positively related with commitment 

(Steers, 1977 cited in Rusbult & Farrel, 1983) . Research utilizing this 

a ffective a pproach to commitmen t has a lso frequently revealed a n inverse 

relationship between commitment and turnover intention (Porter et. al. 

1974). 
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Reichers (1986) affirmed that such commitment could be directed a t a 

variety of groups within the organization. Hunt and Morgan (1994, cited 

in Kadyschuk, 1997) identified some of the potential recipient groups for 

commitment as top management, supervisors, work groups, occupations 

(professions), departments , divisions and unions. 

Organizational antecedents of commitment have also been the focus of 

considerable attention, with various facets of organizational culture seen 

as capable of enhancing or detracting from the employees' bond with the 

organization. Based on such research findings, Kadyschuk (1997) 

proposed that "organizational commitment is the core element of 

commitment from which (or around which) other aspects of commitment 

exist"( p. 17). 

In most cases, followers of this theory used the Organizational 

Commitment Questionnaire, developed by Porter et. al. (1974) based on 

the above-mentioned three characteristics. 

Orga nizationa l Commitment Questionnaire is a IS-item Likert type scale 

questionnaire designed to measure the degree to which subjects feel 

committed to the employing organization (Porter et. al. , 1974). Porter and 

his colleagues (1974) also explained tha t items included in the 

instrument are items that pertain the subject's perceptions concerning 

his / h er loyalty toward the organization, his / her willingness to exert a 
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great deal of effort to achieve organizational goals and his / her 

acceptance of the organizational values. 

Commitment in this sense embodied a sense of being bound emotionally 

or intellectually to some course of action, which may include a person's 

relationship with another individual, group, or organization (Huntington 

et a I., 1986). In an organizational setting, such loyalty involves feelings of 

attachment, which develop as individuals share values in common with 

other members of the group. 

On the other hand, other researchers have started to focus on behavioral 

definition of commitment, as it is the binding of the individual's 

behavioral act. A fundamental expression of this view of commitment 

that has been a focus of a number of studies is Becker's side-Bets theory 

(1960 as reported and tested by Meyer and Allen, 1984) . According to 

this view, an individual acts in a committed manner because previously 

extraneous situational factors have been agents of influence in the 

individual's present actions (Meyer and Allen, 1984). 

An effort to expand the concept of commitment has resulted in the 

development and popUlarity of the other components other than the 

affective component of commitment (Meyer and Allen, 1984, Allen & 

Meyer, 1993 cited in Irving, Coleman & copper, 1997). In addition to the 

affective component of teachers ' commitment mentioned above, Meyer 

and Allen developed continuance commitment (1984) and normative 
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commitment (1988) and formulated the tri-component model (Allen & 

Meyer, 1993 cited in Irving, Coleman & Copper 1997). 

Continuance commitment, according to Meyer and Allen (1984), can be 

predicted upon the employees' pragmatic assessment of the cost a nd 

benefits of remaining with the given organization. It is believed to develop 

on the basis of "economic rationale" (Stevens et. ai., 1978 cited in Meyer 

& Allen, 1984). In other words, the idea of continuance commitment can 

be presented as the fact that individuals do not leave a company for fear 

of losing their benefits, taking a pay cut, and not being able to find 

another job. Continuance commitment often developed because of cost 

associated with leaving that resulted from investments In the 

organization as well as the perceived lack of alternative employment 

opportunities (Becker, 1960 cited in Meyer & Allen, 1984) 

The third component of commitment according to the tri-component 

model is the normative commitment. This component is based upon 

feelings of moral obligation or responsibility vis-a-vis the employing 

organization (Irving, Coleman & copper, 1997). 

The importance of the three- component model of organizational 

commitment, according to Irving, Coleman & Copper (1997), is that 

"although a ll three forms of commitment increase the likelihood of the 

individual 's remaining In the organization, there are different 
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antecedents and consequences associated with each form of 

commitment"(p . 445). 

Review of the related research by Irving, Coleman & Copper (1997) on the 

consequences of the different forms of commitment has provided 

evidence that affective and normative commitment are positively 

associated and continuance commitment IS negatively associated with 

organizational outcomes. 

Irving, Coleman & Copper (1997) further expanded the study of multiple 

dimensions in tri-component model, as the relationship between 

commitment behaviors and attitudes . They explained previous research 

from three perspectives whereby employees engaged in certain activities 

because: they wanted to (affective commitment), they needed to in order 

to avoid certain costs or gain certain rewards (continuance commitment), 

or they felt they ought to or should do certain things (normative 

commitment). 

The tri-component model may also provide a way of understanding the 

structure and nature of professional commitment, given that the bond 

between individual and his identified profession may develop in a similar 

fashion to a bond between that person and his/ her employing 

organization. 

On the other hand, Shaw and Reyes (1992, cited in Richards, O'Brien & 

Akroyd, 2002) examined elementary and high school teachers ' 
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organizational commitment and workplace value orienta tion. According 

to them, the value orienta tion included two underlying value systems, 

normative and utilitarian. The normative orientation emphasized the 

cultural values of the organization. Schools with a normative value 

orientation stress shared behavior norms developed through common 

group experiences, and a re less dependent on formal written policy and 

pay and time schedules. The utilitarian orientation emphasized the 

materialistic aspects of organizational control. Schools with a utilitarian 

value orientation stress scheduling and written policies to regulate 

teacher workload, teaching, and extra duty assignments. 

B. Professional Commitment 

According to Sorensen and Sorensen (1974, cited in Mutasim & Hanafiah 

, 2002) professional commitment can be defined in a number of ways, 

which includes an individual 's identification with and involvement in the 

profession; commitment and dedication to the profession; and 

acceptance of professional ethics and goals. 

Professional commitment has been regarded as a concept separate from, 

and often in conflict with organizational commitment (Ka dyschuk, 1997). 

Tuma and Gimes (1981 cited in Kadyschuk, 1997) traced an expansion 

of the concept where in the relationship between orga nizational (local) 

commitment and professiona l (cosmopolita n) commitment become more 

complex. Kadyschuk (1 997) also clarified the theoretica l relationship 
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between organizational and professional commitment by recognIzmg 

organizational commitment as a relative strength with which an 

individual identified with an organization . Professional commitment 

refers to the relative strength of (an individual's) identification with, and 

involvement in ones profession. 

Additionally, Wallace (1995) also viewed organizational and professional 

commitment as separate and distinct phenomenon, which a llows for the 

possibility that commitment to the organization does not necessarily 

occur at the expense of commitm ent to the p rofession and vice versa. 

Wallace (1995) a lso expressed that professionals in a society can be 

highly committed to both organization as well as profession. Additionally, 

Wallace (1995) provides empirical evidence that professionals in general 

and lawyers in particular do not necessarily experience conflict between 

professional and organizational commitment. 

On the other hand, Mutasim & Hanafiah (2002) studied the conflict or 

compatibility of commitment to organization versus commitment to 

profession by analyzing a survey of 545 research scientists in Malaysia. 

They confirmed their assumption that there is no conflict between the 

two concepts . Significant relationship was found in the above study 

between commitment to profession and affective, continuance and 

normative dimensions of commitment to organization (r=.43, .15 and .52 

respectively) 
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The results of Wallace 's (1993, reported in Kadyschuk, 1997) meta 

analysis study of measures for organizational and professional 

commitment provide persuasive evidence that the association between 

professional and organizational commitment is positive. In support of 

this, Mutasim & Hanafiah (2002) reviewed different research literature 

and found that there is a growing interpenetration of professional and 

bureaucratic characteristics at work. Baugh and Roberts (1978, cited in 

Mutasim & Hanafiah , 2002), for instance suggested that the interaction 

of professional commitment with organizational commitment should 

provide better satisfaction than professional commitment or even 

organizational commitment a lone. 

1.2.3 School Climate and Teachers Commitment 

School climate seemed to have a natural affinity with organizational 

commitment. Characteristics of supportive principal behavior, for 

example, "The principal uses constructive criticism," or "The principal 

sets an example by working hard him- or herself' seem more likely to 

elicit commitment than directive principal behavior.(E .g. "The principal 

rules with an iron fist. ") Similarly, where teachers support one another 

and are proud of th eir school (teacher engagement), one would expect to 

find a committed staff. Conversely, where teachers feel the paperwork is 

burdensome and the mannerisms of their colleagues annoying (teacher 

frustration), one would not expect to find a high level of commitment. 
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Research findings in Hoy, Tarter & Kottkamp (1991) have also indicated 

that each element of openness would be related to teachers' commitment. 

In their findings principal support and teacher engagement were 

significantly correlated in the positive direction (r=0 .29 and 1'=0.45) 

where as principal control and teacher frustration negatively (1' = - 0 .22 

and l' = - 0.36 respectively). However, they did not find any significant 

relationship with teacher intimacy (1'=0.31). In the same study, openness 

was also found to be significantly correlated with teachers commitment (r 

= 0.46). 

In a study about the relationship of school health and teachers' 

commitment, Hoy, Tarter & Kottkamp (1991) also found a positive 

correlation between a general index of school health and organizational 

commilment 1'= .55 . This indicales a moderately strong relationship 

between the variables. They also found positive correlations between 

each of the seven elements of the health inventory and teacher 

commitment to the school. Each zero-order correlation was statistically 

significant, rangmg from 1'=.28 for institutional integrity with 

commitment to r=.44 for academic emphasis with commitment. 

Carr et. al. (2003) suggested that, the relationship between climate and 

behavioral outcomes is formed through its influence on commitment and 

satisfaction, consistent with Bandura's social-cognitive theory of 

motivation, which suggests that performance occurs through the 

cognitive-affective state of sustained interest and positive affective 
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reactions. In their meta-analytic path analyses study of climate, Carr and 

others (2003) presented a conceptual model (see below) suggesting that 

climate is directly related with job satisfaction and organizational 

commitment (what they called cognitive- a ffective states). 

Climate 

C Affective ::> 
CCOgnitive ~ I---I~~I 

G nstrumentaC) 

Cognitive/ 
affective states 

Job 
Satisfaction 

Organizational 
Commitment 

Outcomes 

Job 
Performance 

Psychological 
wellbeing 

Withdrawal 

Figure 1. Conceptual Framework of Climate by Carr et. al. (2003) 

According to the conceptual model and correlation result of Carr et. al., 

(2003) we can observe that climate is significantly directed with 

commitment, which in turn had a direct impact on job performance, 

psychological wellbeing and withdrawal. 

On the other hand, a healthy school environment and high teacher 

morale tend to be related. A principal's ability to create a positive school 

climate and culture can affect teacher morale. Principa ls who control 

many of the contingencies in the work environment, are the source of 

much reinforcement for teaching behavior, and are the keys to improving 

the mora le and self-esteem of teachers, (Webb & Norton , 1999) . 
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Favorable workplace conditions were positively related to teacher's job 

satisfaction regardless of whether a teacher was employed by a public or 

private school, an elementary or secondary school, and regardless of 

teachers' background characteristics or school demographics (National 

Center for Education Statistics, cited in Linda, 1998). 

The study also found that teachers in any school setting who receive a 

great deal of parental support are more satisfied than teachers who do 

not. 

In support of this, Anderson (1982) reported from the review of related 

literature that several researchers have considered teacher commitment 

to improve students' academic performance as a significant variable in 

climate. 

Based on these reviews of literature, the researcher hypothesized that 

significant relationships would exist between school climate and the 

professional commitment of teachers. 

The prestige accorded to teacher in a society also has to do with the 

consequences it holds for teaching- learning process (Leavit, 1991). The 

social value of teaching determines the kind of person attracted to the 

profession. Where the prestige and rewards of teaching are low, only 

those unable to complete for greater success in a society will find 

teaching attractive . The prestige of teaching may also operate as a force 

affecting directly the effec tiveness in teaching. 
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1.2.4. Work Experience and Teachers' Commitment 

Teachers' work experience is one of the most crucial issues that could 

influence commitment of teachers' to their profession. Several 

researchers have reported contradictory findings to their issue. 

Some researchers claim that commitment is formed before teachers take 

their first teaching jobs, which can influence their level of satisfaction. 

According to them, work experience has no significant relationship with 

teacher's professional commitment. Reyes (1992, cited in Kadyschuk, 

1997) on the other hand said that, commitment of teachers dropped with 

experience. Sari (2004) also found that the more working expenence 

teachers have the less job satisfaction they experienced. 

On the contrary, many research findings support the notion that 

teachers ' commitment related positively with amount of work experience. 

Rohland (1991 cited in Kadyschuk, 1997) found that teachers who 

stayed in teaching were those who had successful teaching experiences. 

Meyer and Allen (1984) also reported that four of the five commitment 

scales, except continuance commitment scale, were found to have strong 

positive correlation with work experience. 

March & Mannari (1977) justified such findings as the committed 

employee considers it morally right to stay in the company, regardless of 

how much status enhancement or satisfaction gives him or her over 
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years. In other words, committed teachers tend to stay more in schools 

and be more experienced. 

Raju and Stjvastava (1994) also found that committed teachers were 

intrinsically motivated, satisfied with their career choice and intended to 

stay in the profession. 

1.2.5 Summary 

Job Satisfaction and turnover of teachers have been focal areas of 

investigation for a number of years. Although diverse reasons have been 

given for their relationship, several researchers have postulated school 

climate and organizational commitment to be antecedents of turnover 

and job satisfaction (Hoy & Miskel, 1996, Williams & Hazer, 1986, Porter 

eta!',1974) 

However, attempts to investigate the effects of the antecedent variables 

and their interrelationship have suffered from conceptual and 

methodological limitations. 

The present study briefly reviewed the concepts of commitment and school 

climate with their subcomponents and also made an attempt to adopt local 

instruments for measuring the major concepts discussed above. 

Using the review as background, the present research wanted to 

concentrate on school climate mainly because of the fact that learning 

and teaching occurs best in school climate that are positive, orderly, 

courteous, and safe . Defiant, disruptive and violent behaviors decrease 
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the effectiveness, efficiency, and relevance of teaching and learning for 

every one . Schools around the globe are experiencing increasing difficulty 

in their effort to provide a full continuum of effective and positive 

learning and teaching environments for all students. 

1.3. Statement of the problem 

The researcher's interest in the relationship of the two broad constructs, 

school climate and teachers' commitment, raised a number of issues 

concerning the concepts, instruments and relationships associated with 

the topic. These include: 

a. In most of the previous research studies, the concept of climate have 

been seen on the side of openness (Zenebe, 1996) or health only. 

However, recent findings (Hoy & Miskel, 1996, Sweetland & Hoy, 

2000) have indicated that school climate is a wide issue comprising 

of both dimensions. 

b. In addition, many of the previous findings have tried to assess the 

status of commitment or climate in schools while some other 

researchers related commitment with its consequences such as 

turnover, satisfaction and burnout. However, the relationship of 

commitment with its antecedent factors, such as school climate, has 

not been adequately tested. 

c. Furthermore, in assessing those conditions in the country's context, the 

researcher found that there is almost no research study on those issues. 
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The problems 

The major purpose of this research study is to arrive at an answer to the 

following questions. 

1. To what extent does school climate contribute to teachers' 

professional commitment? 

2. Which, if any, of the componen ts of school climate have a 

significant relationship with teachers' professional commitment? 

3. Is th ere any interrelationship among the components 

(dimensions) of school climate? 

4. Do the three dimensions of school climate (collegia l leadership, 

teacher professionalism, and academic press) predict teacher 

commitment? 

5. Does teachers' professional commitment vary significantly across 

years of experience? 

1.4. Objectives 

The overall purpose of th e present study is to examine the relation ship of 

the two variables, school climate a nd teachers ' professional commitment 

in Jimma zone high schools, and to asses the effect of the major 

demographic variable, work expenence, on commitment. More 

specifically, the objectives of this study are the following: 
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• To find out how much the combined measures of school climate 

related with teachers' professional commitment, 

• To indicate th e relationship between components of school climate 

with professional commitment of teachers, 

• To assess the interrelationship between measures of school climate, 

• To check wheth er the dimensions of school climate serve to predict 

teachers' professional commitment in high schools, 

• Finally, to find out if there is significant difference on teachers ' 

professional commitment based on work experience. 

1.5. Operational definitions 

For the sake of convenience and common understanding of important 

terms, the researcher presented the following definitions for the 

important terminologies to be used repeatedly in this study: 

1. Professional Commitment: In this study, professional commitment is 

defined as an individual's identification with and 

involvement in the school as well as teaching. More 

specifically, it can be defined as a combinational effect 

of the three major components of commitment: affective, 

continuance and normative commitment. 
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2. School Climate: - School climate can be defined as the pervasive 

quality of school environment experienced by students 

and staff, which affects their behavior and is based on 

their collective perceptions behaviors in the school. In 

technical terms, school climate can be defined as the 

combination of openness and health of schools. 

3 . Government high schools: - In this context, they refer to schools 

comprising grades 9 to 10, which are governed and 

owned by the Jimma zone education bureau. 

1.6. Significance 

This study is significant in providing practical suggestions for how 

education policy decision-makers at vanous echelons and other 

stakeholders including teachers themselves, schools and communities 

can help to improve school climate to encourage commitment of teachers. 

Information emanated from the findings of the study on factors that 

influence teachers' commitment can be of considerable importance in 

career counseling of prospective teachers. 

Though the issue is a crucial concern, the researcher observed that there 

is extreme shortage of studies especially in our county. Hence, the other 

major significance of this study is that it can serve as a stepping-stone 

for further study. 
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1.7 Justifications 

The importance of education to national well-being and development is 

unquestionable. It is a means of shaping the young generation to the 

desired outcomes. The realization of educational objectives directly 

relates to the effectiveness of teaching. 

Since the nature of the teaching profession is different from others, much 

attention should be given for the improvement of the profession. This is 

mainly due to the fact that the effect of malpractice in teaching may not 

be easily identifiable . 

However, the effect of improvement In teaching profession pervades 

social, economIC, cultural aspects of human life. Therefore, the 

researcher believes that a national commitment to education is not only 

important but also necessary. 

In this respect, concern for maintaining educational standard is strongly 

articulated in our society. On the other hand, several social and 

psychological factors hamper the realization of the standard, give rise to 

negative effects, and threaten teachers' self-esteem and well-being. 

Finally, The researcher strongly believes that there is a need to identify 

those factors and update teachers continually so that they can meet 

work demands. 
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1.8. Delimitations and limitations 

As a general distinction, the researcher believes that delimitations are self

imposed parameters, or scopes, of the research placed by the researcher; 

whereas, limitations are those restrictions placed in the research beyond 

the control of the researcher. Based on this common understanding, the 

research has the following delimitations and limitations. 

a. Delimitations 

This study was planned to understand and evaluate the relationship 

between teachers' commitment and school climate among government 

school teachers of Jimma zone . 

Although factors affecting teaching effectiveness include many aspects 

like educational facilities, curriculum, pupil achievement, colleague 

rating and others, this study was delimited to the two variables, school 

climate and professional commitment. This is because data collection 

and analysis require extensive labor and time. 

The researcher intentionally selected Jimma (town) because of the fact 

that the problem of job satisfaction, motivation and turnover is higher in 

such towns (Befekadu, 2001). The familiarity of the researcher with the 

town a lso facilitated easy access to the respective schools for data 

collection. 

39 



b. Limit ations 

In most of the sample schools, the researcher faced shortage of teachers 

to be sampled randomly. 

Further, the sampling frame was delimited to J imma zone h igh school 

teachers only; hence, the result is not necessa r ily generalizable to the 

national situation. 

1.9. Organization of the Paper 

This study is organized in four major chapters. The present chapter is a 

brief introduction of the overall study. In addition, it described what 

previous researchers have said about the two major variables, their 

dimensions and re lationships to be covered in the present study. It a lso 

lried to examine instruments used in measuring the two variables. 

The next cha pter describes the research design and methodology used 

for data collection and analysis. It a lso includes the validity and 

reliability of the instruments to be used in the final study. Analysis and 

interpretation of the collected data is presented in the third chapter. 

In the last chapter we will find a summary and discussion. Furthermore, 

the researcher's recommendations are given. Appendices that include 

Amharic and English versions of the survey questions and additional 

statistical data that support or clarify observations and interpretations 

made in the study are also included in this report. 
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CHAPTER TWO 

Method 

2.1 Overall Design 

This study was designed to assess the relationship between school 

climate and teachers' professional commitment. 

Background variables: These variables included sex, age, area of 

residence (rural versu s non-rural), academic background (Degree or 

Diploma) and work experience. These variables could influence the resu lt 

of the study impor tantly. Hence, the researcher has tried to include a ll 

these variables in th e sample teachers. 

2.2 Study area 

The researcher initially planned to implement the study on the two high 

schools of Jimma town and other five high schools of the neighboring 

woredas by taking 20 teachers from each of these seven h igh schools. 

However, becau se of the wideness of the zone (which consisted of 

thirteen woredas) and the difficulty of getting twenty teachers from those 

small woreda high sch ools, the research er was fo rced to revise the plan 

in the fie ld area. 

Based on the revised plan, the researcher decided to take twenty 

teachers from every "urban" high school and a minimum of fifty percent 

of the total number of teachers from the "rural" high schools. 
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According to the information collected from Jimma zone education bureau, 

the zone has thirteen woredas and the researcher decided to take nine 

woreda high schools and decided to remove four high schools, with small 

number of teachers, out of the population. In addition to this, two high 

schools found in Jimma town special zone were included in this study. 

For the sake of answering the last question of this study, which assessed 

teachers' commitment on the basis of their work experience, the 

researcher purposively divided teachers from the eleven secondary 

schools based on their teaching experience. 

As we can see from Table 6 of the result section, we can observe that the 

samples taken for the study fairly represent teachers of different work 

expenence. 

2.3 Participants 

A. Teachers 

The sampling frame for this study was all high school teachers in Jimma 

zone. Sample teachers teaching in the eleven high schools were taken as 

respondents for this study. A total of one hundred and fifty three 

teachers were selected for this study. From the total number of samples 

93 (60.8%) were taken from the rural and 60 were from urban high 

schools (See Table 7 for details). 
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Table 2. 

Summary of Educational Statistics of J imma Zone by Woreda (1997 E.C.) 

1 st cycle secondary Schools Samples Taken 

% of 
Woreda samples Unreturned 

Enrollment % No. of Number 
from first questionnaires female Teachers 

cycle 

Goma 4448 40.60 74 20 28 -

L/Kosa 1653 38.90 30 14 47 4 

S. Chekorsa 1648 29.20 28 11 39 6 

Mana 1065 3 l.20 24 13 54 5 

O. Nada 1020 32.20 20 14 70 -

Sekoru 1017 38.10 21 16 76 -

Dedo 978 29.60 17 7 41 3 

Gera 787 30.70 14 6 43 2 

Kersa 766 32 .60 14 12 86 2 

Sigmo 60 1 18.30 12 - -

T. Afata 350 24 .60 8 - -

Setema 347 29.10 9 - -

L/Saka 334 29 II - -

Total 15014 34.30 282 113 22 

Jimma Special zone high schools 
1 st cycle secondary Schools Samples Taken 

% of 
Woreda samples Unreturned 

Enrollment % No. of Number 
from first questionnaires 

female Teachers 
cycle 

Seto Semero 2622 50.46 53 20 38 -

Jiren 4068 48 .37 62 20 32 -

Total 6690 49.42 ll 5 40 -

Source Jimma Zone Education bureau 
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B. Principals 

For the purpose of collecting additional information about the school 

climate and teachers' commitment in their schools, the researcher 

conducted an interview with every principal, eleven altogether, in the 

sample high schools after the completion of data collection from 

teachers . 

In summary, as we can see from Table 5 to Table 7 of the results section 

we can say that the goal of high response rates for this study was 

attained. The researcher believes two significant features of the study 

contributed for this success of the study. First, the issue itself and the 

items included in the instruments had direct relationship with teachers' 

own concern . Second, the presence of the researcher in person in a ll the 

data collection areas made them feel that the data will be kept 

confidential. In some areas, the researcher faced difficulties because of 

reservations to allow direct communication with teachers on the part of 

the principals and teachers' fear of giving their genuine responses to 

some items (especially those related with principals' leadership) on the 

side of the teachers. However, the researcher solved most of the problems 

by making direct discussions and briefing about the objectives of the 

research. 
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2.4 Data Gathering Methods 

Before the collection of the actual data, a pilot test was done on 50 

teachers of Addis Ababa high schools. 

Sample teachers were taken from five high schools using the available 

sampling method. Ten (available) teachers completed the questionnaire. 

Pilot study 

The pilot study had the following major goals: 

1. To check that the instruments could answer the problem statements 

mentioned. 

2. To provide statistical evidence for reducing the number of items 

needed to measure the two variables, namely school climate and 

teachers' professional commitment and, 

3. To establish that the survey instruments were valid for revealing the 

dimensions 

The pilot study used 26 items of professional commitment and a 60-item 

school climate survey form that contained 19 items for collegial 

leadership, 17 items for academic press, 17 items for teachers' 

professionalism and seven items for environmental press. There were 

also four demographic items included in the study. 

In order to check the internal consistency of the measures for school 

climate, the researcher used SPSS. Then, based on the results from the 
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pilot study, faulty items with relatively low item-total correlation that 

could reduce the overall reliability of the instrument were removed. 

However, one of the subscales of school climate (Environmental press) 

had a lower reliability estimate a nd the reduction of faulty items in this 

measure made the number of items very small. Hence , the researcher 

decided to correct the wording of the scale, merge the items with high 

item total correlation with the teacher's professionalism items, and 

implement the pilot study for the second time. After all these processes, 

the instruments became more reliable with high reliability scale ranging 

from O.SI to 0.95. The reliability results of the scales is shown in the 

table below. 

Table 3 

R I' bTL E t t fth S I e Ja liLy S "lma e 0 e ca es 

Scale / Subscale 
Reliability 

(Cronbach a) 

Professional commitment 0.93 

School Climate as a whole 0.95 

School Climate Sub scale I {Collegial leadership} 0.91 

School Climate Subscale II (Teachers' Professionalism) 0.S1 

School Climate Sub scale III (Academic Press) 0.90 

Finally, the instruments for this study were reduced to 25 commitment 

items and 47 school climate items. 

Before the data gath ering process began, teachers involved in the main 

study were told about the objective of the study and other clarifications 

about the study by the researcher. 
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Instruments 

The following instruments were used for data collection. 

1. School climate 

To measure the organizational climate of schools, two instruments were 

m erged and used. The Organizational Climate Description Questionnaire, 

Revised Secondary (OCDQ-RS), and the Organizational Hea lth Inventory. 

The OCDQ-RS is a 34-item questionnaire in which teachers were asked 

to describe the extent to which specific behavior patterns occur in 

schools. OHI on the other hand is a 44-item, Likert type, descriptive 

questionnaire th at measures seven dimensions of school health. The 

responses on both vary along the five-point scale defined by the 

categories " Never Occurs ", "Occurs Rarely " "Occur s Somctimes ", 

"Occurs often" and" Occurs very often ". 

As explained earlier , both questionnaires measure aspects of the school 

workplace . Open schools tend to be healthy and healthy schools tend to 

be open (Hoy & Sabo,1998, cited in Swetland & Hoy, 2000). Although, 

openness and health are different, there is some overla p in their 

measures. Hence, the researcher turned to a more parsimonious 

perspective (Sweetland and Hoy, 2000) in the school work place, one that 

combines the dimensions of both healthy and open school climates(See 

Appendix B). 

The subtests of both instruments were previously subjected to a second-
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order factor analysis (Hoy and Sabo, 1998 cited in Sweetland & Hoy, 

2000), which defined the four basic climate dimensions used in our 

statistical analyses: collegial leadership, teacher professionalism, 

academic press, a nd en vironmenta l press . In the above analysis, the four 

factors explained 71 % of the variance and covered the two climate 

dimensions quite well. 

Based on this framework the researcher decided to divide a ll the 34-

items of openness and 44- items of organizational health scales into the 

four factors . 

After all these processes, the School Climate Index (SCI) was developed. 

The index has three dimensions -collegial leadership, teacher 

professionalism, and achievement press for students to perform well 

academically. The measure is a combination of the OHI and OCDQ-RS. 

Dimensions (Subtests of the SCI) 

Collegial Leadership is directed towards both meeting th e socia l needs of 

the faculty and achieving the goals of the school. The principal treats 

teachers as professional colleagu es, is open, egalitarian , and friendly , but 

at the same time sets clear teacher expectations and standards of 

performance. 

Teachers Professionalism IS marked by respect for colleague 

competence, commitment to students, autonomous judgment, and 

mutual cooperation and support. 
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Academic Press describes a school that sets high but achievable 

academic standards and goals. Students persist, strive to achieve, and 

are respected by each other and teachers for their academic success. 

Parents, teachers, and the principal exert pressure for high standards 

and school improvement. 

2 . Professional Commitment Index (PCI) 

The professional commitment index is a 25-item teaching commitment 

descriptive measure for teacher s. The index h as three dimensions 

Affective, continuan ce and normative commitments . It is based in tri 

component theory of Allen & Meyer(1984}. 

Dimensions (Subtests of the PCI) 

Affective Commitment : Directed toward affective or emotional 

orientation to the school. It is believed that, affectively committed 

teachers will remain in the school for their own sake. 

Continuance Commitment: The extent to which commitment is related 

to economic ration a le. Continuance committed teachers do not leave 

school for fear of loosing their benefits, pay cuts, and fear of not finding 

another job. 

Normative Commitment: Describes the teacher's commitment based on 

moral obligations or responsibility with the employing organization. 

Normative commitment stresses shared behavior norms developed 
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through common group experiences, and is less reliant on forma l written 

policy, pay and time schedule. 

Administering the Instrument 

In administering the instruments, anonymity of the teach er respondents 

was guaranteed. Teachers were not asked to sign the questionnaire and no 

identifying code was placed on the form. The researcher was responsible 

for administering all the questionnaires to the sample teachers and, as 

much as possible, the researcher clearly informed the respondents about 

the objectives and scope of the research to create a non-threatening 

atmosphere and encourage them to give candid responses. 

Scoring 

In coding the collected results, the researcher first sorted out negative 

items from each scale and assigned alternative sconng method 

(numerically) as in the table below. 

Table 4. 
Th N e umenca IR epresentatlOn 0 f Al ternatlves 

School climate Professional 
alternatives commitment 

alternatives 
Never Occurs strongly disagree 
Occurs Rarely disagree 
Occurs Sometimes agree / disagree 

Occurs Often agree 

Occurs Very Frequently strongly agree 

Scores for Scores for 
positive items negative 

items 
1 5 
2 4 
3 3 

4 2 

5 1 

Each item was scored for each respondent, and then an average variable 

score for each individual was determined by averaging the item scores. 
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, 

• 

Content validity of the items was checked to see whether or not the items 

cover the basic theory of each dimension and whether there is no 

redundant item by the researcher as well as by the colleagues of the 

researcher who are graduate students. 

2.5 Methods of Data Analysis 

After a ll the data were collected from the sample teachers and students, 

analyses of data were done in the following manner: 

>- In answering the first question of the problem statement, that is, the 

relationship of school climate and teachers' commitment, the results 

of the combined measures of school climate sub-scale (x) was 

correlated with teachers' commitment scale results (y). 

>- To find an answer to the second question, i.e., the relationship of 

each component of school climate with teachers' commitment, the 

separate results of school climate dimensions(Xl, X2, X3 & X4) were 

correlated to teachers' commitment (y) result. 

>- Interrelationship of the subscales of school climate was also done by 

the correlation technique . 

>- Regression analysis was done to assess the predictive power of 

school climate subscales on teachers' professional commitment and 

to check how much the dependent variable is accounted for by the 

independent variables . 
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KEY 

AVGTOT -Average result of the total school climate variables 

AVGSC 1 - Average result of the first school climate subscale ( collegial leadership) 

AVGSC2 - Average result of the second school climate subscale (Teachers' professionalism) 

AVGSC3 - Average result of the third school climate sub scale (Academic press) 

AVGCOM- Average result of the total teachers' commitment scale 

2. Dimensions of School climate 

a. Commitment scale 

From Table 9 above, we can observe that collegia l leadership(r;0.199, 

a ;0.05), teachers professionalism(F0.464, a ; 0.01) and academic press 

(r;0.282, a ;0.01) are significantly related to professiona l commitment. 

b. Interrelationships 

The correlation results show that a ll th e three subscales of school climate 

have s ignificant positive interrelationships. Academic press is related to 

teachers professionalism (r;0 .536, a =0 .01) and collegial leadership 

(r;0.443, a =0.01). Similarly, collegial leadership and teach ers 

professionalism have a significant relationship(r;0.305, a =0.01) . 

3.3 Multiple Regression Analysis 

Whereas coefficient of correlation was u seful to indicate the significant 

relationsh ip between the dimensions, multiple regression analysis a llows 

the researcher to investigate closely the effects of variables . 
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Garret (1981) pointed out that in order to u se regressIOn a na lysis for 

prediction, a ll the dependent and independent variables should have 

n orma l distribution or they sh owed n ot badly skewed. 

To ch eck on the normality of the distributions the research er u sed chi-

squ a re test of n ormality. The result is presented in Table 10. 

Table 10 

Chi-square Test of Normality for the Final Study 

AVGSC1 AVGSC3 AVGSC2 AVGCOMM Experience 

Chi-Square 57.458 101 .908 109.059 93.294 27.667 

df. 55 42 44 52 5 

Asymp. Sig . .384 .000 .000 .000 .000 

From the chi-squa re result of Ta ble 10 it is clear that X2 lies beyond the 

limit 0 .01. Hence, there is no evidence to indicate th at the variables do 

not have normal distribution. The result regarding collegial leadership is 

similar but n ot con vincing. 
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Table 11 

Step-wise multiple regression analysis result in the fina l study 

Sum of df Mean F Sig. 
Squares Square R2=0.22** 

Regression 11.694 3 3.898 13 .972 .000 
Residual 41.568 149 .279 

Tota l 53.262 152 

Table 11 (above) sh ows the amount of variance accounted by all of the 

three independent variables. From the Table , it seems that teachers' 

commitment is about 22% dependent in school climate. 

Table 12. 

Beta weight analysis of each coefficient in the regression eguation 

Un standardized Standardized t Sig. 
Coefficien ts Coefficien ts 

B Std. Error Beta 

(Constant) 1.447 .274 5.272 .000 

AVGSCI 3.299E-02 .048 .056 .690 .492 

AVGSC2 .513 .102 .434 5.048 .000 

AVGSC3 2.699E-02 .103 .024 .263 .793 

Dependent Variable: AVGCOMM 

From Ta ble 12, above, we can suggest that, teachers' professionalism 

variables were more influentia l than collegia l leadership and academic 

press variables, in predicting of teachers ' commitment. 

3.4 Results of Differences between Teachers' 

Commitment and Work Experience 

Concerning the difference in teachers' commitment to th eir profession 

based on their years of experience the AN OVA result is as follows 
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Table 13 

ANOVA resu 0 eac ers It fT h ' C 

Sum of 
Squares 

Between 7.432 
Groups 

Within Groups 45.830 

Total 53.262 

omml ment WIt elr 't . h th . E xpenence In eac In . T h' g 

df Mean F Sig . 
Square 

5 1.486 4.768 .000 

147 .312 

152 

To ch eck which category contributed most to the difference, the 

researcher further implemented Tukey HSD test (See the detailed result 

of the test in Appendix C) . According to the Tukey result, teachers with 

long, i.e. more than 15 years of service or teaching experience, have 

relatively higher average commitment results than those with less than 

15 years in teaching. Again, th e result showed that teachers with greater 

than 25 years of service have the highest commitment result 

(mean=3.32) . 

3.5 Summary 

Three approaches were used in this chapter to answer the research 

questions. First, the Pearson product moment correlation coefficient 

procedures were applied to the data to examine relationships among the 

variables within the contexts of schools. The correlational analysis 

suggested that there is a positive relationship between school climate 

and teachers' commitment variables. The interrelationship of the 

variables was confirmed to be s ignificantly positive. 
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Multiple regression analysis was used to examine the predictive power of 

the subscales of school climate to teachers' professional commitment and 

to find out the amount of variance of the independent variables 

accounted by dependent variables. In this regard, school clima te was 

found to contribute significantly to teachers' commitment. 

Finally, in assessing the variation of teachers' professional commitment 

with teaching experience, it appears that commitment of teachers differs 

according to their experience. 
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CHAPTER FOUR 

Discussion 

Teachers ' commitment does not take place in a vacuum. Rath er, many 

factors could contribute for the development of teachers' commitment. 

The findings concerning the relationships of the study varia bles and th e 

conclu sions reached from the results are discussed below. 

4.1 Relationship of Teachers' Commitment with School 

Climate 

The results of the present study revealed that teachers' commitment is 

related to school climate. Carr et. al. (2003) in their meta -a n a lytic path 

analysis study of climate in 51 studies with 70 samples reported a 

similar result . Hoy, Ta rter & Kottka mp (1 991 ), in th eir exten sive study 

a bout school climate, also found moderately strong positive relationship 

of teachers' commitment with organizational health inventory (r~0.55) 

a nd openness in school (r~0.42 ) - which are the two pilla rs of sch ool 

climate. 

Referring to the relationship of the school clima te with teacher s' 

professional commitment, the researcher of the study particula rly 

observed in the study site that there a re several factors related with 

school clima te, such as a dminis trative problems and curriculum a ffairs . 
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The research er also observed from his informal discussions with 

teachers as well as from their responses of the open-ended items of the 

questionnaires that teachers had several complaints on different issues 

such as, favors on the assignment of principals, shortage of money and 

no additiona l income or privileges and lack of interest of students to 

learn. Many of the sample respondents a lso reported that they love the 

profession but because of the reasons m entioned above and other factors 

their commitment to teaching is very much decreasing and that h a mpers 

them from working as they wished. 

Besides the statistical findings, those and other climatic problems in the 

school environment are believed by the researcher as root causes for the 

lack of commitment on the sides of teachers. Theoretica l models given by 

several researchers (Such as Carr et. al., 2003) could serve as a 

supportin g evidence for this assertion . 

The results of the present study suggest that, the relationship of the 

three components of climate with teachers ' professional commitment was 

positive as expected. Thus, the results consisted with that of Hoy, Ta r ter 

& Kottkamp (1 99 1), who found weaker results for the collegia l leadership 

variables, including principal's support, principal's control and 

principal's consideration, ranging from .22 to .30. The above researchers 

a lso found correlation of .31 to .44 between academic press and teachers' 

commitment. 
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In a related finding, Sweetland and Hoy (2003) have found significantly 

positive rela tionship of the three components (ra nging from 0.49 to 0.58) 

with teachers' empowerment, which is a lmost similar with present 

findings . 

The present evidence shows that a better school climate could fa irly 

influence teachers' commitment to their profession, which has a direct 

impact on job performance, psychologica l well being and withdrawal. In 

a dditions, more emphasis should be laid In developing teachers ' 

professionalism, academic press and collegial leadership in order to h ave 

more committed teachers. 

Additionally, similar with the findings of Sweetland and Hoy (2000), all the 

three variables of climate were found to be significantly interrelated to each 

other. From this result the researcher observed that the three components of 

school climate, collegial leadership, teachers ' professionalism and academic 

press, are significantly interwoven. In other words, it seems impossible to talk 

about climate by taking one and leaving the other. This finding a lso seems 

consis tent with theoretical notion of Sweetland and Hoy (2000). 

From the findings of the regression analysis, it appears that the three 

dimensions of school climate help in predicting teachers' commitment. Among 

the dimensions, teachers' professiona lism was found to be m ore influential 

than collegia l leadership and academic press variables . We can a lso infer 
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from the findings that schools having a better climate could be perceived as 

having more committed teachers. 

However, if we critically see the vanance of teachers' commitment 

accounted by the three components of school climate, it was about 25%. 

This may imply that there are other factors which contributed to 

teachers' commitment than school climate. 

As ' to the results of teachers' professionalism, which has relatively high 

relationship with teachers' commitment in the study site, it may not be 

surprising to reach at this conclusion because of the fact that 

commitment is also one of the subcomponents of professionalism. 

Results also revealed that teachers' commitment could be well developed 

by making the components of school climate more favorable. This 

includes making the principal's leadership more collegial, creating sense 

of competence, autonomous judgment, cooperation and support among 

teachers (teachers' professionalism), and making the school set high but 

achievable academic standards and goals (academic press). 

4.2 Relationship of Teachers' Commitment with Work 

Experience 

According to the present study, a significant difference was observed on 

teachers' professional commitment depending on their work experience. 

Though there are some findings that revealed the present result (such as 
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the one by Kadyschuk, 1997 and Zenebe, 1996), many research findings 

(Meyer & Allen, 1984, Porter et. al., 1974) reported the opposite, and in 

congruence with the present result. 

In the formal interview with principals and informal discussion with 

teachers, the researcher found supportive evidence tha t, many novice 

teachers started career with uncertainty and find their jobs more 

demanding and challenging than expected. As a result these teachers 

tend to be less committed and reconsider their choice. Certainly, it seems 

reasonable to suggest that some costs associated with leaving will 

increase over time (for example, pension a llowance, seniority privileges, 

organization -specific training etc.). 

From the observations in the fie ld sits and from the early experience of 

the researcher, it appeared that, at the beginning teachers came with 

high morale and great expectations to implement what they h ave learned 

in higher institutions. However, actual conditions in the working area, 

especially in the rural areas, are not as attractive and facilitated to work 

as their expectations. As a result, their great morale a nd commitment 

gradually dropped and started to search for some other way of living. 

On the other hand, teachers who continued to teach for not finding 

another job or any other reasons will become familiarize with these 

conditions. As a result, they started to join with different individua l and 

social commitments that would force them not to leave the area easily. 
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The prestige accorded to the experienced teachers by the students, 

administration as well as the society is higher as compared to that of the 

younger teach ers and this may be taken as another possible reason for 

the difference in commitment. 

Hence, because of those mentioned above and other possible reasons, 

the researcher feels that it is difficult for the experienced teachers to 

leave their loca lities. Gradually they may start to think as if they were 

born to be and remain teachers! 

Regarding this issue, Salancik (1977, cited in Meyer & Allen, 1984) 

interpreted a similar result by saying that "experienced employees have 

received more rewards from the organization, (E. g. are in better positions) 

that they represent a self-selected group, or they have "Justified" to 

themselves that their long service to the organization by deciding they 

like it"(p . 378) . 

As opposed to this, Zenebe (1996) found no evidence to support his 

prediction that teachers with more teaching experience are more able to 

critically evaluate and understand the conditions in their schools. 
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Concerning the components of school climate that have significa nt 

relationship with teachers ' professional commitment, all the three 

components of commitment, I.e. collegial leadership, teachers' 

professionalism and academic press, have statistically significant positive 

relationship with teachers' commitment. 

Pertaining to the interrelationship among components of school climate , 

a ll the three components of school climate, i.e. collegial leadership, 

teachers' professionalism and academic press, were statistically 

interrelated with each other. 

With regard to the dimensions of school climate that predict teachers' 

commitment, it was found that about 25% of the difference in teachers' 

commitment may be accounted by three dimensions of school climate. 

Among the three subscales listed, teachers ' professionalism appears to 

be the most influential while collegial leadership comes next. 

As far as the variation in teachers' professional commitment on the basis 

of years of experience is concerned, analysis of variance indicted that 

there is a significant difference of teachers' commitment across years of 

experience. In the study, it is found that average commitment of teachers 

increased after 15 years of experience. 
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5.2 Conclusions 

From the results of this study, the following conclusions could be made . 

>- Even though policy makers and the society are thinking of 

several things for the improvement of teachers' commitment, 

favorable and attractive school climate is found as one of the 

most important factors to be considered for the improvements of 

their professional commitment. 

>- The concept of school climate, I. e. collegial leadership, teachers' 

professionalism and academic press, IS significantly related to 

teachers' professional commitment as well as to each other. 

>- Though school climate is an important factor to be dealt in the 

assessment of teachers' commitment to their profession, there 

are a lso some other factors, which could have an impact on their 

commitment. 

>- Experience of teachers in teaching is a lso one factor, which could 

create difference on commitment. However, the causes for this 

difference are yet to be studied. 
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5.3 Recommendations 

The researcher gIves the following recommendations for future 

researchers, educational administrators and other concerned bodies: 

• Emphasis should be given to develop conducive school environment 

for the development of the teaching learning process. 

• Policy m a kers should give more for improving teachers' commitment 

by creating more appropriate and a ttractive working environment. 

• The present study should be replicated with larger and nationwide 

samples of teachers to confirm whether the result could be 

genera lizable beyond the limitations of the present samples. 

• The present study con sidered just one factor, school climate which 

a ffects teach ers ' commitment to a limited range, but the researcher 

feels that there are a lso other factors to be considered for a better 

understanding of commitment. These include students' interest to 

learn a nd teachers' participation in academic decision -making. 

Therefore, future researchers should assess those oth er factors in 

addition to school clima te . 

• A more deta iled study is also n eeded to find out the reasons for the 

differences in teachers' commitment due to their work experience. 

That is, further research should be done to expla in why experienced 

teachers a re more committed and why less experienced have low 

commitment to their profession. 
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No. 

I 
2 

3 

4 
5 

6 

7 

8 
9 

10 

II 

12 
13 
14 

IS 

16 
17 

"-. 
18 

19 

20 

21 

_. 

Section two 
The following items requests your perception regarding your relationships 

to your school and to teaching as profession. Please indicate the extent to 

which each statement characterize you by making "X" in the appropriate 

box. 

Alternative responses 

Feelings Strongly Disagree Agree Agre, Strongly 

Disagree iDisagree Agree 

I do not fee l like part of the family at the school 
I am not concerned about what might happen if I left 
the school without having another person lined up . 
I do not feel any moral obligation to remain in 
teaching. 
J feel emotionally attached to the profession 
It would be very hard for me to leave the school 
right now even in wanted to 
Working at teaching profession has a great deal 
of personal meaning for me 
Too much in my life would be disrupted if I 
decided to leave this school now 
Teaching is an ideal profession 
Even if it were to my advantage, I do not feel it 
would be right to leave now 
I feel a strong sense of belongingness to my 
school 
It wouldn't be too costly for me to leave this 
profession now 
I would feel guilty If I left the profession now 
I am proud to tell others that I am a teaching. 
Right now, staying with this profession is a 
matter of necessity as much as desire 
Even if I got all the money I wanted I will 
continue in teaching 
The school deserves my loyalty 
I would be happy to work at this profession until I 
retire 
It would be wrong to leave this school right now 
because of my obligation to the people in it 
One of the serious consequences of living as a 
teacher would be the scarcity of available 
alternatives. 
I really feel that any problems faced by this 
school are also my problems 
I have great respect to teaching. 8 



22 I enjoy discussing teaching w ith peop le outside 
of the schoo l. 

23 I found teaching to be my right choice 

24 I found my belief match with the school's belief 

25 I am not happy by choosing teaching as a profession 
.. 

Addillonal comments: _____________________________ _ _ 

Section three 

The following a re statements about your school. Please indicate the extent to which eacl 
statement characterizes your school by putting a n "x" mark in th e appropriate box. 

S. Statements A ltemative responses 
No. Occurs Occurs Occurs Occurs Occu rs very 

Never rarely Sometimes Often frequently -
A. 
1 The principal sets an example by working hard 

himself/herself. 

12 The principa l compliments teachers 

i 3 Teacher-principal conferences are dominated by the 
nrincioal. 

4 The pri ncipal is fr iendly and approachable 

5 The pri ncipal makes his or her attitudes clear to the 
I school. 

6 

I 

The principal goes out of his/her way to help 

1 teachers. 

7 The principal explains her/her reasons for criticism 
to teachers. 

8 The principa l lets faculty know what is expected of 
them 

9 The principal is available after school when 

1--- assistance is needed. 
10 The principa l uses constructive critici sm. 

11 The principal is autocratic . 

12 The princi pal is w illi ng to make changes. 

13 The principal talks more than listens. 

14 The principal treats a ll faculty m embers as his or 

1.--- her equal. 
15 The principa l maintains definite standards of 

perfonnance. 

I 16 T he principa l schedules the work to be done. I 
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S. Statements Alternative responses 
No. Occurs Occurs Occurs Occurs Occurs ver-y 

Never rarely Sometimes Often frequently 
B. 
I The teachers spend time after school with students who 

have individual problems. 

" Teachers are proud of their school . c 

3 Teachers are friendly with students. 
4 Teachers help and support each other. 
5 Teachers know the family background of other faculty 

members . 
6 Teachers have too many committee requirements. 
7 The morale of teachers is high. 
8 Teachers invite other faculty members to visit them at 

home. 
9 Teachers accomplish their jobs with enthusiasm. 
10 Teachers respect the personal competence of their 

colleagues. 
II The school is vulnerable to outside pressures. 
12 Community demands are accepted even when they are 

not consistent with the educational program. 
13 Teachers feel pressure from the community. 
14 Select citizen groups are influential with the school's 

administrative affairs. 
C. 
\ 1 Extra materials are available if requested 
2 The principal gets what he or she asks for from 

supenors. 
3 Students in this school can achieve the goals that have 

been set for them. 
4 The school sets high standards for academic 

performance. 
5 Teachers are provided with adequate materials for their 

department 
6 The principal is able to work well with the 

superintendent 
7 Students respect others who get good grades. 
8 Teachers receive necessary classroom supplies. 
9 The principal recommendations are given serious 

consideration by his or her superiors. 
10 Students seek extra work so they can get good grades 
II Teachers in this school believe that their students could 

achieve academically. 
12 Supplementary materials are available for classroom use. 

'13 The principal is impeded by superiors 
14 Academic achievement is recognized and acknowledged 

by the school. 
15 Students try hard to improve on previous work. 
16 Teachers have access to needed instructional material 
17 The learning environment is orderly and serious. 

Additional comments: 
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Appendix B 

Items in the four components of the combined view of 
school climate 
COLLEGIAL LEADERSHIP 

Supportive behavior items 
I. The principal sets an example by working hard himself/herself. 
2. The principal compliments teachers. 
3. The princ ipal goes out of his/her way to help teachers. 
4. The principal explains her/her reasons for criticism to teachers. 
5. The principal is available after school when assistance is needed. 
6. The principal uses constructive criticism. 
7. The principal looks out for the personal welfare of faculty. 

Directive behavior items 
1. Teacher-principal conferences are dominated by the principal. 
2. The principal rules with an iron fist. 
3. The principal monitors everything teachers1do. 
4. The principal closely checks teacher activities. 
S. The principal is autocratic. 
6. The principal supervises teachers closely. 
7. The principal talks more than li stens . 

Consideratioll items 
I. The principal is friendly and approachab le. 
2. The principal treats all faculty members as his or her equal. 
3. The principal is w,i lling to make changes. 

Illitiatillg Structure iteJ;IS 
I . The principal asks that faculty members follow standard rules and regulations. 
2. The principal makes his or her attitudes clear to the schoo l. 
3. The principal lets facuity know what is expected of them. 
4. The principal maintains definite standards of performance. 
5. The principal schedules the work to be done. 
TEACHER PROFESSIONALISM . 

Ellgaged bellm/ior items 
1. The teachers spend time after school with students who have individual problems. 
2. Teachers are proud of their school. 
3. Teachers are friendly with students. 
4. Teachers help and support each other. 
5. The pupils solve their problems through logical reasoning. 
6. The morale of teachers is high. 
7. Pupils are trusted to work together without supervision. 
8. Teachers respect the personal competence of their colleagues. 

Ill timate behavior items 
I. Teachers' closest fri ends are other fac ulty members at thi s school. 
2. Teachers know the family background of other faculty members. 
3. Teachers invite other faculty members to visit them at home. 
4. Teachers sociali ze with each other on a regular basis. , 
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Morale items 
1. Teachers in the school like each other. 
2. Teachers are indi fferent to each other. * 
3. Teachers in this school are coo l and aloof to each other* 
4. Teachers accomplish their jobs with enthusiasm. 
5. Teachers identify with the schoo l. 

Frustrated behavior items 
1. The matmerisms of teachers in this school are annoying. 
2. Teachers have too many committee requirements. 
3. Routine duties interfere with the job of teaching. 
4. Teachers intenupt other faculty members who are talking in faculty meetings 
5. Administrative paper work is burdensome in thi s school. 
6. Assigned non-teaching duties are excessive. 

ACADEMIC PRESS 
Resource Support items 

I. Extra materials are available if requested 
2. Teachers are provided with adequate materials for their classrooms. 
3. Teachers receive necessary classroom supplies. 
4. Supplementary materials are available for classroom use. 
5. Teachers have access to needed instructional material. 

Principal Illfluellce items 
I. The principal gets what he or she asks for from superiors. 
2. The principal is able to influence the actions of hi s or her superiors. 
3. The principal is able to work well with the superintendent. 
4. The principal recommendations are given serious consideration by hi s or her superiors. 
5. The principal is impeded by supeliors. * 

Academic Emphasis items 
1. Students in thi s school can achieve the goals that have been set for them. 
2. The school sets high standards for academic perfOrmatlce. 
3. Students respect others who get good grades. 
4. Students seek extra work so they Catl get good grades 
5. Teachers in this school believe that their students have the ability to achieve academica lly. 
6. Academic achievement is recognized and acknowledged by the school. 
7. Students try hard to improve on previous work. 
8. The learning environment is orderly and serious. 
Environmental Press 

Illstitutiollal IlIlegrity items 
I. Teachers are protected from unreasonable commlUlity and parental demands. 
2. The school is vulnerable to outside pressures. * 
3. Community demands are accepted even when they are not consistent with the educational program* 
4. Teachers feel pressure from the community. * 
5. Select citizen groups are influential with the board * 
6. The school is open to the whims of the public .* 
7. A few vocal parents can change school policy* 
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Appendix C 
Mu ltiple Comparison s 
Dependent Variable: AVGCOMM 
T I HSD u<ey 

Mean 
Difference (I -J) 

(I) (J) 
l.00 2 .00 -.1532 

3 .00 .3450 
4.00 - .26 10 
5 .00 -.2897 
6 .00 -.3338 

2 .. 00 l.00 .1532 
3 .00 .4982* 
4.00 - .1078 
5 .00 -.1365 
6.00 -.1806 

3.00 l.00 -.3450* 
2.00 -.4982* 
4.00 -.6060* 
5.00 -.6347* 
6.00 -.6788* 

4.00 l.00 .2610 
2.00 .1078 
3.00 .6060* 
5.00 -2.8639E-02 
6.00 -7.2789E-02 

5.00 1.00 .2897 
2.00 .1365 
3.00 .6347* 
4.00 2.864E-02 
6 .00 -4.4150E-02 

6.00 1.00 .3338 
2.00 .1806 
3.00 .6788* 
4.00 7.279E-02 
5.00 4.415E-02 

Std . Sig. 95% Confidence 
Error Interval 

Lower Bound 
.1675 .943 - .6306 
.1725 .342 - .1466 
.1482 .49 1 -.6832 
.1873 .634 -.8234 
.1745 .394 -.83 10 
.1675 .943 -.3242 
.1632 .028 3.306E-02 
.1372 .970 -.4989 
.1788 .974 -.6459 
.1653 .884 -.6516 
.1725 .342 - .8366 
.1632 .02R -.9633 
. 1433 .000 -1.0144 
.1835 .007 -1.1575 
.1703 .001 - l.1642 
.1482 .491 -.16 12 
.1372 .970 -.2833 
.1433 .000 .1977 
.1608 l.000 -.4868 
.1456 .996 -.4878 
.1873 .634 -.2440 
.1788 .974 -.3730 
.1835 .007 .1119 
.1608. 1.000 -.4295 
.1853 l.000 -.5722 
.1745 .394 -.1633 
.1653 .884 -.2904 
.1703 .001 .1934 
.1 ~56 .996 -.3422 
.1853 1.000 - .4839 

* The mean difference IS slgmficant at the .05 level. 
k HSD Tu ey 

Subset for 
VAROOO02 N alpha = .05 

1 2 
3.00 22 2.6450 
l.00 20 2.9900 2.9900 
2.00 16 3. 1432 
4.00 49 3 .2510 
5 .00 25 3.2797 
6.00 21 3.3238 
Sig. .300 .338 

Means for groups 111 homogeneous subsets are displayed. 
a Uses Harmonic Mea n Sample Size = 22.558. 

Upper Bound 
.3242 
.8366 
.16 12 
.2440 
. 1633 
.6306 
.9633 
.2833 
.3730 
.2904 
.1466 

-3.3060E-02 
-.1977 
-. 1119 
-.1934 
.6832 
.4989 

l.0144 
.4295 
.3422 
.8234 
.6459 

1.1575 
.4868 
.4839 
.8310 
.65 16 

l.l642 
.4878 
.5722 

b The group sizes are unequa l. The harmonic mean of the group sizes is 
u sed . Type I error levels a re not guaranteed. 
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Appendix 0 
A. One way ANOVA Result for the pilot study 
Avg Comm --

Sum of df Mean F Sig. 
Squares Square 

Between 4.709 4 1.177 3.226 .021 
Groups 
Within 15.325 42 .365 

Groups 
Total 20.034 46 . . . 

The mean difference IS significant at the .05 level. 
Avg . Comm . 
levels are not guaranteed. 

B. Regression analysis Result for the Pilot Study 

Mode IS ummary 
Model R R Adjusted Std. Error 

Square R of the 
Square Estimate 

1 .583 .340 .278 .5609 
a Predictors: (Constant). Sch. Climate D. Sch. Cl imate A. Sch. Climate B. Sch. Climate C 
ANOVA 

Model Sum of df Mean F Sig 
Squares Square 

1 Regressi 6.820 4 1.705 5.419 .001 
on 

Residual 13.214 42 . . 315 
Total 20.034 46 

a Pred ictors. (Constant). Sch . Climate D. Sch. Climate A. Sch. Climate B. Sch. Climate C 
b Dependent Variable: Avg. Comm. 
Coefficients 

Unstanda Standardize t Sig. 
rdized d 

Coefficien Coefficients 
ts 

Model B Std . Error Beta 
1 (Constant -.304 1.057 -.287 .775 

) 

Sch. 7.107E- .156 .062 .455 .651 
Climate A 02 

Sch. .897 .339 .369 2.646 .011 
Climate B 

Sch . .331 .144 .330 2.303 .026 
Climate C 

Sch. 1.653E- .153 .015 .108 .915 
Climate D 02 .. 

a Dependent Variable: Avg. Comm. 
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C. Descriptive Statistics Results of the pilot study 

Mean Std. Deviation N 
VAROOO01 3.1047 .5852 47 
VAROOO02 2.6553 .5758 47 
VAROOO03 2.6672 .2720 47 
VAROOO04 2.0909 .6584 47 
VAROOO05 2.4100 .5769 47 
VAROOO06 2.4574 .258 1 47 

D. Correlation Coefficient Result of the Pilot Study 

AVGSCT AVGSC1 AVGSC2 AVGSC3 AVGSC4 AVGCOMM 
AVGSCT Pearson 1.000 

Correlation 
Sig. (2-tai led) 

N 47 
AVGSC1 Pearson .293" 1.000 

Correlation 
Sig. (2-tailed) .046 

N 47 47 
AVGSC2 Pearson .417" .406" 1.000 

Correlation 
Sig. (2-tai led) .004 .005 

N 47 47 47 
AVGSC3 Pearson .453" .273 .267 1.000 

Correlation 
Sig. (2-tailed) .001 .064 .070 

N 47 47 47 47 
AVGSC4 Pearson -.275 -.180 -.253 -.449" 1.000 

Correlation 
Sig (2-tailed) .062 .227 .086 .002 

N 47 47 47 47 47 
AVGCOMM Pearson .408" .738" .517" .613" .106 1.000 

Correlation 
Sig. (2-tailed) .004 .000 .000 .000 .480 

N 47 47 47 47 47 47 
" Correlation is sign ificant at the 0.05 level (2-tai led). 
"" Correlation is significant at the 0.01 level (2-tailed). 
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