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ABSTRACT

VICTORIA LASHAWN WALKER
AN INVESTIGATION OF FACTORS RELATED TO TEACHERS’ 
ORGANIZATIONAL COMMITMENT IN RURAL HIGH SCHOOLS 
Under the direction of Edward L. Bouie, Jr., Ed.D.

Relevant literature indicates that teachers who are not committed to their 

organization do not perform, do not provide a quality education for their students, and do 

not remain members of the organization; thus, making staffing, retaining, and 

maintaining highly qualified teachers problematic for rural schools. Limited research has 

been conducted on organizational commitment in educational settings. Furthermore, 

research in the area of teachers’ organizational commitment is not as developed in 

comparison to other occupations. The purpose of the current research was to investigate 

the relationship between teachers’ organizational commitment and student achievement, 

between teachers’ perception of principal’s leadership style and student achievement, and 

between teachers’ organizational commitment and teachers’ perception of principal’s 

leadership style in rural high schools. In addition, the study was conducted to determine 

if a specific leadership style is significantly related to teachers’ organizational 

commitment in rural high schools.

This quantitative study used a correlational research design to determine the 

strength of the linear relationship among teachers’ organizational commitment, teachers’ 

perception of principal’s leadership style, and student achievement. Multiple regression



was calculated to examine the combined relationships o f the two independent variables 

and the dependent variable. Data collections methods included administering the 

Organizational Commitment Questionnaire, the Multifactor Leadership Questionnaire, 

and a demographic questionnaire to 77 teachers working in five public rural remote high 

schools in a southern state in the United States. Achievement data were also gathered 

from the schools selected for study.

The results revealed a statistically significant relationship between teachers’ 

organizational commitment and teachers’ perception of principal’s leadership style in 

rural high schools. A positive correlation existed between teachers’ organizational 

commitment and teachers’ perceptions of principal’s transformational and transactional 

leadership styles. Passive avoidance was inversely related to teachers’ organizational 

commitment. The findings indicated that student achievement is not correlated to 

teachers’ organizational commitment or teachers’ perception of principal’s leadership 

style. Because student achievement is important in regards to schools and school districts 

making average yearly progress as outlined in the NCLB Act, conducting a qualitative 

study to capture the factors related to student achievement is reasonable for future 

research purposes.



CHAPTER 1 

INTRODUCTION TO THE STUDY 

Dating back to the 1960s, teacher commitment has been identified as an essential 

aspect of a school’s capacity for reform and renewal (Geijsel, Sleegers, Leithwood, & 

Jantzi, 2003). Kushman (1992) regarded teacher commitment as the nucleus of school 

reform. The teachers’ role in the implementation of programs is essential in a school’s 

effectiveness and improvement (Sezgin, 2009a). Improving the commitment of teachers 

to the organization has become the repetitive chant of school reform, specifically for 

schools serving poor, minority, and underachieving students (Kushman, 1992).

Studies investigating the association between teacher commitment and variables 

such as student achievement (Firestone & Pennell, 1993; Firestone & Rosenblum, 1988) 

and turnover rate (Ingersoll, 2001, 2003) indicate that teacher commitment contributes to 

and is linked to both variables. Dissatisfaction with the lack of support from 

administrators and workplace conditions are reasons teachers leave the profession and are 

not committed to the organization (Henke et al., 1997; Luekens, Lyter, & Fox, 2004). 

School leaders have been charged with understanding procedures and processes that 

create an environment that encourages organizational improvement, as well as teachers’ 

commitment (Kelley, Thornton, & Daugherty, 2005; Sezgin, 2009a; Yu, Leithwood, & 

Jantzi, 2002). The impact of school leadership on school effectiveness and school 

improvement has attracted the attention o f researchers for more than two decades
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(Kruger, Witzier, & Sleegers, 2007). More specifically, a considerable amount of 

research has been conducted on the correlation between the principal’s leadership and 

student achievement (Heck & Hallinger, 2009; Jacobson, 2011; Kruger et al., 2007; 

Leithwood & Jantzi, 2008; Leithwood, Patten, & Jantizi, 2010; Marazano, Waters, & 

McNulty, 2005; Marks & Printy, 2003; Wahlstrom, 2008; Wahlstrom & Louis, 2008; 

Witziers, Bosker, & Kruger, 2003). Research on the relationship between principal 

leadership and student achievement has reported an indirect relationship between the two 

(Hallinger & Heck, 1998; Kelley et al., 2005; Leithwood & Jantzi, 2008; Mulford, 2005). 

These studies showed that the principal’s role is important, yet has an indirect 

relationship on the outcome of student achievement.

The most important factor related to student achievement is the teacher (Jacobson, 

2011; Pennsylvania Partnership for Children, 2010; Wahlstrom & Louis, 2008). Through 

their leadership, principals can support student achievement by creating organizational 

conditions that increase teachers’ organizational commitment (Ross & Gray, 2006).

When principals’ beliefs and actions are focused on teacher professional development, 

they shape school conditions and teaching practices that reinforce instructional quality, 

student outcome, and organizational conditions (Youngs & King, 2002). Leithwood 

(2006) identified the school culture, the school structure, the school’s relationship with 

the community, and the school’s operating procedures as working conditions that sustain 

teacher commitment to the organization. Goal setting and decision making are other 

organization conditions that Dannetta (2002) cited as sustaining teachers’ organizational 

commitment. When teachers work with principals to establish goals for student learning, 

commitment is strengthened (Youngs & King, 2002). Organizational commitment is
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positively related to student achievement (Dannetta, 2002; Ross & Gray, 2006).

Kushman (1992) posited that teachers’ organizational commitment is strongly related to 

student achievement. The results of Kushman’s study also indicated that teachers’ 

organizational commitment has a stronger relationship to student achievement than their 

(the teachers’) commitment to student learning.

With the demand to provide quality teachers in every classroom, as dictated by 

the No Child Left Behind (NCLB) Act of 2001 (U.S. Department o f Education, 2001), 

improving teacher commitment to the organization is part of the litany of school reform 

(Kushman, 1992). Geijsel et al. (2003) identified teacher commitment as an essential 

element for school reform and renewal. Under the reauthorization of the Elementary and 

Secondary Education Act (ESEA) of 1965, accelerated student achievement and closing 

the achievement gap are important focal points (U.S. Department o f Education, 2010).

Special attention has been given to rural schools under the reauthorization of the 

ESEA blueprint. The U.S. Department o f Education (2010) recognizes that rural schools 

have unique challenges and opportunities. Therefore, special provisions have been 

provided to improve the teaching corps to help retain effective educators and change 

teacher quality rules. The special attention is placed on these areas because rural schools 

face challenges with recruiting and retaining qualified teachers (Ayers, 2011; Barley & 

Brigham, 2008). Teachers in high poverty schools have a higher rate of turnover than 

those in more affluent public schools and are less committed (Ingersoll, 2001, 2003).

One third of public schools in the United States are located in rural areas and 

these schools serve 20% of the nation’s public school students (Alliance for Excellent 

Education, 2010). The enrollment in rural areas is increasing faster than the overall
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public school enrollment. Rural enrollment has increased by 15% while the overall 

enrollment of public school students has increased by about 1 % (Alliance for Excellent 

Education, 2010). Funding is another problematic area for rural schools (Eppley, 2009). 

The financial implications surrounding rural schools is the concern that adequate 

financial resources are not provided for them to comply with federal and state mandates; 

specifically, the financial implications o f NCLB (Arnold, 2004). In addition, with the 

cumbersome formulas for Title I, some rural districts receive disproportionate amounts of 

funding as opposed to those of larger school districts (Ayers, 2011).

Lai, Luen, and Hong (2011) reported that although effective leaders have an 

indirect relationship on student achievement and the overall effectiveness of the school, 

teachers’ organizational commitment is the vital solution to an effective school. 

Educational organizations expect teachers to display loyalty and commitment (Hodges & 

Ozag, 2007). Yu et al. (2002) asserted that leadership in an organization has to be 

capable of maintaining teachers’ organizational commitment. According to Ingersoll 

(2001), the level of administrative support is considered an organizational condition, 

which shows a strong link between organizational commitment and teacher turnover.

One of the reasons teachers leave education is because of inadequate support from school 

administration (Ingersoll, 2003, 2004). When principals put emphasis on the people in 

the organization and promoting teamwork and the values o f the organization, they 

positively support the school’s culture (Lumpkin, 2008). The leadership o f the principal 

is imperative and vital for the organization to operate effectively, efficiently, and 

purposefully (Jacobs & Kritsonis, 2006). According to Hussein and da Costa (2008), the 

principal’s leadership style is related to teachers’ organizational commitment.
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Organizational Commitment 

Mowday, Steers, and Porter (1979) defined organizational commitment as the 

relative strength of an individual’s identification and involvement in an organization. 

Mowday et al. (1979) identified three factors associated with organizational commitment: 

(a) a strong belief in the organization’s goals and values as well as acceptance of the 

goals and values, (b) a willingness to exert effort on behalf o f the organization, and (c) a 

strong desire to continue membership in the organization. Organizational commitment is 

associated with positive outcomes (Sikorska-Simmons, 2005). People who are 

committed to an organization are more likely to remain with an organization (Kuean, 

Kaur, & Wong, 2010) and work toward the goals o f the organization (Mowday, Porter, & 

Steers, 1982; Nehmeh, 2009). Committed employees choose to remain and believe in the 

goals of the organization, exert effort toward achieving the goals, and are least likely to 

leave the organization (Kuean et al., 2010). Human resources are the most important 

contributors (Celep, 2000) and greatest assets (Nehmeh, 2009) in any organization. 

Employing and maintaining individuals who are committed to an organization is essential 

and valuable, and has a substantial impact on the performance of an organization 

(Nehmeh, 2009). In the field o f education, teacher commitment is essential to effective 

schools (Joffres & Haughey, 2001). Teachers are considered the most fundamental 

stakeholders after students (Hussein & da Costa, 2008).

Personal characteristics or demographic variables such as age, gender, 

employment length, and educational level are antecedents to organizational commitment 

(Peterson, Saginaw, & Suess, 2003; Sezgin, 2009b). Chan, Lau, Nie, Lim, and Hogan 

(2008) posited teaching experience is an antecedent that leads to organizational
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commitment. Teachers with longer tenure are more likely to remain members in the 

organization than are teachers with less experience. Peterson et al. (2003) corroborated 

this by indicating that time spent in the workplace is positively correlated with 

organizational commitment. In addition, age positively correlated to organizational 

commitment. Dee, Henkin, and Singleton (2006) examined these personal characteristics 

in their study. Unlike the other researchers, Dee et al. identified education level as the 

only control variable to have a significant relationship with commitment.

Leadership

The school principal in many ways is considered the most important and 

influential person in a school (Jacobs & Kritsonis, 2006). Principals can support 

teachers’ organizational commitment especially as it relates to remaining a member of the 

organization and on exerting extra effort (Sun, 2004). A principal’s leadership style 

determines the climate of the school, the level of professionalism, the conditions for 

teaching and learning, the morale o f the teachers, and collegiality (Howard, 2003). The 

relationships that principals have with teachers are linked to the teachers’ commitment 

level (Price, 2012).

Transformational leadership has been recognized as having a significant 

relationship with organizational commitment and encourages followers to identify with 

the organization’s goals and vision (Lee, 2005). Leadership as defined by Bums (1978) 

indicates that transformational leadership raises organizational members’ level of 

commitment. The theory of transformational leadership has been cited as being effective 

in motivating followers to exert extra effort beyond expectations (Bass, 1985). Adding to 

this theory, Lee (2008) suggested that followers are likely to exert extra effort to meet the



goals of the organization based on the leader’s use of the transformational leadership 

style. This supports student achievement. The principal’s role in a school is essential if 

the conditions for teaching and learning are to be achieved. The principalship of the 21st 

century requires principals to have both the foresight to see problems in a school before 

they arise, as well as a compendium of skills pertaining to education used appropriately 

when reacting to problems (Ferrandino, 2001).

Kelley et al. (2005) reported that a leader who is able to foster a work 

environment that focuses on the school’s vision, facilitates implementation of the 

mission, and establishes a school climate that is productive for both teachers and students 

can foster teacher effectiveness. Empirical research for the past two decades has 

illuminated the degree in which principals sustain school effectiveness (Price, 2012). 

School leaders are essential to promoting motivation, performance, and commitment in 

order to produce sustainable school improvement (Hussein & da Costa, 2008). Teacher 

commitment to the organization has also been linked to commitment to a school principal 

who is committed to providing a supportive work environment (Fiore, 2004). Likewise, 

the leader can also restrict teacher effectiveness through leadership style. Teachers’ 

perception of the principal is a significant predictor of organizational commitment (Chan 

et al., 2008).

According to Richmon and Allison (2003), leadership styles are behaviors that are 

evaluated. Northouse (2009) defined leadership styles as the actions and behaviors of 

leaders toward subordinates in a variety of contexts. Building principals must assess and 

evaluate the impact and perception of their leadership style in their schools (Shaw, 2009).
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It is vital to the leader’s effectiveness and the followers’ development level to reach a 

desirable level that the right style is adopted (Shriberg, Shriberg, & Kumari, 2005).

Leadership styles are composed of two kinds of behaviors: task behaviors and 

relationship behaviors (Northouse, 2010). It is fundamental for a leader to espouse both 

types of behaviors to address appropriately the needs o f subordinates and the task of the 

organization, as well as to enhance his or her leadership performance (Sinden, Hoy, & 

Sweetland, 2004). Leithwood, Harris, and Hopkins (2008) asserted that if organizations 

are to run successfully, understanding leadership styles is vital.

Student Achievement 

Teachers have the greatest linkage with student achievement, but leadership is 

influential in determining their commitment, their motivation, and the quality of their 

teaching (Jacobson, 2011). Low teacher commitment reduces student achievement 

(Firestone & Pennell, 1993). School leaders create organizational conditions that support 

organizational commitment. These conditions are cultivated when leaders provide 

learning communities where collegiality is an integral part o f the organization (Dannetta,

2002). Collegiality is an important connection in a teacher’s commitment to student 

learning (Dannetta, 2002).

By 2014, students attending public schools in the United States are expected to be 

proficient in the areas of reading and mathematics as authorized by NCLB (U.S. 

Department of Education, 2001) and the latest reauthorization of the Elementary and 

Secondary Act of 1965 (Vemez, Birman, & Garet, 2009). Every state is required to 

establish standards, assessments, and accountability systems to ensure that every child 

achieves proficiency in reading and mathematics by 2014. Each state is required to test
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all students in Grades 3 through 8 and once in Grades 10 through 12 with assessments 

aligned to the standards for making AYP toward the goal of 100% o f students being 

proficient in reading and mathematics by 2014 (Vemez et al., 2009). Schools must meet 

AYP proficiency targets yearly as 2014 approaches with students scoring at or above the 

state determined proficiency level. In order for schools to make AYP, proficiency targets 

must be met for the entire school population and for subgroups, including racial and 

ethnic groups, economically disadvantage students, students with disabilities, and 

students with limited English proficiency (Vemez et al., 2009).

Statement of the Problem 

Teachers who are not committed to their organization do not perform and do not 

provide a quality education for their students (Firestone & Pennell, 1993; Hulpia, Devos, 

& Keer, 2010). Furthermore, low teacher commitment has been directly linked to high 

teacher turnover (Dee et al., 2006), which results in a diminished quality of teaching and 

a decreased likelihood of closing the achievement gap in schools in the United States 

(Ware & Kitsantas, 2011). The level o f teacher commitment has been associated with 

leadership in schools (Hulpia et al., 2010; Hulpia, Devos, & Rosseel, 2009). Schools are 

dependent on teachers who are committed to the organization’s goals, who are willing to 

put forth extra effort beyond expectations (Geijsel et al., 2003), and who wish to remain a 

part of the organization (Somech & Bogler, 2002). Rural schools face challenges with 

staffing, retaining, and maintaining highly qualified teachers (Eppley, 2009). It is 

estimated that high teacher turnover is costing the United States $7 billion annually 

(National Commission on Teaching and America’s Future, 2007).



10

Organizational commitment is valuable to an organization in that it has a great 

impact on the performance of an organization (Nehmeh, 2009). Highly committed 

employees identify with the goals of the organization, have a strong desire to stay 

members of the organization, and are willing to exert the extra effort required of their 

duties (Nehmeh, 2009). Teachers’ organizational commitment is related to student 

achievement (Ware & Kitsantas, 2011). In addition to having teachers committed to the 

organization, under NCLB schools are charged with hiring and maintaining highly 

qualified teachers. Because rural schools face challenges with staffing, retention, and 

funding, maintaining highly qualified teachers is problematic (Eppley, 2009). Almost 

5,000 of all school districts in the United States are considered rural and the NCLB law 

does not adequately accommodate the special challenges faced by teachers in small rural 

districts (Eppley, 2009; Provasnik et al., 2007). The southern region of the United States 

has a significant rural student population and many rural districts in its states (Hull,

2003). Currently, very little research is focused on rural schools and rural education 

(Arnold, Newman, Gaddy, & Dean, 2005).

Purpose of the Study 

Current research indicates that the highest educational needs are generally located 

in rural regions in the Southwest, the Southeast, the mid-south delta, and Appalachia, due 

primarily to poverty, low levels of adult education and student achievement (Johnson & 

Strange, 2009). The purpose of this research was to investigate and determine if there is 

a relationship between teachers’ organizational commitment and student achievement in 

rural high schools, between teachers’ perception of principal’s leadership style and 

between student achievement in rural high schools, and between teachers’ organizational
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commitment and teachers’ perception of principal’s leadership style in rural high schools. 

In addition, the study was conducted to determine if a specific leadership style is 

significantly related to teachers’ organizational commitment in rural high schools.

Research Questions 

The following research questions guided this study:

1. Is there a relationship between teachers’ organizational commitment and 

student achievement in rural high schools?

2. Is there a relationship between teachers’ perception of principal’s leadership 

style and student achievement in rural high schools?

3. Is there a relationship between teachers’ organizational commitment and 

teachers’ perception of principal’s leadership style in rural high schools?

4. Can teachers’ organizational commitment and teachers’ perception of 

principal’s leadership styles be used to predict student achievement in rural 

high schools?

Theoretical Framework 

Vroom’s (1964) expectancy theory served as the theoretical framework for this 

study. Expectancy theory (Vroom, 1964) focuses on the relationship between work, 

motivation, and emotion and asserts that people exert effort to pursue goals based on 

choices that will satisfy an important need. Helland and Winston (2005) reported that 

expectancy theory contributes to understanding why organizational goals are pursued or 

not pursued by people and why effort is or is not exerted by people of an organization. 

Kuean et al. (2010) also cited Vroom’s expectancy theory to suggest that employees will 

be motivated to exert a high level of effort if they believe it will satisfy their personal



12

goals. Theoretically, organizational commitment should relate positively to effort 

because individuals who are more committed to their organization should exert more 

effort (McCook, 2002).

Expectancy theory (Vroom, 1964) explains why some teachers have high levels of 

organizational commitment while others do not. Expectancy theory also explains the 

significance of the principal’s leadership style, and the relationship both have on student 

achievement. Expectancy theory focuses on (a) the relationship o f work, motivation, and 

performance; (b) on extrinsic motivators to explain the causes of workplace behaviors 

(Isaac et al., 2001); and (c) on how followers decide which behaviors to perform and the 

amount of effort to exert (Hiray, 2007). Expectancy theory is used to show the leader- 

follower relationship, where the leader influences followers as well as enhances 

motivation. The leader ensures that followers understand the importance of their work 

and how it leads to fulfilling the organization’s goals. As it relates to outcomes 

(valence), the leader devotes a considerable amount of effort to ensure there is an 

alignment between the personal goals o f the followers and those o f the organization.

When the goals are aligned, followers will perceive this as congruency and will exert 

extra effort (Isaac et al., 2001). Just as with organizational commitment, teachers who 

are committed to the organization exert extra effort and work hard to help attain the goals 

of the organization. Research (e.g., Bums, 1978; Price, 2012) indicates the type of 

relationships teachers have with their principal is associated with their level of 

commitment.

The theory of transformational leadership has been cited as being effective in 

motivating followers to exert extra effort beyond expectations (Bass, 1985). Thus, it is
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possible that expectancy theory could explain the relationship among teachers’ 

organizational commitment, teachers’ perception of principal’s leadership style, and 

student achievement. Leader identify and get an understanding of their followers’ needs, 

goals, and what motivates them in order to satisfy the interest o f the followers and the 

organization through a linkage. The leader creates organizational conditions that 

illuminate motivation. One of the goals of this research study was to determine whether 

Vroom’s expectancy theory explains the relationship among teachers’ organizational 

commitment, teachers’ perception of principal’s leadership style, and student 

achievement in rural high schools.

Significance of the Study 

This study investigated the factors related to teachers’ organizational commitment 

in rural high schools. Interest in teacher commitment is growing. However, the research 

in the area of teacher commitment is not as developed in comparison to other occupations 

(Firestone & Pennell, 1993). Chughtai and Zafar (2006) reported research conducted on 

organizational commitment in educational settings is limited. This study is significant to 

the field of education in that it builds upon the available body of knowledge relating to 

principals’ leadership styles, teachers’ organizational commitment, and student 

achievement in rural high schools. This study also focused upon rural schools, a unique 

group with challenges and opportunities different from other school district settings. 

Having a clear meaning of rural is one o f the challenges for education policy 

development and implementation, from identifying and ensuring resource needs to 

achieving the goals of NCLB in rural areas (Arnold, Biscoe, Farmer, Robertson, & 

Shapley 2007). One in five students attends a rural school (Alliance for Excellent
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Education, 2010). Rural communities have significant differences in geography, fiscal 

capacity, and local infrastructure that make it challenging for federal leaders to develop 

uniform national policies that address the educational needs of individual rural high 

schools (Alliance for Excellent Education, 2010).

In addition to the field of education, this study is important to rural communities 

and special interest groups for rural schools. Individuals working in the field of rural 

education are frustrated with the scarce body of existing data and literature (Sherwood, 

2000). Even though a growing number of students attend rural schools, Steffes (2008) 

indicated rural education receives substantially less attention than urban education. In 

addition, research in the area of rural education, at times, has been underfunded (Ayers, 

2011; Sherwood, 2000). This study not only offers a review of the literature on rural 

education but on teachers who actually work in rural high schools.

This study is significant for several reasons. The data gathered for this research 

study identified specific leadership styles that had a positive correlation with teachers’ 

organizational commitment. Furthermore, the leadership style that had a negative 

correlation with teachers’ organizational commitment was also identified. Additionally, 

this study led to determining if teachers’ organizational commitment is related to student 

achievement in rural high schools. With the demand to close achievement gaps and 

accelerate student achievement, it is essential for an organization to have members who 

are attached by commitment. Moreover, this study led to determining if teachers’ 

perception of principal’s leadership style is related to student achievement in rural high 

schools. Nagle, Hernandez, Embler, McLaughlin, and Doh (2006) pointed out there are a
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limited number of scholars who have developed research on effective leadership practices 

in rural schools.

Procedures

This study involved the examination of the relationship among teachers’ 

organizational commitment, teachers’ perception of principal’s leadership style and 

student achievement in rural high schools. The researcher used quantitative methods 

because the essence of quantitative research focuses on the relationship between variables 

(Punch, 2003). A correlational research design was used to provide numeric descriptions 

of the data. Purposive sampling was used to select the population for the study. The 

population for this study included teachers currently teaching in rural remote high schools 

in rural remote school districts. The National Center for Education Statistics site was 

used to generate the list of school districts and schools. These schools and school 

districts were located in a southern state in the United States.

The Multifactor Leadership Questionnaire (MLQ 5X-Short) rater form developed 

by Bass and Avolio (2004) was used to provide perception data of the principal’s 

leadership style. The Organizational Commitment Questionnaire (OCQ) developed by 

Mowday et al. (1979) provided data about teachers’ organizational commitment. Student 

achievement data were gathered using the state’s 2011 -2012 high school graduation 

exam for Grade 11 in mathematics from the qualifying rural high schools. Demographic 

data from the participants were also collected.

Limitations

The findings in this study were limited by the accuracy and trustworthiness of the 

self-reporting from teacher participants completing the questionnaires. It was assumed



16

the teachers responded honestly and interpreted the instruments appropriately. Due to the 

volume of questionnaires, participants could have declined participation in this study. 

Personal relationships were established with the study sites to generate the likelihood of a 

higher response rate. The findings in this study were based on responses on Likert-type 

questions that do not allow participants to construct their own responses or allow the 

researcher to probe the participants for additional data. Teachers’ perception of 

principal’s leadership style data did not focus on one particular principal. The data were 

from five different schools measuring five different principals’ leadership styles. 

Therefore, the results were based on the overall group’s perception of individual 

principal’s leadership styles.

Delimitations

This study only collected data from teachers teaching in public rural remote high 

schools. In addition, the average daily attendance of the total student population for the 

school district of the selected schools for this study was less than 2,000. These schools 

were eligible for the U.S. Department o f Education Title VI, Part B Rural Education 

Initiative. The initiatives are the Small, Rural Achievement Program or the Rural and 

Low-Income School Program. In addition, the schools selected for this study were 

located in towns with populations o f 5,000 residents or fewer. This study was conducted 

in remote rural areas to allow the findings to be generalized to other rural schools.

Definition of Terms 

Leadership style. The manner in which a leader approaches a situation when 

interacting with subordinates in order to direct, motivate, and influence their behavior 

based on the best fit for the given situation is considered a leadership style (Northouse,
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2010). The Multifactor Leadership Questionnaire (MLQ 5X-Short) rater form developed 

by Bass and (2004) provided data about teachers’ perception of their principal’s 

leadership style.

Organizational commitment. Mowday et al. (1979) defined organizational 

commitment as the relative strength of an individual’s identification and involvement in 

an organization. Mowday et al. identified three factors associated with organizational 

commitment: (a) a strong belief in the organization’s goal and values as well as 

acceptance of the goals and values, (b) a willingness to exert effort on behalf of the 

organization, and (c) a strong desire to continue membership in the organization. The 

Organizational Commitment Questionnaire developed by Mowday et al. provided data 

about teachers’ organizational commitment.

Rural. Rural is all territory, population, and housing units located outside of 

urbanized areas and urban clusters (U.S. Census Bureau, 2010).

Rural remote. A territory that is more than 25 miles from an urbanized area and 

is also more than 10 miles from an urban cluster is considered rural remote (Arnold et al., 

2007; National Center for Education Statistics [NCES], 2006). The participating school 

districts and high schools that qualify for the study are located in a rural remote territory.

Rural schools. Debertin and Goetz (1994) defined rural schools as those located 

in towns with populations of 5,000 residents or fewer. The total enrollment for all grades 

combined seldom exceeds 1,000 and graduation classes are usually under 100. The 

participating high schools that qualify for the study are located in towns with populations 

of 5,000 residents or fewer.
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Student achievement. Achievement, as measured in this study, represented the 

percent of students meeting academic content standards (Level III) and exceeding 

academic content standards (Level IV) on the state’s 2011 -2012 high school graduation 

examination for Grade 11 in mathematics. These scores are based on the results from the 

five different rural remote high schools from the specific southern state that qualify for 

this study. NCLB requires states to establish an accountability system ensuring that all 

children are proficient in reading and math by the year 2014 (Vemez et al., 2009).

Summary

Researchers have advocated the importance of teachers’ organizational 

commitment (Lai et al., 2011; Henkin & Holliman, 2009; Hussein & da Costa, 2008; 

Sinden et al., 2004). Teacher commitment has been identified as essential, and the 

nucleus for school reform and effectiveness (Geijsel et al., 2003; Kushman, 1992).

Student achievement is one outcome that has been positively associated with teachers’ 

organizational commitment (Kushman, 1992). This is especially important in rural areas 

because retaining qualified teachers is one o f many challenges rural schools encounter 

(Barley & Bringham, 2008). Improving the organizational commitment o f teachers is 

essential for the successful implementation of school reform and student achievement, 

while contributing to our further understanding o f leadership. The principals and their 

leadership styles are linked to teachers’ commitment to the organization (Hussein & da 

Costa, 2008). Principals have the greatest linkage on teachers’ organizational 

commitment especially as it relates to remaining a member of the organization and on 

exerting extra effort (Sun, 2004). Vroom’s expectancy theory (1964) was used to explain 

work place behaviors as it relates to the goals of an organization being pursued by



19

teachers and the effort that is exerted by the teachers in the organization. The purpose of 

this research was to determine if there was a relationship among teachers’ organizational 

commitment, teachers’ perception of their principal’s leadership style, and student 

achievement. The instruments used to collect data were the Multifactor Leadership 

Questionnaire (MLQ 5X-Short) and the Organizational Commitment Questionnaire. 

Student achievement data were gathered using the state’s 2011 -2012 high school 

graduation exam for Grade 11 in mathematics from the qualifying rural high schools.



CHAPTER 2 

REVIEW OF RELATED LITERATURE 

This chapter provides a discussion of the literature relevant to understanding this 

study. It expounds on the introduction presented in Chapter 1 in order to provide further 

understanding of the research. Chapter 2 examines areas of the literature relevant to this 

research: organizational commitment, leadership, rural schools, and rural achievement 

and mathematics. Additionally, this chapter provides a discussion of the theoretical 

framework. A summary of the research is also provided.

Organizational Commitment 

The literature provides several definitions for organizational commitment from a 

variety of theoretical perspectives. There is a lack of consensus on the meaning of 

organizational commitment (Meyer & Allen, 1991). Buchanan (1974) explained 

commitment as an affective/psychological bond to an organization with attention to the 

values of the organization. Kanter (1968) identified organizational commitment as the 

willingness of an individual to provide energy and loyalty to the organization. 

Commitment as described by Wiener (1982) is based on the normative perspective where 

an individual feels obligated to remain a part of the organization due to internal and 

moral reasons. Meyer and Allen (1991) identified commitment based on a 

multidimensional approach. Through Meyer and Allen’s model, commitment has to do 

with an individual’s emotional/affective attachment to the organization: commitment is

20
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based on the cost-benefit perspective/continuance linked to leaving the organization, and 

the sense of obligation/normative commitment to remain with the organization.

Organizational commitment as outlined by Mowday et al. (1979) is the definition 

used in this research study. Mowday et al. defined organizational commitment as the 

relative strength of an individual’s identification and involvement in an organization. 

Mowday et al. identified three factors associated with organizational commitment: (a) a 

strong belief in the organization’s goals and values as well as acceptance of the goals and 

values, (b) a willingness to exert effort on behalf o f the organization, and (c) a strong 

desire to continue membership in the organization. Furthermore, the researchers stated 

that in addition to demonstrating the three factors, individuals committed to an 

organization are willing to give of themselves due to their involvement, identification, 

and loyalty for the welfare and interest o f the organization.

Mowday et al. (1979) characterized organizational commitment as an attachment 

to the organization, whereby an individual is also attached to the values and goals. 

Likewise, they described organizational commitment as being more stable in nature as 

opposed to the transitory nature associated with job satisfaction. The direct attention of 

commitment is on the organization versus the job (Mowday et al., 1982). Mowday et al. 

(1979) reported that an individual committed to an organization is able to identify with it, 

be attached to the overall organization, and focus on the relationship between the 

organization and themselves. Mowday et al. (1979) further asserted organizational 

commitment develops over time and is not short lived due to daily events and tasks that 

occur in the work environment of an organization.
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Commitment in a working environment can manifest in a variety of ways. 

Organizational commitment is associated with positive outcomes (Sikorska-Simmons

(2005). Continuing with this association, Meyer and Herscovitch (2001) expressed that 

commitment can influence the well-being of employees, and organizational effectiveness. 

People who are committed to an organization are more likely to remain with an 

organization (Kuean et al., 2010), contribute beyond what is expected (Bogler & Somech,

2004), and work toward the goals of the organization (Mowday et al., 1982; Nehmeh,

2009). Committed employees choose to remain and believe in the goals of the 

organization and exert effort toward achieving the goals and are least likely to leave the 

organization (Kuean et al., 2010).

Human resources are the most important contributors (Celep, 2000) and greatest 

assets (Nehmeh, 2009) in any organization. Employing and maintaining individuals who 

are committed to an organization is essential, valuable and has a substantial impact on the 

performance of an organization (Nehmeh, 2009). In the field of education, teacher 

commitment is essential to effective schools (Joffres & Haughey, 2001), as well as 

necessary for the effectiveness of the organization (Dee et al., 2006; Nir, 2002). As 

depicted by Firestone and Pennell (1993), teachers’ organizational commitment affects 

students. Chuan (2008) reported that low commitment in the work place could manifest 

in an adverse manner that is financially costly. Shirbagi (2007) stated low organizational 

commitment results in employees withdrawing from the organization emotionally or 

looking for opportunities to leave the organization altogether (Kuean et al., 2010; Turner,

2005).
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Predictors and Factors Influencing 

Organizational Commitment 

Level of administrative support is considered an organizational condition, which 

shows a strong link between organizational commitment and teacher turnover (Ingersoll, 

2001). One reason teachers leave education is because of inadequate support from school 

administration (Ingersoll, 2003, 2004). School culture is an organizational condition that 

affects organizational commitment (Leithwood, 2006). A school’s culture includes the 

atmosphere in the school, the learning environment for students, the teaching 

environment, and the goals, shared visions, and high expectations for all within the 

organization (Leithwood, 2006). Kushman (1992) reported leaders have to establish and 

maintain an orderly climate that supports academics and teacher leadership in order to 

build organizational commitment.

The type of students in the teachers’ work environment is related to 

organizational commitment (Kushman, 1992). This is contingent on the type of students 

teachers prefer teaching. If the students in the organization are not the type of students 

teachers prefer to teach, their level of commitment changes negatively. In this same 

study, decision making and the school’s learning climate were also predictors of teachers’ 

organizational commitment. Dee et al. (2006) indicated teacher empowerment toward 

decision making leads to organizational commitment. Teacher empowerment allows 

teachers to be actively involved in decision making for the learning environment (Dee et 

al., 2006; Hodges & Ozag, 2007; Kushman, 1992). Dannetta (2002) recommended 

teachers should be given opportunities, as well as encouraged to be active participants in 

organizational activities, in order to create organizational commitment. Teacher
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commitment is elevated when teachers are provided opportunities to influence practices, 

policies, and instruction (Ware & Kitsantas, 2007)

The principal’s leadership is another predictor of teachers’ organizational 

commitment (Sezgin, 2009a). Sezgin reported the principal’s leadership is an important 

factor that contributes to teachers’ organizational commitment; specifically, the support 

provided by the principal to the teacher. The blending of a principal’s backing and 

teacher engagement creates the mutual respect and participative decision making that 

support teachers’ organizational commitment (Dee et al., 2006). Hodges and Ozag 

(2007) recommended principals reevaluate their leadership style if  their leadership style 

does not enhance or support teachers’ organizational commitment. Additionally, 

effective communication and administrative and organizational support should be 

demonstrated.

Teachers’ Organizational Commitment on 

Leadership and Student Achievement 

Leadership matters in determining the commitment, motivation, and the quality of 

teaching (Jacobson, 2011). Low teacher commitment reduces student achievement 

(Firestone & Pennell, 1993). School leaders create organizational conditions that support 

teachers’ organizational commitment. These conditions are cultivated when leaders 

provide learning communities where collegiality is an integral part of the organization 

(Dannetta, 2002) in order for teachers to be involved and engaged in collective learning 

and collegial learning (Jacobson, 2011). Dannetta reported that collegiality is related to 

teachers’ commitment to student learning.
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The interest associated with the linkage between educational leadership and 

student outcome (achievement) is on an international level (Robinson, Lloyd, & Rowe, 

2008). This interest has reached an unprecedented level due largely to policymakers’ 

concern with the disparities in educational achievement between various social and ethnic 

groups. The quantitative research related to principal’s leadership and student 

achievement shows that school leaders have a small or indirect effect on student outcome 

(Robinson et al., 2008). Even though effective leaders have an indirect relationship on 

student achievement and the overall effectiveness of the school, teachers’ organizational 

commitment is the vital solution to an effective school (Lai et al., 2011). School leaders 

can have a positive or negative impact on achievement (Waters, Marzano, & McNulty,

2003). Waters et al. identified two variables that determine if leadership will have a 

positive or negative impact on achievement. The first variable is related to the focus of 

change that a school leader employs. The second variable is related to whether the leader 

accurately understands the order of change needed for leading and adjusting their 

leadership practices based on the need for positive student achievement.

Educational organizations expect teachers to display loyalty and commitment 

(Hodges & Ozag, 2007). Yu et al. (2002) asserted that leadership in an organization has 

to be capable of promoting teachers’ organizational commitment. The leadership of the 

principal is imperative and vital in order for the organization to operate effectively, 

efficiently, and purposefully (Jacobs & Kritsonis, 2006). The principal’s leadership style 

is associated with teachers’ organizational commitment (Hussein & da Costa, 2008).

When the school principal exhibits an effective professional leadership where teachers
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are able to identify with the organization’s goals, teachers are more likely to have 

organizational commitment (Sezgin, 2009a).

Leadership

The origin of leadership dates back to the beginning of civilization with Egyptian 

rulers, Greek heroes, and biblical patriarchs (Stone & Patterson, 2005). While examining 

the word leadership, several definitions and theories have been applied by researchers in 

the field of education and business. Schermerhom, Hunt, and Osborn (2008) defined 

leadership as a set of activities that are observable to others within a group or 

organization that involves a leader and followers who willingly vow to work for the 

common good of achieving their goals. Northouse (2010) defined leadership as a process 

that involves influence over others in a group whereby members o f the group work to 

achieve a common goal. Tead (1935) defined leadership as the process of influencing 

others to follow willingly for the common good of working toward a desirable goal. 

Leadership is paramount to the continued viability of organizations. Researchers have 

examined the relationship that exists between leadership, effectiveness, and improvement 

in the school setting (Kruger, 2009). More specifically, researchers have looked at the 

most effective leadership style of the school leader and the impact leadership has on 

student achievement (Kruger, 2009). The work of Hallinger and Heck (1998) posited 

that school leaders have a small if not an indirect effect on student outcome.

The School Principal 

The school principal, in many ways, is the most important and influential person 

in a school (Jacobs & Kritsonis, 2006). However, Leithwood, Day, Sammons, Harris, 

and Hopkins (2006) asserted school leadership acts as a catalyst; where school leadership
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serves second to the teacher’s classroom instruction as having the most influence on 

learning. Principals contribute to teachers’ organizational commitment especially as it 

relates to remaining a member of the organization and on exerting extra effort (Sun,

2004). The principal’s leadership style determines the climate of the school, the level of 

professionalism, the conditions for teaching and learning, the morale of the teachers, and 

collegiality (Howard, 2003). The relationships principals have with teachers are 

associated with the teachers’ commitment level (Price, 2012). When principals put 

emphasis on the people in the organization and promote teamwork and the values of the 

organization, they positively affect the school’s culture (Lumpkin, 2008).

The principal’s role in a school is essential if the conditions for teaching and 

learning are to be achieved. The principalship of the 21 st century requires principals to 

have both the foresight to see problems within a school before they arise, as well as an 

anthology of skills pertaining to education used appropriately when reacting to problems 

(Ferrandino, 2001). Waters et al. (2003) identified leadership practices that can lead to 

gains in student achievement. The first responsibility and practice that a school leader 

must foster is creating a culture in which there are shared beliefs and a sense of 

community and cooperation within the organization. The practices associated with the 

responsibility of creating a culture that can lead to gains in student achievement are (a) 

fostering cooperation among staff members, (b) upholding a sense of well-being, and (c) 

fostering cohesion among staff members (Waters et al., 2003).

Empirical research for the past two decades has illuminated the degree in which 

principals can foster school effectiveness (Price, 2012). School principals and their 

leadership styles are linked to the entire school operation, in particularly teachers’
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commitment to the organization (Hussein & da Costa, 2008). Additionally, school 

leaders are essential to promoting motivation, performance, and commitment in order to 

produce sustainable school improvement (Hussein & da Costa, 2008). Leithwood et al.

(2006) contended that school leaders indirectly improve teaching and learning through 

staff motivation, commitment, and working conditions. Teacher commitment to the 

organization has also been linked to their commitment to a school principal who provides 

a supportive work environment (Fiore, 2004). Adversely, leaders can also restrict teacher 

effectiveness through their leadership style. Teacher perception o f the principal is a 

significant predictor of organizational commitment (Chan et al., 2008). Building 

principals must assess and evaluate the perception of their leadership style in their 

schools (Shaw, 2009). It is vital to the leader’s effectiveness and the follower’s 

development level to reach a desirable level that the right style is adopted (Shriberg et al.,

2005).

Leadership Styles

Early research centered on leadership styles can be dated to the beginning of the 

1960s (Kruger, 2009). According to Richmon and Allison (2003) and Leithwood and 

Duke (1999), leadership styles are behaviors that are evaluated. Northouse (2009) 

defined leadership styles as the actions and behaviors of leaders toward subordinates in a 

variety of contexts. Leadership styles are composed of two kinds o f behaviors: task 

behaviors and relationship behaviors (Northouse, 2010). It is fundamental for leaders to 

espouse both types of behaviors in order to address appropriately the needs of the 

subordinates and the tasks of the organization, as well as to enhance their leadership
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performance (Sinden et al., 2004). Leithwood et al. (2008) asserted if organizations are 

to run successfully understanding leadership styles is vital.

Rural Schools

More than 3.4 million American students currently attend rural high schools. Of 

that, one fifth of the nation’s 2,000 poorest performing high schools are located in rural 

areas (Tucci, 2009). Powell, Higgins, Aram, and Freed (2009) reported that one quarter 

of the nation’s school districts are rural, with most of these districts located in remote 

locations. Additionally, rural students occupy 42% of the nation’s school buildings as 

compared to urban students occupying 24% of the nation’s school buildings (Loveless, 

2003). In the era of globalization and technological revolution, obtaining only a high 

school diploma is not sufficient to secure a stable job (Alliance for Excellent Education,

2010). With the demands of the 21st century, high schools must meet the needs of all 

students ensuring they are ready to succeed in college and in their careers (Alliance for 

Excellent Education, 2010). The Alliance for Excellent Education reported that 

improving and strengthening mral high schools and graduating every child will improve 

America’s competitiveness, ensuring that all students have the skills needed to compete 

in the global marketplace.

According to a report from The Brown Center Report on American Education, 

rural schools are America’s forgotten educational institutions (Loveless, 2003) in 

comparison to that of urban educational institutions. Loveless reported that this is in part 

because o f the emphasis federal and state officials invariably put on urban education. 

Moreover, Loveless reported urban schooling is the central reason parental choice and 

school finance are education’s two most enduring policy. In addition, Bauch (2001)
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contended rural schools are susceptible to school reform guidelines that have been 

researched and designed for urban school settings.

Special attention has been given to rural schools under the reauthorization of 

ESEA blueprint. The U.S. Department of Education (2010) recognizes that rural schools 

have unique challenges and opportunities. Therefore, special provisions have been 

provided to improve the teaching corps to help retain effective educators and change 

teacher quality rules. The special attention is placed on these areas because rural schools 

face challenges with recruiting and retaining qualified teachers (Ayers, 2011). Teachers 

in high poverty schools have a higher rate of turnover than those in more affluent public 

schools and are less committed (Ingersoll, 2003, 2001). The enrollment in rural areas is 

increasing faster than the overall public school enrollment. Rural enrollment has 

increased by 15% percent while the overall enrollment of public school students has 

increased by about 1% (Alliance for Excellent Education, 2010). Funding is another 

problematic area for rural schools (Eppley, 2009). The financial implications 

surrounding rural schools is the concern that adequate financial resources are not 

provided for them to comply with federal and state mandates; specifically, the financial 

implications of NCLB (Arnold, 2004). Some rural districts receive a disproportionate 

amount of funding than those of larger school districts (Ayers, 2011).

Because mral schools face challenges with staffing, retention, and funding, 

maintaining highly qualified teachers is problematic (Eppley, 2009). Almost 5,000 of 

school districts in the United States are considered rural and the NCLB law does not 

adequately accommodate the special challenges faced by teachers in small rural districts 

(Eppley, 2009; Provasnik et al., 2007). Rural schools receive about 13% less funding
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than urban schools (Loveless, 2003). The southern region of the United States has a 

significant rural student population and many rural districts in its states (Hull, 2003). 

Currently, very little research is focused on rural schools and rural education (Arnold et 

al., 2005).

Rural Achievement and Mathematics 

Math education has been the target of several national reforms because of the 

priorities and need for the United States to fuel the scientific and economic engines of the 

nation and to be competitive globally (Bush, 2005). These concerns date back to the 

launching of Sputnik and the United States realized the need to enhance the nation’s 

capacity in mathematics and science (Bush, 2005). Currently, the Science, Technology, 

Engineering, and Mathematics (STEM) Education Coalition (2011) advocates for policies 

that will improve STEM education, thus ensuring the United States continues as the 

economic and technological leader of the 21st century.

Mathematics course taking in rural high schools, as compared to non-rural 

counterparts, is lower (Anderson & Chang, 2011). Anderson and Chang pointed out that 

about 5% of rural high school student begin their mathematical experience on the same 

level of mathematics as their non-rural counterparts. Rural students enter ninth grade 

taking lower level math classes. Additionally, rural high school students usually take 

their last math course prior to their senior year with Algebra I being the highest math 

course taken. The findings in the study also indicated that more advanced math classes 

such as advanced placement calculus were offered at about 84% o f non-rural schools and 

only at about 58% of rural schools. In most instances, rural students are not afforded the 

same opportunities for course offerings as their non-rural counterparts. Because rural
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schools are typically smaller, this usually brings about fewer curriculum options, and 

fewer opportunities for high achievers to enroll in advanced placement or International 

Baccalaureate programs (Loveless, 2003). Because many mral districts are located in 

remote areas, students have limited exposure to newer technologies and experiences 

available to their non-mral counterparts (Powell et al., 2009). Besides fewer curriculum 

options for specialized programs, staffing those specialized programs with a highly 

qualified teacher is another education resource mral schools lack (Monk, 2007; Powell et 

al., 2009). Howley, Howley, and Huber (2005) identified deficiencies in mathematics 

education in mral schools. Three themes were identified in this study: (a) mathematics in 

mral schools needs special attention, (b) some mral schools have positive things 

happening, and (c) improving the instruction for math requires particular practices.

Theoretical Framework 

Vroom’s (1964) expectancy theory served as the theoretical framework for this 

study. Fiore (2004) denoted four assumptions of expectancy theory. First, people 

become members of an organization with expectations about their own needs and wants. 

Second, these needs and wants can be and are varied among the members of the 

organization. Third, the behaviors of the members are a result of choices made by the 

individuals. Fourth, members make choices that lead to ideal work situations for 

themselves. These four assumptions lead to the fundamental components of expectancy 

theory as described by Vroom.

Vroom’s expectancy theory of motivation involves three components that 

influence motivation. These components are expectancy, instrumentality, and valence 

(Shriberg et al., 2005; Vroom, 1964). The expectancy theory is a multiplicative function
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of the three components: expectancy, instrumentality, and valance. This can be 

expressed using the following formula: M = E x I x V (Isaac et al., 2001). This 

calculation can be used to indicate and predict job satisfaction (Vroom, 1995), the 

likelihood of staying in a job, and the effort an individual might expend at work (Vroom, 

Porter, & Lawler, 2005; The Certified Accountant, 2008). Just as the three components 

of Vroom’s expectancy theory can be used to calculate an individual’s job satisfaction, 

likelihood of staying in a job, and the effort expended at work, these three tenets are 

linked to organizational commitment. Individuals who are committed to their 

organization are more likely to experience job satisfaction (Warsi et al., 2009), less likely 

to leave their job (Ingersoll, 2001), and exert more effort at work (Mowday et al., 1979).

Valence, as defined by Vroom (1964), is related to affective outcomes. These 

outcomes focus on what is important, desirable, attractive, and anticipated by an 

individual. Valence is considered the strength an individual desires for particular 

outcomes (Fiore, 2004). When an individual’s valence is high and the outcome is 

desirable, the effort level of the individual is higher than when the valence level is low 

and there is no desire for the outcome. The conceptual view of valence proposes the 

assumption that an individual prefers a particular outcome based on the relationship 

between a person’s desire for an outcome or their attraction toward an outcome (Vroom, 

1995).

Expectancy is an individual’s belief that certain actions and effort will bring about 

specific outcomes or performances (Shriberg et al., 2005; Vroom, 1964, 1995). An 

individual’s behavior is based on the likelihood that performance will result in a desired 

outcome. In addition, the individual degree of performance is based on the attainability
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of the outcome (Isaac et al., 2001; Vroom, 1995). The third concept of Vroom’s 

expectancy theory is instrumentality. It is based on the notion of an outcome-outcome 

association (Vroom, 1964, 1995), whereby an individual believes the attainment of one 

outcome is possible based on another outcome. Individuals perceive that specific 

outcomes are connected to their performance.

Linkage exists between the three components o f expectancy theory. Expectancy- 

performance (instrumentality) linkage ensures that the follower understands and is 

satisfied with performing meaningful work that will lead to meeting the organization’s 

goal while meeting the individual’s need as well. The performance (instrumentality)- 

outcome (valence) linkage makes certain the follower maximizes chances to attain the 

outcomes desired. Principals establish conditions that allow followers to reach the 

expectations of the organization as well as the expectations that followers bring with 

them by offering encouragement that begets self-motivation. Motivation permeates in the 

field of management as it relates to the integral part of performance and effort (Steers 

Mowday, & Shapiro, 2004). Teachers’ intrinsic motivation influences commitment to 

student learning (Dannetta, 2002)

According to Malik (2010), Vroom’s expectancy theory is based on the premise 

that an employee will perform better when the individual believes better performance will 

lead to an expected outcome (Mathibe, 2008). That expected outcome in turn would 

result in individuals meeting their goals in the form of a reward. Motivation as it relates 

to work involves the willingness to exert a great deal o f effort in order to attain the goals 

of the organization while satisfying the individual’s and team’s needs and goals (Coetsee,
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2003). Likewise, Han et al. (1995) stated that employees enter organizations with 

expectations and values and it is critical to satisfy what the employees expect and value.

Penner (2002) posited the similarity between what the organization values and 

what the individual values is an important determinant of organizational commitment. 

Furthermore, the empirical research on commitment indicates that when expectations and 

values are met employees are committed to the organization (Han et al., 1995). Leaders 

exert a significant amount of effort to ensure that personal goals are aligned with those of 

the organization (Isaac et al., 2001). Leaders can influence the three components of 

expectancy theory as it relates to their employees (Shriberg et al., 2005). If employees 

believe that their expectations will be met within the organization, their level of 

commitment with the organization is higher (Okpara, 2004). Individuals will exert high 

effort within an organization if they believe that their efforts will lead to attaining the 

organization’s goals, which in turn will lead to attaining their personal goals (Mathibe,

2008).

Summary

The literature review documented several definitions for organizational 

commitment from various theoretical perspectives. The definition by Mowday et al. 

(1979) was used for this research study. Mowday et al. defined organizational 

commitment as the relative strength of an individual’s identification, involvement, and 

willingness to exert extra effort in an organization. Commitment, according to Sikorska- 

Simmons (2005), is associated with positive outcomes. Employing and maintaining 

individuals who are committed to an organization is essential, valuable, and has a
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substantial impact on the performance of an organization (Nehmeh, 2009). Firestone and 

Pennell (1993) reported that teachers’ organizational commitment influences students.

The literature further identifies predictors and factors influencing organizational 

commitment. Administrative support, according to Ingersoll (2001), is considered an 

organizational condition, which shows a strong link between organizational commitment 

and teacher turnover. According to the literature, leadership matters in determining the 

commitment, motivation, and the quality of teaching (Jacobson, 2010). Kushman (1992) 

reported leaders have to establish and maintain an orderly climate that supports 

academics and teacher leadership in order to build organizational commitment. The 

blending of a principal’s backing and teacher engagement creates the mutual respect and 

participative decision making that support teachers’ organizational commitment (Dee et 

al., 2006).

Leadership was another construct discussed in this review of literature.

Leadership, as defined by Northouse (2010), is a process that involves influence over 

others in a group whereby members of the group work to achieve a common goal. 

Research on the role of leadership indicates that principals contribute to teachers’ 

organizational commitment especially as it relates to remaining a member of the 

organization and on exerting extra effort (Sun, 2004). Leadership styles are behaviors 

that are evaluated (Richmon & Allison, 2003), and are actions and behaviors of leaders 

toward subordinates in a variety o f contexts (Northouse, 2009).

The literature review contained a description of rural education. One quarter of 

the nation’s school districts are rural, with most of these districts located in remote 

locations. The southern region of the United States has a significant rural student
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population and many rural districts in its states (Hull, 2003). Students in these rural areas 

have limited exposure to newer technologies and experiences available to their non-rural 

counterparts (Powell et al., 2009). Rural schools face challenges with staffing, retention, 

funding, and maintaining highly qualified teachers (Eppley, 2009).

Chapter 3 contains a description of the research questions guiding this study. A 

discussion of the research design, methods, population, selection criteria, and participants 

is in the next chapter. A description of the instruments used in this study and the data 

collection procedures and statistical analysis are outlined in Chapter 3.



CHAPTER 3 

METHODOLOGY

Teachers’ organizational commitment is essential as well as important (Henkin & 

Holliman, 2009; Hussein & da Costa, 2008; Lai et al., 2011; Sinden et al., 2004) as it 

relates to school reform and effectiveness (Geijsel et al., 2003; Kushman, 1992). This is 

especially important in rural areas because retaining qualified teachers is one of many 

challenges rural schools encounter (Ayers, 2001). Youngs and King (2002) pointed out 

that school principals create organizational conditions that encourage teachers’ 

organizational commitment by including teachers in goal setting and decision making. 

Improving organizational commitment of teachers is essential for successful 

implementation of school reform and student achievement.

Teachers are essential to student achievement, and leadership matters as it relates 

to determining the commitment, motivation, and the quality of teaching (Jacobson, 2011). 

Low teacher commitment reduces student achievement (Firestone & Pennell, 1993). In 

addition, low teacher commitment has been linked to high teacher turnover (Dee et al.,

2006), which results in a diminished quality o f teaching and a decreased likelihood of 

closing the achievement gap in U.S. schools (Ware & Kitsanta, 2011). Consequently, 

high teacher turnover is costing the United States $7 billion annually (National 

Commission on Teacher & America’s Future, 2007). According to Johnson and Strange

(2007), the highest educational needs are most commonly located in rural regions in the

38
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Southwest, the Southeast, the Mid-South Delta, and Appalachia, due primarily to poverty, 

low levels of adult education, and student achievement. Additionally, schools in rural 

school districts face disadvantages due to factors relating to accessibility to resources 

(Arnold, 2004), underfunding (Ayers, 2011; Eppley, 2009; Sherwood, 2000), and finding 

and retaining highly qualified teachers (Eppley, 2009; Nagle et al., 2006). Schools 

located in rural remote areas face the disadvantages listed above as well as difficulties in 

making and sustaining AYP (Edwards, 2011).

The purpose of this study was to determine if there is a relationship among 

teachers’ organizational commitment, teachers’ perception of principal’s leadership style, 

and student achievement in rural high schools. This chapter is divided into five sections. 

Section 1 contains the research questions and hypotheses. Section 2 contains an 

explanation of the research design and methods. A description of the participants, 

selection criteria of the participants, and a description of the setting are in Section 3. The 

fourth section contains a description of the instruments selected for the study. The 

statistical and data analysis procedures are described in Section 5.

Research Questions 

To investigate the relationship among teachers’ organizational commitment, 

teachers’ perception of principal’s leadership style, and student achievement in rural high 

school, and to determine if a specific leadership style is significantly related to teachers’ 

organizational commitment, four research questions guided this study:

1. Is there a relationship between teachers’ organizational commitment and 

student achievement in rural high schools?
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Hoi There is no statistically significant relationship between teachers’ 

organizational commitment (as measured by the Organizational 

Commitment Questionnaire [OCQ]) and student achievement (as 

measured by the mathematical portion of the state’s high school 

graduation exam for Grade 11) in rural high schools.

2. Is there a relationship between teachers’ perception of principal’s leadership 

style and student achievement in rural high schools?

Ho2 There is no statistically significant relationship between teachers’ 

perception of principal’s leadership style (as measured by the 

Multifactor Leadership Questionnaire [MLQ]) and student 

achievement (as measured by the mathematical portion of the 

state’s high school graduation exam for Grade 11) in rural high 

schools.

3. Is there a relationship between teachers’ organizational commitment and 

teachers’ perception of principal’s leadership style in rural high schools?

Ho3 There is no statistically significant relationship between teachers’ 

organizational commitment (as measured by the OCQ) and 

teachers’ perception of principal’s leadership style (as measured by 

the MLQ) in rural high schools.

4. Can teachers’ organizational commitment and teachers’ perception of 

principal’s leadership styles be used to predict student achievement in rural 

high schools?
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Ho4 Teachers’ organizational commitment (as measured by the OCQ) 

and teachers’ perception of principal’s leadership style (as 

measured by the MLQ) are not predictive o f student achievement 

(as measured by the mathematical portion of the state’s high school 

graduation exam for Grade 11) in rural schools.

Research Design and Methods 

This study emphasized two premises. The first was to learn about the relationship 

that existed among teachers’ organizational commitment, teachers’ perception of 

principal’s leadership style, and student achievement in rural high schools. The second 

was to determine if there was a specific leadership style related to teachers’ 

organizational commitment in rural high schools.

Because the foundation o f this study was concerned with examining and 

understanding the relationship among variables, quantitative research methodology was 

used to conduct this study. Quantitative research methodology is framed in terms of 

collecting and analyzing information through numbers (Creswell, 2005). Conducting 

research through a quantitative methodology approach provides a way for testing theory 

and examining relationships and associations between and among variables (Creswell,

2009). The variables are measured using instruments as a mean for collecting numeric 

data that can be analyzed using statistical procedures (Creswell, 2005). Creswell added 

that the numeric data measures distinct attributes of individuals and organizations 

through unbiased inquiry while comparing groups or relating factors about individuals or 

groups in experiments, correlational studies, and surveys. Therefore, the research design 

for this quantitative research study was correlational.
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Correlational research design describes and measures the degree or extent of an 

association or relationship between two or more variables that does not involve variables 

to be controlled or manipulated by the researcher (Creswell, 2005). If a relationship 

exists, the quantitative variables co-vary, and the strength o f the relationship is described 

as a correlation coefficient r (Creswell, 2005; Warner, 2008). The range of Pearson r has 

values from -1.00 to +1.00 (Creswell, 2005; Warner, 2008). Correlational research is a 

non-experimental research design (Warner, 2008).

The explanatory research design is the specific correlational research used for this 

study. The explanatory correlational research is a relational research design that provides 

an association between quantitative variables where data are collected at one point in 

time, analysis o f the participants is conducted as a single group, each participant has at 

least two scores, correlation statistical tests are used, and statistical tests are used to make 

interpretations and draw conclusions (Creswell, 2005). For the purpose of this study, the 

independent variables were teachers’ organizational commitment and teachers’ 

perception of principal’s leadership style. The dependent variable was student 

achievement.

Population, Selection Criteria, and Participants

Due to the nature of this study, purposive sampling was used to select the sample. 

This involved a selection of respondents for a specific puipose allowing for a 

comprehensive investigation of the problem studied (Neuman, 2006). The targeted 

population for this study was teachers working in rural public high schools in rural school 

districts located in a southern state within the mid-south delta region in the United States.
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Specifically, the targeted teacher population works in rural remote public high schools 

within a rural remote school district.

Rural remote districts face challenges and obstacles due to various aspects such as 

inaccessibility to resources (Arnold, 2004), inadequate funding (Eppley, 2009), and 

making and sustaining AYP (Edwards, 2011). Geographic isolation is one reason rural 

schools face these challenges (Arnold et al., 2005). Rural schools are often located in 

towns with populations of 5,000 or fewer (Debertin & Goetz, 1994.) The southern region 

of the United States was selected due to the significant rural student population in those 

states (Hull, 2003). Furthermore, very little research is focused on rural schools and rural 

education (Arnold et al., 2005). In addition, because staffing, retention, and maintaining 

highly qualified teachers is problematic for rural schools (Eppley, 2009), selecting rural 

teachers as the target population was reasonable for this study.

This specific state received a top-10 priority ranking based on the following 

indicators: importance (rural education), student and family diversity, educational policy 

context, educational outcomes, and concentrated poverty (Johnson & Strange, 2009). 

Highest priority states are those states faced with factors that create challenges for 

positive schooling outcomes and require urgent and thorough attention from 

policymakers. To select the teachers for this study, rural public high schools were 

identified using The NCES (2006) database through an inquiry search for this specific 

state. Through this database, schools and school districts are assigned a locale code to 

describe their physical location based on a geographic database (NCES, 2006). Rural 

schools are assigned the following locale codes: 41 (rural fringe), 42 (rural distant), or 43 

(rural remote). The student and staffing information from the NCES is based on the
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2010-2011 school year. The inquiry from the NCES database revealed that this southern 

state had 199 public high schools consisting of Grades 9 through 12. Of the 199 public 

high schools, 98 were identified as being rural. After all of the rural schools for the 

specific state were identified, the schools and the school districts had to meet a set of 

criteria.

The site selection criteria were based on the following characteristics. First, the 

school was identified as a public high school consisting of Grades 9 through 12 and 

identified as a rural remote school with a locale code of 43 as reported on the NCES site. 

Second, the school was in a district that is also identified as rural remote with a locale 

code of 43 as reported on the NCES site. Third, the schools identified were also eligible 

for the U.S. Department of Education Title VI, Part B Rural Education Initiative. The 

initiatives are the Small, Rural Achievement Program or the Rural and Low-Income 

School Program. Fourth, the average daily attendance of the total student population for 

the school district of the selected schools was fewer than 2,000. Finally, the schools were 

located in towns with populations of fewer than 5,000 residents.

After the rural high schools were identified, the first and second criteria were 

applied. Fifteen rural remote public high schools in 14 school districts were identified. 

After applying the third and fourth criteria, other schools were eliminated. The results 

after applying the five criteria generated six schools identified as the sample group for 

this study. The six schools represented six different mral remote school districts and 144 

teachers.
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Instrumentation

The Organizational Commitment Questionnaire (OCQ) developed by Mowday et 

al. (1979) and the Multifactor Leadership Questionnaire (MLQ) developed by Bass and 

Avolio (2004) were used to collect data for this study. Additionally, the researcher 

collected demographic information from the participants. Student achievement data were 

also gathered from the schools selected for study.

Organizational Commitment Questionnaire

To measure teachers’ organizational commitment, the researcher used the OCQ 

(Appendix A). Mowday et al. (1979) defined organizational commitment as the relative 

strength of an individual’s identification and involvement in an organization. The 

development of the 15-item questionnaire was drawn from the three factors of 

organizational commitment as characterized by Mowday et al. The OCQ is a 15-item 

Likert-type survey with seven response options: (1) strongly disagree, (2) moderately 

disagree, (3) slightly disagree, (4) neither disagree nor agree, (5) slightly agree, (6) 

moderately agree, and (7) strongly agree. In order to reduce response bias, six of the 

questionnaire items are phrased negatively. To reach a summary indicator of employee 

commitment level, results from each of the 15 items are averaged. The summary 

indicator is intended to provide a consistent gauge of employee commitment.

Reliability and validity data were established for this instrument by conducting 

several analyses. These analyses included means and standard deviations, internal 

consistency reliability, test-retest reliability, convergent validity, discriminant validity, 

predictive reliability, and norms (Mowday et al., 1979). Data were collected from 2,563 

employees in nine wide-ranging types of work organizations that encompassed varied
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jobs in order to measure reliability and validity (Mowday et al., 1979). Using the OCQ, 

developed by Mowday et al. to measure teachers’ organizational commitment was a 

reasonable instrument for the researcher to use in this study.

Reliability. To measure reliability of the OCQ, two forms o f reliability were 

used. Internal consistency reliability was one form used to measure reliability. Using 

coefficient a, .90 was reported as the median with a range from .82 to .93 and item 

analyses reports showed results of a positive correlation of .64 ranging from .36 to .72 

(Mowday et al., 1979). Factor analysis was used to check the homogeneity of the items 

on the OCQ. To assess the stability of the instrument over time, test-retest was the 

second form used to measure reliability. Two samples from the nine work organizations 

were used in the computation of the test-retest reliabilities. When compared with other 

attitude measures, the items on the OCQ were homogeneous and the overall measure of 

organizational commitment was stable (Mowday et al., 1979).

Validity. Mowday et al. (1979) examined validity by assessing convergent 

validity, discriminant validity, and predictive validity through several analyses. To assess 

convergent validity, five analyses were used to investigate convergent validity in the 

OCQ instrument (Mowday et al., 1979). The OCQ was compared against three other 

attitude measures to investigate discriminant validity. The results from the analyses 

showed evidence of convergent and discriminant validity for the OCQ (Mowday et al., 

1979). The evidence for predictive validity was in the predicted direction for the 

relationship between organizational commitment and performance (Mowday et al., 1979). 

The OCQ possesses acceptable psychometric properties and is a reasonable instrument to 

measure teachers’ organizational commitment.
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Multifactor Leadership Questionnaire

The Multifactor Leadership Questionnaire (MLQ) is the second instrument the 

researcher used in this study. The researcher used the latest version (Form 5X) 

developed by Bass and Avolio in 2004. This instrument measures teachers’ perception of 

principal’s leadership style. The researcher attained permission to use and reproduce the 

forms and scoring for the MLQ by contacting Mind Garden, Inc. (Appendix B). Since its 

inception more than 25 years ago, the MLQ has been modified several times to address 

validity issues (Bass & Avolio, 2004) and to concentrate on the psychometric properties 

of the MLQ (Antonakis, Avolio, & Sivasubramaniam, 2003). Due to criticism 

concerning the instrument’s validity, specifically the discriminate validity of the MLQ 

instrument and the reliability o f the nine factors, Antonakis et al. examined the MLQ to 

test the reliability and validity of the instrument.

The MLQ is a full range leadership model designed to extend the scope of 

leadership styles measures to a broader range, as well as encourage others in the field of 

leadership to extend their thinking beyond the usual leadership styles generally 

investigated to assess leadership styles (Antonakis et al., 2003). The MLQ measures 

three leadership style constructs: transformational, transactional, and passive avoidant 

(laissez-faire). The MLQ is available in two forms: the self-rating form, designed for 

leaders (ratees) to rate themselves; and the rater form, designed for others (raters) to rate 

their leader (Bass & Avolio, 2004). The content on the forms is the same, with the 

exception that the self-rating form is written in first person and the rater form is written in 

second person. There is a short (5X-short) and long (5X-long) version of the MLQ (Bass 

& Avolio, 2004). The short version is typically used for research studies. Because the
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research study was concerned with teachers’ perception of the principal’s leadership 

style, the rater form short version was used.

The MLQ focuses on the development of a leader and provides information about 

the leaders’ performance based on the instruments’ range of leadership styles while 

targeting areas the leader will need to focus in order to be an effective leader (Bass & 

Avolio, 2004). The MLQ (5X-short) consists of 45 items measuring leadership and 

effectiveness. The three leadership constructs are represented by nine factors with four 

questions for each factor (see Table 1). Transformational leadership is described by five 

factors: (a) idealized influence (attributed), (b) idealized influence (behavior), (c) 

inspirational motivation, (d) intellectual stimulation, and (e) individualized consideration. 

The factors depicting transactional leadership are contingent reward and management-by- 

exception active. The factors depicting passive avoidant leadership are management-by- 

exception passive and laissez-faire. The remaining nine questions on the questionnaire 

are geared toward asking respondents to rate the outcome o f leadership.

The respondents are asked to rate how they perceive their leader’s effectiveness 

based on four questions; how they perceive their leader to be motivating in the area of 

extra effort based on three questions; and the raters’ satisfaction with the leadership 

techniques employed when working with others based on two questions. For the purpose 

of the study, only questions 1 through 36 (Table 1) were used during the statistical 

analysis. The means, standard deviations, and reliabilities for the MLQ (5X) are 

represented in Table 2 (Bass & Avolio, 2004).



Table 1

Multifactor Leadership Questionnaire Leadership Characteristic, Scale Name, and Item 
Numbers

Characteristic Scale name Item numbers

Transformational Idealized influence (active) 10, 18,21,25

Transformational Idealized influence (behaviors) 6, 14, 23, 34

Transformational Inspirational motivation 9, 13, 26, 36

Transformational Intellectual stimulation 2, 8, 30,3 2

Transformational Individual consideration 15, 19, 29,31

Transactional Contingent reward 1, 11, 16, 35

Transactional Management-by-exception (active) 4, 22, 24, 27

Passive avoidant Management-by-exception (passive) 3, 12, 17, 20

Passive avoidant Laissez-faire 5, 7, 28, 33
Note. Adapted from Bass & Avolio (2004).

Table 2

Mean, Standard Deviation, and Reliability o f the MLQ Scales

M SD Reliability

Idealized Influence (Active) 2.94 .76 .75

Idealized Influence (Behaviors) 2.77 .72 .70

Inspirational Motivation 2.92 .76 .83

Intellectual Stimulation 2.78 .71 .75

Individual Consideration 2.85 .78 .77

Contingent Reward 2.87 .70 .69

Management-by-Exception (Active) 1.67 .88 .75

Management-by-Exception (Passive) 1.03 .75 .70

Laissez-Faire .65 .67 .71
Note. These values are on the total sample based on the 2004 normative sample (n = 27,285(Bass & 
Avolio, 2004).
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The 45-item MLQ is a Likert-type survey with five response options. The 

response labels and scale points for the MLQ are (0) not at all, (1) once in a while, (2) 

sometimes, (3) fairly often, and (4) frequently, i f  not always. Respondents used the 

response labels to indicate the frequency their leader demonstrated a particular behavior. 

A factor receiving a low score on the frequency scale means the leader is perceived as 

displaying less of this style; whereas, a high score on a factor indicates that the leader is 

perceived to demonstrate this style frequently. The questionnaire took approximately 15 

minutes for the participants to complete and the readability level o f the questionnaire is 

equivalent to the ninth grade in the United States (Bass & Avolio, 2004).

Bass and Avolio (2004) collected 14 samples from a larger and more 

heterogeneous sample to validate and cross validate the current MLQ (Form 5X). The 

initiation of a new and more rigorous validity test was based on criticism from 

researchers concerning inadequate validity among the instrument items and factors and 

the psychometric problems with the earlier versions of the MLQ (Bass & Avolio, 2004). 

Of the 14 samples, nine o f the studies were from the original study.

Confirmatory factor analysis was used to identify items/factors that demonstrated 

convergent and discriminant validities. Confirmatory factor analysis is used to test the 

psychometric properties o f measurement instruments. Through this technique, several 

methods for testing the construct validity of instruments’ items can be imposed 

measuring the different degrees and to correlate them among themselves (Bass & Avolio,

2004). The goal of Bass and Avolio was to identify items for the new version of the 

MLQ (Form 5X) that would represent the broad range desired in a full-range leadership 

instrument while ensuring that the discrepancies between the items were acceptable.
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The authors used partial least squares analysis and the 1995 MLQ (Form 5X) was 

used to select new items for the current MLQ (Form 5X), current literature to separate 

transformational leadership from charismatic, and scholars in the field of leadership to 

help with the validity of the current MLQ (Form 5X). Several fit criteria were applied to 

determine which items/factors displayed a degree of goodness of fit with the data 

available (Bass & Avolio, 2004). The MLQ (Form 5X) has been proven valid as well as 

reliable (Bass & Avolio, 2004). The reliabilities o f all MLQ items in each scale were 

high with a scale range from .74 to .94. The scales’ reliabilities indicated that the MLQ 

(Form 5X) was reliable when measuring each o f the leadership factors across the original 

nine data sets (Bass & Avolio, 2004). Muenjohn and Armstrong (2008) concluded that 

MLQ (Form 5X) captures the full leadership factor constructs for transformational 

leadership and that it provides researchers confidence when measuring the nine 

leadership factors embodying the leadership styles for transformational, transactional, 

and laissez-faire leadership. The instrument proved to be reliable as well as valid 

whether tested with a small population as in the study conducted by Muenjohn and 

Armstrong (2008) or with a large population Bass and Avolio (2004). Based on the 

aforementioned, the MLQ is an appropriate instrument to measure leadership styles. In 

addition, the MLQ is a widely used instrument used in organizational sciences to measure 

leadership (Tejeda, Scandura, & Pillai, 2001) in field and laboratory research (Bass & 

Avolio, 2004).

Student Achievement Data

The researcher used the data from the 2011 -2012 mathematical portion of the 

state’s high school graduation exam for Grade 11. Achievement, as measured in this
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study represented the percent of students meeting academic content standards (Level III) 

and exceeding academic content standards (Level IV). Grade 11 was selected because 

the high school graduation examination is officially administered at the end of this grade 

and is used for making AYP decisions for high school students. The graduation exam is 

first administered at Grade 10 in order to identify potential deficiencies and help student 

prepare to take the assessment again. The official assessment is administered at the end 

of Grade 11 and the results from this administration are used for making AYP for 

mathematics at the high school level.

Data Collection

Each school district identified using the established criteria was contacted by the 

researcher via telephone to establish a point of contact and inquire about the protocol and 

procedures the researcher needed to follow to conduct a study in each o f the school 

districts. After establishing initial contact to acquire admittance into the school district 

and school, letters were mailed to each school district superintendent requesting approval 

to conduct the study in their system. Included in this letter were an explanation as to why 

and how the school district was selected, the purpose and significance of the study, and 

the instruments to be used. The school districts understood that participation was 

voluntary. In addition to sending a letter via U.S. mail, the letter was sent via email. 

Follow-up telephone calls were also made to get approval from each school district. Five 

of the six superintendents granted permission to conduct the study in their school 

districts.

After approval was established through the individual school districts, the 

researcher made contact with each school principal via telephone or email followed by a
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letter giving a brief overview of the study and requesting permission to conduct the 

research in their school. A time was scheduled with each principal to make site visits 

during a faculty meeting or professional learning day to invite the teachers to participate 

in the study. To confirm the scheduled visit, a follow-up email was sent to verify the 

time and date the questionnaires would be administered. The principal received a 

telephone call to confirm and verify the date and time during the week of the visit.

The researcher visited the five rural remote high schools to administer the MLQ 

and OCQ surveys. A sample of 77 teacher participants was received from the five 

schools. During site visits, the researcher provided an overview o f the study, an 

explanation as to why the school district and school had been selected, and the purpose 

and significance of the study. A cover letter and informed consent form were given to 

each participant. The researcher informed the participants their participation was 

voluntary and they were not required to take part in the study. The researcher assured the 

participants of their privacy by indicating that their identity, the school’s identity, and the 

district’s identity would not be used.

A demographic questionnaire requesting the participants’ gender, age, highest 

degree obtained, number o f years at the current school, and total years in education was 

also included in each teacher’s packet (Appendix C). The participants were instructed to 

read all directions and were informed that their responses should be based on their 

individual perception of the principal’s leadership style and that their responses should 

reflect honesty and truthfulness. Participants were told it would take approximately 30 

minutes to complete all of the questionnaires in the packet. The completed 

questionnaires were collected from the participants, placed in a large manila envelope,
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and the participants were thanked for participating in the research. The researcher 

administered the questionnaires and collected the completed questionnaires at one of the 

approved faculty meetings or professional development days for teachers at each school.

Institutional Review Board Approval 

All precautions were applied to ensure confidentiality of the data, of the site 

location, and of the participants involved in this study. Mercer’s Institutional Review 

Board (IRB) was used to ensure the integrity was sustained during the research process. 

Because the study involved human subjects, all precautions were taken to ensure the 

participants and the selection sites were not at risk by submitting an application to 

Mercer’s IRB upon the successful defense of the proposal (Appendix D). The application 

packet included the title of the study, a brief description o f the methodology, design of 

the study, procedures, participant, and data collection procedures for review of ethical 

treatment of human participants and potential risks. The committee chair and the 

researcher signed the IRB application. An informed consent form was developed. The 

informed consent form provided the participants with a brief overview of the study, 

contact information, potential risks, assurance of confidentiality, and that they could 

withdrawal from the research study at any time. All IRB protocols and guidelines were 

observed for each of the selected sites. Copies of the letters used to gain permission and 

support from the school districts, school, and teachers are included in Appendix E. Data 

collected during the research process will be maintained for 3 years in a secure 

environment.



55

Response Rate

Surveys are an important tool in research (Porter, 2004). The demand for use of 

surveys in research is increasing; however, response rates are plummeting (Porter, 2004). 

The body of literature, data (Sherwood, 2000), and scholars studying rural education is 

limited (Arnold et al., 2005). Due to this, the survey modality most likely to yield the 

highest response rate was employed. Visits to the study sites, mail, and web were the 

modalities considered based on the nature of the study. According to Miller (2010), face- 

to-face typically yields the highest cooperation from participants and low refusal, yet is 

most costly, while mail provides an economical way to collect data with a low response 

rate. Subsequently, the web is the most inexpensive means for gathering data but the 

response rate is the lowest of the three modalities.

Because face-to-face data collection usually yields a higher rate, the researcher 

used this approach to gather data for this research study (Instructional Assessment 

Resources, 2011; Miller, 2010; Sloan, Wright, & Barrett, 2010). In addition to 

conducting the research onsite in order to increase the response rate, the letters sent to the 

selected sites and participants conveyed a need for their participation because they 

represent an area where data are scant. This has been acknowledged in the literature by 

Arnold et al. (2005) and Sherwood (2000). Porter (2004) suggested that response rates 

often increase when respondents believe their participation is valuable when taking part 

in scarce opportunities. The researcher aimed for a response rate o f 80%, because that is 

the acceptable response rate for surveys administered face-to-face (Institutional 

Assessment Resources, 2011).
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Data Analysis

The researcher used descriptive statistics to summarize the overall trends in the 

data and to point out distribution in the scores. Pearson product-moment correlation 

coefficient (r) was one of the statistical tests used in this study. This statistical test 

determined the strength of the linear relationship between two variables. Additionally, 

multiple regression was used to examine the combined relationships of the two 

independent variables for this research and the dependent variable.

Research Question One

Is there a relationship between teachers’ organizational commitment and student 

achievement in rural high schools?

To determine if there was a relationship between teachers’ organizational 

commitment and student achievement, Pearson correlation coefficient test was used.

Data consisted of taking the mean score from the OCQ and the mean score of the student 

achievement data for Grade 11 mathematics on the specified state high school graduation 

exam for 2 0 1 1 - 2 0 1 2 .

Research Question Two

Is there a relationship between teachers’ perception of principal’s leadership style 

and student achievement in rural high schools?

The researcher compared the relationship between teachers’ perception of 

principal’s leadership style and student achievement. Pearson correlation coefficient was 

the statistical test used. Data for this analysis included the teachers’ mean scores on the 

MLQ that measured their perception of principal’s leadership style and student 

achievement data from the mean score of each school’s student achievement data for
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Grade 11 mathematics on the specified state high school graduation exam for 2011 —

2012 .

Research Question Three

Is there a relationship between teachers’ organizational commitment and teachers’ 

perception of principal’s leadership style in rural high schools?

Data for this question were analyzed using Pearson correlation coefficient to 

determine if there was a relationship between teachers’ organizational commitment and 

teachers’ perception of principal’s leadership style and to measure the strength of the 

relationship between the two variables. Data used to conduct this analysis consisted of 

the mean score from the teachers’ organizational commitment questionnaire and the 

mean score from the MLQ assessing the teachers’ perception of the principal’s leadership 

style.

Research Question Four

Can teachers’ organizational commitment and teachers’ perception of principal’s 

leadership style be used to predict student achievement in rural high schools?

The researcher used multiple regression to analyze data for this question to 

determine how well student achievement could be predicted from teachers’ 

organizational commitment and teachers’ perception of principal’s leadership style. A 

comparison was made to determine if teachers’ organizational commitment was more or 

less predictive of student achievement than of the teachers’ perception of principal’s 

leadership style.
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Summary

Teachers’ organizational commitment is essential (Henkin & Holliman, 2009; 

Hussein & da Costa, 2008; Lai et al., 2011; Sinden et al., 2004). Teachers have the 

greatest linkage on student achievement and leadership matters as it relates to 

determining the commitment, motivation, and the quality of teaching (Jacobson, 2011). 

The purpose of this study was to investigate and determine if there was a relationship 

among teachers’ organizational commitment, teachers’ perception of principal’s 

leadership style, and student achievement in rural high schools. Four research questions 

guided this study.

Quantitative research methodology was used to conduct this study because the 

researcher was concerned with determining and understanding the relationship among 

variables. Correlational is the research design used to describe and measure the degree or 

extent of an association or relationship between the variables. The independent variables 

for this study were teachers’ organizational commitment and teachers’ perception of 

principal’s leadership style. The dependent variable was student achievement. The 

Organizational Commitment Questionnaire developed by Mowday et al. (1979) and the 

Multifactor Leadership Questionnaire developed by Bass and Avolio (2004) were used to 

collect data used in the analysis of the research questions. The researcher collected 

demographic information from the participants and student achievement data were 

collected from the schools selected for study based on the math portion of the 2 0 1 1  - 2 0 1 2  

state’s high school graduation exam for Grade 11.

An application was submitted to Mercer’s IRB for approval to conduct the 

research. Approval from individual school districts was also attained. Permission to use
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the MLQ developed by Bass and Avolio (2004) was secured from Mind Garden, Inc.

The researcher did not need to obtain permission to use the OCQ. The researcher visited 

each school and administered the surveys onsite.

The statistical analysis results are reported in Chapter 4. Each research question 

is addressed as well as the null hypothesis. Pearson correlation coefficient was used to 

describe the relationship among teachers’ organizational commitment, teachers’ 

perception of principal’s leadership style, and student achievement in rural high schools. 

Multiple regression was used to determine if student achievement could be predicted 

based on teachers’ organizational commitment and teachers’ perception of principal’s 

leadership style.



CHAPTER 4 

RESULTS

The purpose of this study was to investigate if there is a relationship between 

teachers’ organizational commitment and student achievement; between teachers’ 

perception of principal’s leadership style and student achievement; and between teachers’ 

organizational commitment and teachers’ perception of principal’s leadership style. The 

targeted population for this study was teachers working in rural public high schools in 

rural school districts located in a southern state in the United States. The schools 

identified were eligible for the U.S. Department of Education Title VI, Part B Rural 

Education Initiative.

The first section of this results chapter describes the respondents in the research 

study, including characteristics about the respondents and the response rate. The results 

are the second component. This section provides the data analysis results for each of the 

four research questions that guided this study. Each research question is addressed 

separately.

Respondents

During the site visits to the rural remote high schools, the researcher administered 

77 questionnaires to teachers at five high schools. The overall teacher population of the 

five schools was 101. At the time of the visits to the high schools, some of the teachers 

were not present because they were absent from work, had coaching responsibilities,

60
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or chose not to be present at the optional meeting. Because of this, 24 teachers were not 

offered the questionnaires. However, all 77 of the teachers who were present on the day 

of the site visits participated in the study. As a result, the researcher was able to achieve 

a response rate of 100%. More than two thirds o f the respondents were female (Table 3). 

More than one third of the respondents (38%) were 50 or older. The majority of the 

respondents (60%) had attained master’s level degrees.

Table 3

Demographic Description o f the Sample

n %

Gender

Female 52 68.4

Male 24 31.6

Age

1 8 -2 4 1 1.3

2 5 -2 9 2 2.7

3 0 -3 4 6 8.1

3 5 -3 9 16 21.6

4 0 -4 4 11 14.9

4 5 -4 9 10 13.5

50 and over 28 37.8

Degree

Bachelor’s 22 29.3

Master’s 45 60.0

Specialist 6 8.0

Doctorate 2 2.7

The years at their current school ranged from for 1 year to 28 years with an 

average of 9.88 years (Table 4). Forty percent o f the respondents had been at their 

current school 5 years or less. The number of years in education ranged from 1 year to
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37 years with an average of 15.9 years. Fifty-one percent of the respondents reported 

being in education for 15 years or less.

Table 4

Education Experience

Type of experience n %

Years at current school

1-5 31 40.3

6-10 14 18.2

11-15 10 13.0

16-20 7 9.1

21-30 11 14.3

Years in education

1-5 6 7.8

6-10 16 20.8

11-15 17 22.1

16-20 15 19.5

21-24 10 13.0

25-30 7 9.1

Over 30 4 5.2

Findings

This section of the chapter provides the data analysis results for the four research 

questions. Each research question and null hypothesis is presented separately. The 

results of the data analysis are then presented.

Research Question 1

Is there a relationship between teachers’ organizational commitment and student 

achievement in rural high schools?
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There is no statistically significant relationship between teachers’ organizational 

commitment (as measured by the OCQ) and student achievement (as measured by the 

mathematical portion of that state’s high school graduation exam for Grade 11) in rural 

high schools.

A Pearson correlation was used to examine the relationship between teachers’ 

organizational commitment and student achievement. There was no correlation [>(7 5 ) = 

.06, p > .05]. According to these data, teachers’ organizational commitment is not related 

to student achievement. The researcher failed to reject the null hypothesis.

Research Question 2

Is there a relationship between teachers’ perception of principal’s leadership style 

and student achievement in rural high schools?

There is no statistically significant relationship between teachers’ perception of 

principal’s leadership style (as measured by the MLQ) and student achievement (as 

measured by the mathematical portion of that state’s high school graduation exam for 

Grade 11) in rural high schools.

A Pearson correlation was used to determine the relation between teachers’ 

perception of principal’s leadership style and student achievement in rural high schools. 

The researcher correlated student achievement with the three leadership styles as 

determined by teachers’ responses on the MLQ. No statistically significant correlations 

were found between any of the scales o f the transformational, transactional, or passive 

avoidant leadership styles (Table 5). Based on the results, teachers’ perception of 

principal’s leadership style was not related to student achievement in these rural schools. 

Therefore, the researcher failed to reject the null hypothesis.



64

Table 5

Relationship Between Leadership Scales and Student Achievement

Leadership scales
Correlation (r) with student 

achievement P

T ransformational

Idealized influence (attributes) .20 >.05

Idealized influence (behavior) .12 >.05

Inspirational motivation .11 >.05

Intellectual stimulation .22 >.05

Individual consideration .24 >.05

Transactional

Contingent reward .17 >.05

Management-by-exception (active) .23 >.05

Passive avoidant

Management-by-excepti on (passi ve) -.03 >.05

Laissez-faire .10 >.05

Research Question 3

Is there a relationship between teachers’ organizational commitment and teachers’ 

perception of principal’s leadership style in rural high schools?

There is no statistically significant relationship between teachers’ organizational 

commitment (as measured by the OCQ) and teachers’ perception o f principal’s leadership 

style (as measured by the MLQ) in rural high schools.

A Pearson correlation coefficient was used to determine the relationship between 

teachers’ organizational commitment and teachers’ perception of principals’ leadership 

styles. The researcher correlated teachers’ organizational commitment with the 

transformational, transactional, and passive avoidant leadership styles of the MLQ. The 

five scales related to transformational were correlated with teachers’ organizational
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commitment first (Table 6 ). A moderate, positive correlation (r = .59) was found 

between the idealized influence (attributed) scale and organizational commitment. A 

moderate, positive correlation (r = .52) was found between the idealized influence 

(behavior) scale and organizational commitment. A moderate, positive correlation (r = 

.43) was found between the inspirational motivation scale and organizational 

commitment. A moderate, positive correlation (r = .51) was found between the 

intellectual stimulation scale and organizational commitment. A moderate, positive 

correlation (r = .44) was found between the individual consideration scale and 

organizational commitment.

Based on the results from the five scales related to transformational leadership 

characteristics, transformational leadership was related to teachers’ organizational 

commitment. This correlation indicated a statistically significant, positive relationship 

that explained at least 25% of the variance in teachers’ organizational commitment. As 

teachers’ organizational commitment increased so did their perceptions of the principal’s 

transformational leadership style characteristics. The null hypothesis was rejected.

There was a statistically significant relationship between teachers’ organizational 

commitment and teachers’ perception of their principal’s transformational leadership 

style in rural high schools.

The two scales related to transactional leadership style were correlated with 

teachers’ organizational commitment (Table 7). A moderate, positive correlation (r =

.50) was found between the contingent reward scales and organizational commitment.

This correlation indicated a positive relationship that explained at least 25% of the 

variance in teachers’ organizational commitment. As teachers’ organizational
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Table 6

Relationship Between Transformational Leadership Scales and Teachers ’ Organizational 
Commitment

Transformational leadership scales
Correlation (r) with teachers’ 
organizational commitment P

Idealized influence (attributes) .59 <.001

Idealized influence (behavior) .52 <.001

Inspirational motivation .43 < .001

Intellectual stimulation .51 <.001

Individual consideration .44 <.001

commitment increased so did their perception of the principal’s leadership style for the 

transactional leadership style characteristic of the contingent reward. However, there was 

no statistically significant correlation between the management-by-exception (active) 

scale and teachers’ organizational commitment. Based on these data, there was a 

statistically significant relationship between teachers’ organizational commitment and 

teachers’ perception of their principal’s contingent reward scale o f the transactional 

leadership style. Therefore, the null hypothesis was rejected.

Table 7

The Relationship Between Transactional Leadership Scales and Teachers ’ 
Organizational Commitment

Correlation (r) with teachers’
Transactional leadership scales organizational commitment P

Contingent reward .50 <.001

Management-by-exception (active) -.07 .566



67

Finally, the two scales related to passive avoidant leadership were correlated with 

teachers’ organizational commitment (Table 8 ). A moderate, negative correlation (r = - 

.44) was found between the management-by-exception (passive) scale and organizational 

commitment. A moderate, negative correlation (r = -.49) was found between the laissez- 

faire scale and teachers’ organizational commitment. Based on the results from the two 

scales related to passive avoidant leadership characteristics, passive avoidant was 

inversely related to teachers’ organizational commitment. As teachers’ organizational 

commitment increased, their perceptions of their principals’ passive avoidant leadership 

characteristics decreased. The null hypothesis was rejected. There is a statistically 

significant relationship between teachers’ organizational commitment and teachers’ 

perception of their principal’s passive avoidant leadership style in rural high schools 

according to these data.

Table 8

Relationship Between Passive Avoidant Leadership Scales and Teachers' Organizational 
Commitment

Passive avoidant leadership scales
Correlation (r) with teachers’ 
organizational commitment P

Management-by-exception (passive) -.44 <.001

Laissez-faire -.49 <.001

Based on the three leadership style characteristics measured by the MLQ, a 

relationship exists between the variables of teachers’ organizational commitment and 

teachers’ perception of the principals’ leadership styles according to these data for 

Research Question 3. However, the scales related to transformational leadership style 

were more positively correlated with teachers’ organizational commitment than were the
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other two leadership styles. Whereas, only one of the two scales for transactional 

leadership style showed a positive correlation with teachers’ organizational commitment. 

A negative correlation existed between teachers’ organizational commitment and 

teachers’ perception of their principal’s leadership style in regards to the passive avoidant 

leadership style. The two scales related to the passive avoidant leadership style 

characteristic revealed a moderate, negative correlation. Therefore, the null hypothesis 

was rejected.

Research Question 4

Can teachers’ organizational commitment and teachers’ perception of principal’s 

leadership style be used to predict student achievement in rural high schools?

Teachers’ organizational commitment (as measured by the OCQ) and teachers’ 

perception of principal’s leadership style (as measured by the MLQ) are not predictive of 

student achievement (as measured by the mathematical portion o f the state’s high school 

graduation exam for Grade 11) in rural schools.

A multiple linear regression was calculated to determine if  student achievement in 

rural high schools was predicted by teachers’ organizational commitment and teachers’ 

perception of principals’ leadership style. The dependent variable for this calculation 

was student achievement. The independent variables were teachers’ organizational 

commitment and teachers’ perception of principal’s leadership style. Three leadership 

style characteristics were involved in the analysis: transformational, transactional, and 

passive avoidant.

The researcher calculated the average of the five scales associated with 

transformational leadership style characteristics for each respondent and divided by five
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to arrive at one score for transformational leadership for each respondent. This procedure 

was also followed in order to attain one score for transactional leadership and one score 

for passive avoidant leadership. The scales associated with transactional and passive 

avoidant leadership styles were averaged and divided by two to attain a score.

The regression equation was not significant [ ^ 4 ,6 5 ) = 1.91, p  > .05) with an R2 of 

. 11 (Table 9). Based on the results of these data, neither teachers’ organizational 

commitment nor any of the teachers’ perception of the three leadership styles was a 

significant predictor of student achievement. The researcher failed to reject the null 

because neither teachers’ organizational commitment nor teachers’ perception of 

principal’s leadership style predicted student achievement in rural high schools according 

to these data.

Table 9

Regression Coefficients fo r  Organizational Commitment, Transformational Leadership, 
Transactional Leadership, and Passive Avoidant Leadership Styles in Multiple 
Regression Analysis Predicting Student Achievement

Predictors (independent variables) t P

Organizational commitment .05 .96

Transformational leadership -.03 .98

Transactional leadership 1.90 .06

Passive avoidant leadership .86 .39

Summary

This study investigated the relationship between teachers’ organizational 

commitment and student achievement, between teachers’ perception of principals’ 

leadership style and student achievement, and between teachers’ organizational
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commitment and teachers’ perception of principals’ leadership style in rural high schools. 

Data were collected from teachers working in public rural remote high schools in a 

southern state in the United States. The schools identified were eligible for the U.S. 

Department of Education Title VI, Part B Rural Education Initiative. Site visits were 

made to administer three questionnaires to the participants. Seventy-seven teachers 

working in public rural high schools in five different school districts responded to the 

surveys.

Research Question 1 was concerned with determining if a relationship exists 

between teachers’ organizational commitment and student achievement. According to 

results of the data analysis, teachers’ organizational commitment was not related to 

student achievement. Therefore, the researcher failed to reject the null hypothesis. There 

is no statistically significant relationship between teachers’ organizational commitment 

and student achievement in rural high schools.

Research Question 2 was also concerned with determining if a relationship exists 

between two variables. Pearson correlation was used to determine if teachers’ perception 

of principal’s leadership style and student achievement in rural high schools were 

correlated. Teachers’ perception of principal’s leadership style was not related to student 

achievement. Therefore, the researcher failed to reject the null hypothesis.

The third research question sought to determine if there was a relationship 

between teachers’ organizational commitment and teachers’ perception of principal’s 

leadership style in rural high schools. A Pearson correlation coefficient was calculated 

for the relationship between teachers’ organizational commitment and the three 

leadership style characteristics: transformational, transactional, and passive avoidant.
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The five scales related to transformational leadership style were correlated with teachers’ 

organizational commitment. Transformational leadership was related to teachers’ 

organizational commitment. There was a statistically significant, positive relationship 

between teachers’ organizational commitment and teachers’ perception of principal’s 

transactional leadership style in rural high schools. In addition, the two scales related to 

passive avoidant leadership style were inversely correlated with teachers’ organizational 

commitment. The researcher rejected the null hypothesis.

Research Question 4 involved predicting student achievement from teachers’ 

organizational commitment and teachers’ perception of principals’ leadership style. A 

multiple linear regression was performed to determine if student achievement in rural 

high schools could be predicted from teachers’ organizational commitment and teachers’ 

perception of principals’ leadership style. Neither teachers’ organizational commitment 

nor teachers’ perception of principal’s leadership style was a significant predictor of 

student achievement. The researcher failed to reject the null. The results of the four 

research questions are discussed in Chapter 5.



CHAPTER 5

DISCUSSION, CONCLUSIONS, IMPLICATIONS, AND RECOMMENDATIONS 

This research study investigated the relationship between teachers’ organizational 

commitment and student achievement, between teachers’ perception of principal’s 

leadership style and student achievement, and between teachers’ organizational 

commitment and teachers’ perception of principal’s leadership style in rural high schools. 

In addition, analyses were conducted to determine if there was a specific leadership style 

related to teachers’ organizational commitment in rural high schools and investigate 

whether teachers’ organizational commitment and teachers’ perception of principal’s 

leadership style were predictors of student achievement in rural high schools.

The U.S. Department o f Education (2010) has recognized that rural schools have 

unique challenges and opportunities. Almost 5,000 school districts in the United States 

are considered rural; however, NCLB does not adequately accommodate the special 

challenges faced by teachers in small rural districts (Eppley, 2009; Provasnik et al.,

2007). The southern region of the United States has a significant rural student population 

and many rural districts in many of its states (Hull, 2003). Currently, very little research 

is focused on rural schools and rural education (Arnold et al., 2005).

School leaders have been charged with understanding procedures and processes 

that create an environment that encourages organizational improvement and teachers’ 

commitment (Kelley et al., 2005; Sezgin, 2009a; Yu et al., 2002). Research on the
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relationship between principal leadership and student achievement has reported an 

indirect relationship between the two (Hallinger & Heck, 1998; Kelley et al., 2005; 

Leithwood & Jantzi, 2008; Mulford, 2005). Teachers are essential to student 

achievement; however, leadership matters in determining the commitment, motivation, 

and the quality of their teaching (Jacobson, 2011). Through their leadership, principals 

can influence student achievement by creating organizational conditions that increase 

teachers’ organizational commitment (Ross & Gray, 2006).

Vroom’s (1964) expectancy theory served as the theoretical framework for this 

study. It is used to explain work place behaviors as it relates to the goals of an 

organization and the effort exerted by the teachers in the organization. Vroom’s (1964) 

expectancy theory of motivation involves three components that influence motivation. 

These components are expectancy, instrumentality, and valence (Shriberg et al., 2005; 

Vroom, 1964). These three tenets are linked to organizational commitment.

Summary of Findings 

The study found a relationship between teachers’ organizational commitment and 

teachers’ perception of principal’s leadership styles in rural high schools. The scales 

related to transformational leadership style characteristics were more highly correlated 

with teachers’ organizational commitment than the scales related to the transactional or 

passive avoidant leadership styles. A moderate, negative relationship was found between 

teachers’ organizational commitment and the passive avoidant leadership style 

characteristic. There was no correlation between teachers’ organizational commitment 

and student achievement in rural high schools; nor was there a relationship between 

teachers’ perception of principal’s leadership style and student achievement. Therefore,
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teachers’ organizational commitment and teachers’ perception of principal’s leadership 

style in rural high schools were not predictors of student achievement in rural schools.

Discussion of Findings 

This study emphasized two main premises. The first was to leam about the 

relationship that existed between and among teachers’ organizational commitment, 

teachers’ perception of principal’s leadership styles, and student achievement in rural 

high school. Secondly, the researcher sought to determine if a specific leadership style is 

significantly related to teachers’ organizational commitment in rural high schools. 

Therefore, in discussing the major findings of this research study, the researcher 

discusses the findings in two categories: (a) the relationship of the findings as it relates to 

the literature and (b) the relationship of the findings as it relates to the theoretical 

framework.

Relationship of Findings to the Literature

The results of this study suggested teachers’ organizational commitment is not 

related to student achievement. A significant correlation was not found between 

teachers’ organizational commitment and student achievement in rural high schools. 

However, based on some of the literature surrounding teacher commitment and student 

achievement, teacher commitment contributes to and fosters student achievement 

(Firestone & Pennell, 1993; Firestone & Rosenblum, 1988). Furthermore, teachers have 

the greatest association with student achievement (Jacobson, 2011). This study focused 

on examining the numerical outcome of student achievement based on data results from 

the state’s graduation exam for Grade 11. Other research studies used other means to 

measure achievement and teachers’ level of commitment. It is plausible to say that the
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instruments the researcher used to collect data for this research question created the 

difference in comparison with other studies that suggest teachers’ organizational 

commitment is related to student achievement. Additionally, some of the studies relating 

teachers’ organizational commitment to student learning were conducted using 

qualitative methods.

Robinson et al. (2008) stated that interest in the association of leadership and 

student outcomes is largely due to the concerns policymakers have with the disparities in 

educational achievement between ethnic groups. The research related to principal’s 

leadership and student achievement has indicated that school leaders have a small or 

indirect effect on student outcomes (Robinson et al., 2008). Research conducted by Lai 

et al. (2011) also supports that leadership has an indirect relationship on student 

achievement. The current study also examined teachers’ perception of principal’s 

leadership style and student achievement in rural high schools. However, based on the 

three leadership styles measured by the MLQ, teachers’ perception of principal’s 

leadership style was not related to student achievement in the current study.

Research supports principal’s leadership as a predictor of teachers’ organizational 

commitment (Sezgin, 2009a). According to Hussein and da Costa (2008), the principal’s 

leadership style affects teachers’ organizational commitment. When the school principal 

exhibits an effective professional leadership where teachers are able to identify with the 

organization’s goals, teachers are more likely to have organizational commitment 

(Sezgin, 2009a). The findings from the current study also revealed a relationship 

between teachers’ organizational commitment and teachers’ perception of principal’s 

leadership styles in rural high schools.
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Previous research supports the findings from this current study as it relates to the 

correlation between transformational leadership style and teachers’ organizational 

leadership. As cited by Lee (2005), transformational leadership has been recognized as 

having significant effects on organizational commitment and influences followers to 

identify with the organization’s goals and vision. Bums (1978) indicated that 

transformational leadership raises organizational members’ level o f  commitment. Lee 

(2008) also added that followers are likely to exert extra effort to meet the goals of the 

organization based on the leader’s use of transformational leadership style. Identifying 

with the goals of an organization and exerting extra effort are factors associated with the 

meaning of organizational commitment as defined by Mowday et al. (1979).

Neither teachers’ organizational commitment and nor teachers’ perception of the 

principal’s leadership style were significant predictors of student achievement in the 

current study. The research surrounding student achievement indicates that the most 

important factor influencing student achievement is the teacher (Jacobson, 2011; 

Pennsylvania Partnership for Children 2010; Wahlstrom & Louis, 2008). However, the 

literature as reported by those researchers did not define the teacher in terms of teacher 

commitment.

Relationship of Findings to Vroom’s Expectancy Theory

Because the data analysis revealed all five scales related to transformational 

leadership have a positive correlation with organizational commitment, Vroom’s (1964) 

expectancy theory of motivation explains the relationship between teachers’ 

organizational commitment and principal’s transformational leadership style 

characteristics. Price (2012) indicated that the type of relationships teachers have with



77

their principal is linked to their level of commitment. The theory o f transformational 

leadership is cited as being effective in motivating followers to exert extra effort beyond 

expectations (Bass, 1985). Because the expectancy theory focuses on the relationship of 

work, motivation and, performance (Vroom, 1964); relies upon extrinsic motivators to 

explain the causes of workplace behaviors (Isaac et al., 2001); and explains how 

followers decide which behaviors to perform and the amount of effort to exert (Hiray, 

2007), the expectancy theory is used to show the leader-follower relationship, where the 

leader encourages followers as well as enhances motivation. The leader ensures that 

followers understand the importance of their work and how it leads to fulfilling the 

organization’s goals.

Vroom’s (1964) expectancy theory also explains the negative relationship 

between teachers’ organizational commitment and principal’s passive avoidant leadership 

style characteristics. These findings explain why some teachers have high levels of 

organizational commitment while others do not and the significance of the principal’s 

leadership style, because expectancy theory focuses on the relationship of work, 

motivation, and performance (Vroom, 1964). Furthermore, the results explain how 

followers decide which behaviors to perform and the amount of effort to exert (Hiray, 

2007), because teachers’ organizational commitment decreased as their principal’s 

passive avoidant leadership characteristics increased.

Vroom’s (1964) expectancy theory also offers a reasonable explanation to this 

study’s research problem; whereby, teachers who are not committed to their organization 

do not provide a quality education to their students (Firestone & Pennell, 1993; Hulpia et 

al., 2010), and remain a member of the organization (Dee et al., 2006); making staffing,
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retaining, and maintaining highly qualified teachers problematic for rural school (Eppley, 

2009). The expectancy theory offers a multiplicative function of the three components: 

expectancy, instrumentality, and valence. These components can be used to indicate and 

predict job satisfaction (Vroom, 1995), the likelihood of staying in a job, and the effort an 

individual might expend at work (Vroom et al., 2005; The Certified Accountant, 2008). 

These components are also linked to organizational commitment. Individuals who are 

committed to their organization are more likely to experience job satisfaction (Warsi et 

al., 2009), less likely to leave their job (Ingersoll, 2001), and exert more effort at work 

(Mowday et al., 1979).

Conclusions

The study’s findings support the literature as it relates to teachers’ organizational 

commitment and the principal’s leadership style. The study’s findings revealed that a 

significant, positive relationship existed between transformational leadership and 

teachers’ organizational commitment; a significant, positive relationship existed between 

transactional leadership and teachers’ organizational commitment; and a significant, 

negative relationship existed between passive avoidant leadership and teachers’ 

organizational commitment. In determining if there is a correlation between teachers’ 

organizational commitment and student achievement, the results did not show a 

relationship. Moreover, the results did not yield a relationship between teachers’ 

perception of principal’s leadership style and student achievement. In keeping with the 

findings as it relates to this study, principal’s leadership style was the only factor that 

related to teachers’ organizational commitment in rural high schools.
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However, the current study’s findings still leave the researcher with fundamental 

questions. Why did a relationship not exist between teachers’ organizational 

commitment and student achievement? Why did a relationship not exist between 

teachers’ perception of principal’s leadership style and student achievement? Can 

principals who display leadership that is more transformational make a difference in their 

students’ academic performance? What is the association between teachers’ 

organizational commitment and student achievement? Can principals have a direct 

relationship on student achievement? What variables promote student achievement?

Implications

The linkage between educational leadership and student achievement is of interest 

because of the disparities in educational achievement among groups of students 

(Robinson et al., 2008). The conclusions based on this research study revealed that 

teachers’ perception of principal’s leadership style was not correlated to student 

achievement although other studies using quantitative research methods have yielded 

results that show school leaders have a small or indirect effect on student outcome 

(Robinson et al., 2008). Further research in this area is needed.

The current study builds on the body of knowledge relating to principal’s 

leadership styles and teachers’ organizational commitment. The results have implications 

for leadership training and policymakers. The results showed that the leadership 

characteristics associated with transformational and transactional leadership have a 

positive correlation with teachers’ organizational commitment in rural high schools, 

while a negative correlation existed between teachers’ organizational commitment and 

leadership characteristics associated with the passive avoidant leadership style. These
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findings have implication for preparation and training o f rural school leaders. Previous 

literature has cited transformational leadership as being effective in motivating followers 

to exert extra effort beyond expectations (Bass, 1985) and in helping principals foster 

school effectiveness (Price, 2012). It important to train leaders in rural school districts so 

that they can acquire and internalize the leadership styles associated with 

transformational and transactional leadership. Nagle et al. (2006) reported a limited 

number of researchers have studied effective leadership practices in rural school.

The results of this study have several implications for theory and fixture research. 

Based on the negative correlation between teachers’ organizational commitment and 

teachers’ perception of principal’s passive avoidant leadership style, school leaders could 

consider having their leadership style rated by their teachers and themselves to determine 

how their leadership styles are perceived by the teachers and how school leaders perceive 

their own leadership style. The results o f this activity could be discussed during a 

leadership summer retreat with the school’s leadership team. This could lead to the 

identification of specific leadership styles linked to teachers’ organizational commitment. 

This would be an appropriate suggestion for school leaders to perform because the 

principal’s leadership style determines the climate of the school, the level of 

professionalism, the conditions for teaching and learning, and collegiality (Howard,

2003). This study did not allow for principals to rate themselves; however, this is an 

option.

Establishing and maintaining high teacher commitment should be of concern to 

leaders of schools and district level leaders. Schools are dependent on teachers who are 

committed to the organization’s goals, who are willing to put forth extra effort beyond
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expectations (Geijsel et al., 2003), and who wish to remain a part of the organization 

(Somech & Bogler, 2002). Because low teacher commitment is associated with teacher 

turnover (Dee et al., 2006), it would be appropriate for the human resource departments 

of school districts to have in a place exit procedures when employees choose not to 

remain a part of the organization. If an employee chooses to take part in the process is 

optional. The purpose would be to gather data about why the employee is leaving the 

organization and implement professional development if the results are appropriate for 

such actions. Additionally, teachers’ organizational commitment levels should be 

continually assessed through various techniques such as questionnaires and personal 

interviews. Human resources are the most important contributors (Celep, 2000) and 

greatest assets (Nehmeh, 2009) in any organization.

Recommendations for Further Research 

This study investigated the relationship among teachers’ organizational 

commitment, teachers’ perception of principal’s leadership style, and student 

achievement in rural high schools. There are four recommendations for future research.

^'PSK&pJicate this study using participants from rural remote elementary, middle, and 

high schools by conducting a comparative study. This will allow the researcher to 

determine if leadership styles are different among the divisions. Additionally, the 

researcher should add school climate as another variable.

Another recommendation is to use different instruments to conduct this same 

study. With the variety of definitions and instruments associated with leadership, the use 

of another instrument is possible. This also holds true for organizational commitment. 

Other instruments are available to measure the commitment level o f employees.
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Student achievement is important to schools and schools districts as outlined in 

NCLB. Student achievement was not correlated to teachers’ organizational commitment 

or teachers’ perception of principal’s leadership style in the current study. Using the 

ethnographic research design may allow researchers to capture a complete picture of the 

factors that may influence student achievement. The researcher should select a site where 

the schools are making and maintaining AYP.

This study could be replicated by examining principals’ organizational 

commitment and principals’ perception of the superintendent’s leadership style. The 

researcher will include demographic data in the research questions as well. The 

researcher suggests expanding the population group from rural remote to including rural 

fringe and mral distance as well.

Summary

This study focused upon rural schools, a unique group with challenges and 

opportunities different from other school settings. With the scarce body of existing data 

and literature (Sherwood, 2000), it is important that rural communities have a voice in 

public education. This study has made a modest contribution to the research surrounding 

rural education. Likewise, this study should stimulate further research relating to rural 

schooling.

The current study found a correlation between teachers’ organizational 

commitment and teachers’ perception of principal’s leadership style in rural schools. 

Vroom’s (1964) expectancy theory explained the relationship between the relationship of 

teachers’ organizational commitment and teachers’ perception of principal’s leadership 

styles. The findings of the current research support researchers (Henkin & Holliman,
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2009; Hussein & da Costa, 2008; Lai et al., 2011; Sinden et al., 2004) who have 

advocated the importance of teachers’ organizational commitment. However, the current 

study did not find a correlation between student achievement and teachers’ organizational 

commitment or teachers’ perception of principal’s leadership style. Student achievement 

is important in regards to schools making AYP. Therefore, further research is 

recommended to capture a complete picture of factors related to student achievement.
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Instructions:
Listed below are a series of statements that represent 
possible feelings that individuals might have about the 
organization for which they work. With respect to your own 
feelings about the school for which you are now working, 
please indicate the degree of your agreement or 
disagreement with each statement by circling one o f the 
seven alternatives beside each statement.
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1. I am willing to put in a great deal of effort beyond what is 
normally expected in order to help this school be successful. 1 2 3 4 5 6 7
2. I talk up this school to my friends as a great school to 
work for. 1 2 3 4 5 6 7
3. I feel very little loyalty to this school. 1 2 3 4 5 6 7
4. I would accept almost any type of job assignment in order 
to keep working at this school. 1 2 3 4 5 6 7
5. 1 find that my values and the school’s values are very 
similar. 1 2 3 4 5 6 7
6. I am proud to tell others that I am part of this school. 1 2 3 4 5 6 7
7. I could just as well be working for a different school as 
long as the type o f work was similar. 1 2 3 4 5 6 7
8. This school really inspires the very best in me in the way 
of job performance. 1 2 3 4 5 6 7
9. It would take very little change in my present 
circumstances to cause me to leave this school. 1 2 3 4 5 6 7
10. I am extremely glad that I chose this school to work for 
over others I was considering at the time I joined. 1 2 3 4 5 6 7
11. There’s not too much to be gained by sticking with this 
school indefinitely. 1 2 3 4 5 6 7
12. Often, I find it difficult to agree with this school’s 
policies on important matters relating to its employee. 1 2 3 4 5 6 7
13.1 really care about the fate of this school. 1 2 3 4 5 6 7
14. For me this is the best of all possible schools for which 
to work. 1 2 3 4 5 6 7
15. Deciding to work for this school was a definite mistake 
on my part. 1 2 3 4 5 6 7

Thank you for your participation.
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Sample of Multifactor Leadership Questionnaire (MLQ 5X-Short Form)- Rater

For use by Victoria Walker only. Received from Mind Garden, Inc. on February 21, 2013 
© 1995 Bruce Avolio and Bernard Bass. All Rights Reserved.

Published by Mind Garden, Inc., www.mindgarden.com

Name of Leader:______________________________________D ate:_______________
Organization ID # :___________________________Leader ID # :___________________

This questionnaire is to describe the leadership style of the above-mentioned individual 
as you perceive it. Please answer all items on this answer sheet. I f  an item is irrelevant, 
or if you are unsure or do not know the answer, leave the answer blank. Please 
answer this questionnaire anonymously.

Forty-five descriptive statements are listed on the following pages. Judge how frequently 
each statement fits the person you are describing. Use the following rating scale.

Not at all Once in a while Sometimes Fairly often Frequently,
if not always

0 1 2  3 4

THE PERSON I AM  RATING ...

5. Avoids getting involved when important issues arise  0 1 2 3 4

10. Instills pride in me for being associated with him/her  0 1 2  3 4

15. Spends time teaching and coaching................................................................  0 1 2  3 4

27. Directs my attention toward failure to meet standards.................................. 0 1 2  3 4

35. Expresses satisfaction when I meet expectations.......................................... 0 1 2  3 4

http://www.mindgarden.com
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1. What is your gender?
  Female
  Male

2. Which age group best describes your age?

18-24
25-29
30-34
35-39
40-44
45-49
50 and over

3. What is your highest degree earned?

Bachelor’s
Master’s
Specialist
Doctorate

4. How many years have you been teaching at this current school?

5. What is your total number of years in education?

Thank you for participating.
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Tift College of Education

INFORMED CONSENT

Study Title
An Investigation of the Relationship Between Teachers' Organizational Commitment. Teachers 
Perception ofPrincipal's Leadership Style, and Student Achievement in Rural High Schools

You are being asked to participate in a research study. Before you give your consent to 
volunteer, it is important that you read the following information and ask as many questions as 
necessary to be sure you understand what you will be asked to do.

Investigators
Victoria Walker. Ed.S. and doctoral candidate in Educational Leadership at Tift College of 
Education. Mercer University, is the principal investigator under the faculty advisement of Dr. 
Edward Bouic. Jr.. Tift College of Education at Mercer University.

Purpose o f the Research
This research study is designed to investigate the relationship between teachers' organizational 
commitment, teachers* perception o f principal's leadership style, and student achievement in 
rural high schools. The data from this research will be used to determine the relationship that 
exists between the variables mentioned above using statistical tests.
As a student, the data results o f this study will be used in my dissertation. Moreover, the 
completion of this study will serve in partial fulfillment o f  the requirements for the degree of 
Doctor o f Philosophy in Educational Leadership.

Procedures
If you volunteer to participate in this study, y ou will be asked to complete the Organizational 
Commitment Questionnaire (OCQ) to measure organizational commitment, and the Multifactor 
Leadership Questionnaire (Vll.Q 5X-Short Form) to measure your perception o f the principal's 
leadership style. Additionally during this time, you will be asked to provide demographic data. 
Your participation will take approximately thirty minutes.

Potential Risks or Discomforts
There are no foreseeable risks associated with the study . At any time during the administration 
of the instruments you may refuse to answer any questions that you find discomforting. You 
have the right to discontinue participation, cither temporarily or permanently.

Potential Benefits of the Research
As a result in participating in this study, your benefits are on a humanistic level. Your 
participation, as well as a result in conducting in this study will help current and future educators, 
it will address the growing interest in organization commitment, leadership styles and student 
achievement. Additionally, it will add to the limited body o f  literature on rural education.
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Confidentiality and Data Storage
Confidentiality and privacy o f the participants will be maintained. All information obtained will 
be held in strict confidentiality and will only be released with your permission. During a pre
scheduled day and time. Ms. Walker will make a site visit during a faculty meeting or on a 
professional learning day to administer the questionnaires for the participants (teachers) to 
complete. The individual participants, the schools, and the school districts will not be identified 
in the study. The participants' names will not be used on any o f  the questionnaires. A 
numbering system will be employed to ensure that the participants’ questionnaires have the same 
number. This will be beneficial during data analysis.

Once the participants have completed the questionnaires. Ms. Walker will collect them from the 
participants and place them in a large manila envelope. The questionnaires will be kept in Ms. 
Walker's home office. The home office is only accessible by Ms. Walker. In addition to Ms. 
Walker (the investigator) having access to the original questionnaires. Dr. Bouie (the faculty 
advisor), and Dr. O’Phelan (the faculty methodologist) will also have accessibility to the original 
questionnaires. Information from the questionnaires will be loaded to SPSS, a statistical 
program used to analyze data. The questionnaires, as well as the analyzed data from SPSS will 
be stored in Ms. Walker's home office for 3 years after completion o f  the study. Data results 
will be published in Ms. Walker's dissertation but no identify ing information such as names will 
appear in any publication or data presentations.

Incentives to Participate
There are no incentives to participate.

Participation and Withdrawal
Your participation in this research study is voluntary. As a research subject you may refuse to 
participate at anytime. Please feel free to ask questions o f the investigator before signing this 
consent form and at any time during the administration o f  the instruments. To withdraw from 
the study, please contact Victoria Walker by telephone at (706) 506-4667 or via email at 
vIvvalkeriSibellsouth.net and slate that you wish to withdraw from participation in this study. 
Note: if the data are anonymous, subjects cannot w ithdraw after data collection has taken place.

Questions about the Research
If you have any questions about the research, please speak with Ms. Walker via telephone at 
(706) 506-4667 or through email at vhvalkergbellsouth.net. or with the faculty advisor Dr. 
Bouie at (678) 547-6165 or email at bouie_elgmercer.edu.

This project has been reviewed and approved by M ercer U niversity’s IRB. If you believe 
there is any infringement upon your rights as a research subject, you may contact the IRB 
Chair, at (478) 301-4101.

I have been given the opportunity to ask questions and these have been answered to my 
satisfaction.

Signature o f Investigator_________________________________  Date

K cv cjii 1‘O O K i
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IRB APPROVAL

I n s t i t u t i o n a l  J U n 'i+ 'v  B o a t 'd  
fi>r Research Humtm Snbjtecrs

14-Mar-2013

Ms. Victoria Walker
Mercer University
Tift College of Education - Atlanta
Tift College of Education
Atlanta. 6A 30341

RE: An Investigation of the Relationship Between Teachers’ Organizational Commitment, Teachers Perception of Principal's 
Leadership Style, and Student Achievement in Rural High Schools (H1303101

Dear Ms. Walker:

Your application entitled: An Investigation of the  Relationship Between Teachers' Organizational Commitment, Teachers 
Perception of Principal's Leadership Style, and Student Achievement in Rural High Schools (H1303101 was reviewed by this 
Institutional Review Board for Human Subjects Research In accordance with Federal Regulations 21 CFR 5S.110(bi and 45CFR 
46.110(bl (for expedited review) and was approved under Category 7 per 63 FR 60364.

Your application was approved for one year of study on 13-Mar-2013. The protocol expires 13-Mar-2014. If the study continues 
beyond one year, it must be re-evaluated by the  IRB Committee.

Item(s) Approved:
new application

Please complete the survey for the IRB and th e  Office of Research Compliance. To access th e  survey, click on the following 
link: http://https'.Itwww.surveymonkey.com/s/K7CTT8K

Ava Chambliss-Richardson, M.ED., CIP, CIM 
Member
Intuitional Review Board
Mercer University IRB & Office of Research Compliance 
Phone (478) 301-4101 
Fax (478) 301-2329
ORC_Mercer@ Mercer.Edu

Respectfully,

Univemity haa adnidnl. and io conduct <ts cMtcal reaedrch s»tt»e9 n  acctMdance with, hw
UtfcemaUoeî  Cooretrwricat on Marmonnation t  (iCH) OtMMMet irw c&aon Cintcu Pratec*

1 MB CoUegv Street •  Mac on. Georgia 3 IJOT-OOOJ 
(47S> eFAXt47») >01-2J»

http://https'.Itwww.surveymonkey.com/s/K7CTT8K
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Dear Superintendent:

My name is Victoria Walker, and I am a doctoral student at Mercer University. Currently, I am writing my 
dissertation, An Investigation o f  Factors Related to Teachers ’ Organizational Commitment in Rural High 
Schools. In partial fulfillment of the requirements for the degree o f Doctor of Philosophy, I am conducting 
research regarding the relationship that exists between teachers’ organizational commitment, their 
perception of the principal’s leadership style, and student achievement in rural high schools.

I am writing seeking to attain permission to conduct this research study in your school district at your high 
school. Your school district was selected because it is one of only six school districts in this southern state 
where the high school (grades 9th through 12th) and the district have been identified by the National Center 
for Education Statistics as rural remote with a district average daily attendance o f  the total student 
population is less than 2,000. In addition, your high school is located in a town with a population of 5,000 
residents or less. The demographics of your school district and high school fit the characteristics o f my 
study population.

The purpose of this research is to investigate and determine if there is a relationship among teachers’ 
organizational commitment, teachers’ perception of principal’s leadership style, and student achievement in 
rural high schools. Because teachers are considered the most fundamental stakeholders after students and 
their organizational commitment is essential to effective schools, it is imperative to gather data from 
teachers. Above all, it is important to hear from teachers working in rural remote high schools because 
very little research is focused on rural schools and rural education. To measure organizational 
commitment, the teachers will be asked to complete the Organizational Commitment Questionnaire, and to 
measure the teachers’ perception of the principal’s leadership style, the Multifactor Leadership 
Questionnaire will be administered. In addition, the teachers will provide demographic data. The 
administration of the instruments will take approximately 30 minutes.

The research study will not interfere with the instructional part of the teachers’ school day. I will make a 
site visit on a day and time determined by the high school principal to administer the instruments to the 
teachers. Confidentiality will be maintained, as the identity of the school district, school, and participants 
(teachers) will not be disclosed in my dissertation. When identities are necessary, pseudonyms will be 
used. Participation in this study is voluntary, and there are no foreseeable risks involved for participating.

I would like to thank you in advance for your consideration, and I invite any questions or concerns you may 
have regarding my research study. You may contact me by email at vlwalker@bellsouth.net or via 
telephone at (706) 506-4667. You can also direct any questions to my dissertation chairperson, Dr.
Edward Bouie, Jr., by email at bouie_el@mercer.edu or via telephone at (678) 547-6165. I will contact you 
very soon to secure your approval.

Sincerely,

Victoria Walker

mailto:vlwalker@bellsouth.net
mailto:bouie_el@mercer.edu
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Dear Principal:

My name is Victoria Walker, and I am a doctoral student at Mercer University. Currently, I am writing my 
dissertation, An Investigation o f  Factors Related to Teachers ’ Organizational Commitment in Rural High 
Schools. Your superintendent has granted me permission to conduct my research study in the school 
district and at your high school. I am contacting you to introduce myself, provide information about my 
research study, and to secure support from you to conduct my study at your school with your teachers. I 
selected your school district and high school because it is one of only six school districts and high schools 
in this southern state where the demographics fit the characteristics of my study population.

The purpose of this research is to investigate and determine if there is a relationship among teachers’ 
organizational commitment, teachers’ perception o f principal’s leadership style, and student achievement in 
rural high schools. Because teachers are considered the most fundamental stakeholders after students and 
their organizational commitment is essential to effective schools, it is imperative to gather data from 
teachers. Above all, it is important to hear from teachers working in rural remote high schools because 
very little research is focused on rural schools and rural education. To measure organizational 
commitment, the teachers will be asked to complete the Organizational Commitment Questionnaire, and to 
measure the teachers’ perception of the principal’s leadership style, the Multifactor Leadership 
Questionnaire will be administered. In addition, the teachers will provide demographic data. The 
administration of the instruments will take approximately 30 minutes.

The research study will not interfere with the instructional part of the teachers’ school day. I would like to 
make a site visit on a day and time determined by you to administer the instruments to the teachers. 
Confidentiality will be maintained, as the identity of the school district, school, and participants (teachers) 
will not be disclosed in my dissertation. When identities are necessary, pseudonyms will be used. 
Participation in this study is voluntary, and there are no foreseeable risks involved for participating.

I would like to thank you in advance for your support, and I invite any questions or concerns you may have 
regarding my research study. You may contact me by email at vlwalker@bellsouth.net or via telephone at 
(706) 506-4667. You can also direct any questions to my dissertation chairperson, Dr. Edward Bouie, Jr., 
by email at bouie_el@mercer.edu or via telephone at (678) 547-6165. I will contact you very soon to 
follow-up with this letter in order to secure a day and time for a site visit.

Sincerely,

Victoria Walker

mailto:vlwalker@bellsouth.net
mailto:bouie_el@mercer.edu
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Dear Educator:

My name is Victoria Walker, and I am a doctoral student at Mercer University. I am currently conducting 
research that will be included in my dissertation, An Investigation o f  Factors Related to Teachers' 
Organizational Commitment in Rural High Schools. Your superintendent has granted me permission to 
conduct my research study at your high school. Additionally, your principal supports my efforts in 
conducting the study at your school. Your school district and school were selected because the 
demographics fit the characteristics of my study population. I invite you to participate in my study because 
you are a teacher at this high school.

The purpose of this research is to investigate and determine if there is a relationship between teachers’ 
organizational commitment, teachers’ perception o f principal’s leadership style, and student achievement in 
rural high schools. Because teachers are considered the most fundamental stakeholders after students and 
their organizational commitment is essential to effective schools, it is imperative to gather data from 
teachers. Above all, it is important to hear from teachers working in rural remote high schools because 
very little research is focused on rural schools and rural education. To measure organizational 
commitment, you will be asked to complete the Organizational Commitment Questionnaire, and to measure 
your perception of the principal’s leadership style, the Multifactor Leadership Questionnaire will be 
administered. In addition, you will be asked to provide demographic data. The administration of the 
instruments will take approximately 30 minutes.

Your participation in this study is voluntary. Knowing that your time is valuable, I greatly appreciate you 
taking time to participate in my study. Confidentiality will be maintained, as the identity o f the school 
district, school, and participants (teachers) will not be disclosed in my dissertation. Additionally, there are 
no foreseeable risks involved for participating.

I would like to thank you in advance for your participation, and I invite any questions or concerns you may 
have regarding my research study. You may contact me by email at vlwalker@bellsouth.net or via 
telephone at (706) 506-4667. You can also direct any questions to my dissertation chairperson, Dr.
Edward Bouie, Jr., by email at bouie_el@mercer.edu or via telephone at (678) 547-6165.

Sincerely,

Victoria Walker

mailto:vlwalker@bellsouth.net
mailto:bouie_el@mercer.edu

