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This study looks at the concepts of organizational commitment and communication. 

Multiple methods of ethnography and interviews were used to study teacher commitment 

to their school. Specifically, I focused on teachers within private elementary and 

secondary schools. Meyer and Allen’s (1991) conceptualization of organizational 

commitment was used as the basis for understanding commitment. Questions were asked 

of participants during the interview that focused on their commitment as it related to their 

attachment or identification with the organization, the costs associated with leaving the 

organization, and their sense of duty or moral obligation to the organization. I found that 

teachers demonstrated a five stage process towards organizational commitment. The first 

stage for the teacher is the calling to the vocation and/or school. The calling was found to 

have confirmations, be dynamic, and sustain commitment. The second stage is the 

enactment of the calling in the form of action. A distinction was made between action 

that was aligned with the job description and action that was sacrificial and went beyond 

what was required in the job description. The third stage is the result of this action in the 
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form of conflict. Conflict was seen as an iterative process that involved the elements of 

person, peers, administration, and policies. It is at the point of conflict that a teacher 

enters the fourth stage towards commitment. This stage is seen as the decision stage. The 

decision to remain with or leave the organization was also based on the elements of 

person, peers, administration, and policies. The final stage along the way to commitment 

is perseverance. It is in this stage that the individual decides to persevere or commit to the 

organization. This study also found that negative communication, in the form of 

complaining can be perceived as lacking commitment to the organization. Distinctions 

were made between complaining that was aimed at organizational change and 

complaining that appeared to be for the sake of complaining. Teachers who complained 

for the sake of complaining were viewed as lacking commitment to the organization. This 

paper concluded with implications for future research. 
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Chapter 1 

Introduction  

 It is ironic that I stumbled upon the opening words of Meyer and Allen (1997) in 

their book on commitment in the workplace: 

We started to conduct research on commitment in the early 1980s. Our interest 

was stimulated initially by practical considerations: What made some volunteers 

in nonprofit organizations so highly committed to their work and how might this 

sense of commitment be instilled in others? (p. viii) 

Their question is almost the exact question I began with in this project, except that I am 

interested in paid employees in a private school (albeit less well paid than their public school 

colleagues). 

I began with the practical question, “Why would a professional, highly-educated, and 

marketable individual work for a private school when they could potentially receive 

significantly more money, better employee benefits, and more opportunities for promotion in 

the public school/private corporations?” In a review of literature related to private schools, 

research addresses issues such as segregation or “white flight” (Clotfelter, 2004; Wrinkle, 

Stewart, & Polinard; 1999), school choice (Davies, 2004; Peterson, 2003), and avenues to 

prestige (Suitor, Powers, & Brown, 2004). There is a paucity of literature written on 

administration and leadership behavior in private schools. The literature that does exist 

primarily addresses the issue of effectiveness. For example, there are studies that look at the 

evaluation of teacher performance (Collins, 2004), the evaluation of school performance – 

how a school impacts student learning (Hofman & Hofman, 2001; Hofman, Hofman, & 

Guldemond, 2002), how mental health problems are addressed (VanHoof, Sherwin, Baggish, 
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Tacy, & Meehan, 2004), and the development of personal ethics within students (Bender, 

2001). Little research exists that deal with issues of retention, organizational commitment, 

and job satisfaction (Ballou & Podgursky, 1998; Reyes & Pounder, 1993). Reyes and 

Pounder (1993) compared public and private school teachers in the areas of organizational 

commitment and job satisfaction, while Ballou and Podgursky (1998) looked at retention in 

private schools as compared to public schools. Both studies found private schools yielding 

higher levels of organizational commitment due to issues related to culture. Clearly, there is 

limited research on organizational commitment in private schools.  

My study is unique in that it does not deal with just the issue of private schools 

and organizational commitment, but it also looks at the phenomena that move a teacher 

towards commitment. Further, it includes a look at negative communication and its 

perceived influence on commitment. This topic of organizational commitment is an 

important area of research and requires a brief look at organizations, society, and 

economics to establish a broader construct under which to study this area. The research in 

these areas provides a fuller articulation of the topic area and explicates why such a study 

is important and necessary. The order of topic reviewed does not indicate rank or 

importance. 

 Meyer and Allen (1997) provide the most cogent argument for this area of 

research. They argue that although organizations are changing and will continue to 

change (e.g. leaner, using more contract workers), organizations will not disappear. 

Research in the area of organizational commitment will need to keep pace with the global 

changes occurring, expanding our understanding of issues such as how the nature of 

commitment changes in times of mergers, acquisitions, downsizing, outsourcing, and 
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increased contract workers. Meyer and Allen (1997) also suggest that given the maturity 

of this line of research, there is an increased likelihood that what we know about 

commitment to organizations can contribute to the understanding of other types of 

commitments. 

 Mowday, Porter, and Steers (1982) have suggested that gaining a greater 

understanding of the process related to organizational commitment has implications for 

employees, organizations, and society. Mathieu and Zajac (1990) add that society can 

benefit from enhancing employees’ organizational commitment in terms of lower rates of 

job movement and possibly higher national productivity or work quality or both.  

 Ultimately, research on organizational commitment will impact Human Resource 

departments and executive boardrooms. Inevitably, employee turnover is a matter of 

concern. The obverse of organizational commitment is turnover and turnover within 

organizations carries a high price tag. Hom and Griffeth (1995) note that turnover costs 

include economic costs, productivity losses, impaired quality of service, increased 

administrative burden, and employee demoralization. Ramsay-Smith (2004) calculates 

the cost to replace an employee is somewhat between one and two years of pay and 

benefits. Economists also project that turnover costs in the U.S. economy will be about 

$5 trillion annually (Short Takes, 2003). Employers equipped with a greater 

understanding of organizational commitment may increase the likelihood of retaining 

employees, thereby reducing annual turnover costs. 

It can also be argued that this research is important for the individual worker. For 

example, if organizational commitment engenders job satisfaction, the continued analysis 

of this construct can potentially create more avenues and ideas for employee satisfaction 
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and fulfillment. In summary, research on organizational commitment can potentially 

benefit organizations, society, and even the individual worker. 

 Intuitively, communication would seem an important antecedent of organizational 

commitment. It is difficult to imagine an organization without some form of 

communication taking place. Although the increased use of technology continues to 

change the way communication takes place in the organization, communication is still, 

and will continue to be, a necessary component of organizational life. Yet, with that said, 

communication as a line of research within organizational commitment literature is still 

in the early stages of development. Given the maturity of the commitment literature, it 

might be tempting to assume that the study of communication has also been well-

developed within this research. But researchers for organizational commitment have, for 

the most part, appeared to discuss the implications it in an indirect fashion (Mathieu & 

Zajac, 1990; Meyer & Allen, 1997). Few have explored communication’s impact with the 

same level of attention that they have given other aspects of organizational commitment. 

Even within the field of communication studies, there has been more attention given to 

organizational identification than organizational commitment. There has been an 

unabashed preference for organizational identification as well as an assumption that these 

two different constructs are essentially one in the same. Cheney and Tompkins (1987) 

perhaps provide an explanation into why communication scholars have opted for the 

study of organizational identification over organizational commitment. In their study of 

the distinctions and similarities of the two constructs, they conclude: 

This study demonstrates that talk is related to commitment. It also gives us 

support for our preference for the concept of identification and its central concern 



 5

with language. The process of identification is conducted primarily with language, 

and the product of identification is expressed primarily with language. While 

nonverbal acts can be viewed in terms of both identification and commitment, 

“commitment” in every day conceptualization downplays the verbal process. 

(Cheney & Tompkins, 1987, p. 11) 

Additionally, Scott, Connaughton, Diaz-Saenz, Maguire, Ramirez, Richardson, Shaw, 

and Morgan (1999) argue that “the focus on organizational commitment is limiting in 

[that] it ignores an alternate form of identification which relates more closely to 

communication” (p. 402). Yet it should be noted, Cheney and Tompkins (1987) and Scott 

et al. (1999) are focusing primarily on attitudinal or affective commitment. Even Cheney 

and Tompkins (1987) argue for a level of distinction between these two constructs 

(within attitudinal and affective commitment). Further, there is still behavioral or 

continuance (need to stay) and normative (ought to stay) commitment to consider as both 

can be communicated by individual workers. These categories of commitment have, for 

the most part, been left untouched in the debate about the distinctiveness and/or 

similarities between organizational commitment and organizational identification. It is 

reasonable to see opportunities for communication research within the distinct construct 

of organizational commitment. At the minimum, the researcher can wrestle with the 

debate of distinctiveness along the way to increased understanding of communication 

within organizational commitment. There are also opportunities in conducting 

communication research to explore continuance and normative commitments. 

 As was said earlier, although the study of organizational commitment is robust, 

there is a paucity of material written from a communications perspective. Arguably, the 
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themes “most often” addressed from a communications perspective include: network-

centrality, communication climate, communication satisfaction (particularly, superior-

subordinate communication), and socialization (particularly focused on entry and early 

work experiences). 

In the first area, network centrality, empirical research is limited as it relates to 

organizational commitment.  Feeley and Barnett (1997) and Feeley (2000) have 

conducted research that is of heuristic value. Simply put, communication networks are 

“the patterns of contact between communication partners that are created by transmitting 

and exchanging messages through time and space” (Monge & Contractor, 1997, p. 440). 

Feeley and Barnett (1997) introduced a model of turnover behavior based on network 

centrality. Their Erosion Model predicts that employee turnover is a result of network 

position and their study of turnover behavior in a large supermarket suggested it is 

network centrality that best determines turnover. They found that those individuals who 

were more in the communication network tended to remain in their position, while those 

on the periphery of the communication network left the organization. The authors explain 

it as, “Employees at the periphery receive less information about organization activities 

and may feel less committed because of this lack of information, which justifies social 

tasks and rewards” (Feeley & Barnett, 1997, p. 374). In this explanation, Feeley and 

Barnett (1997) suggest the organizational commitment is a result of network centrality 

not just organizational position. In a study of three different organizations (employees in 

a drugstore, pizza parlor, and fast food restaurant), Feeley (2000) added further support 

for the Erosion Model when he found that those employees who were highly connected 

and required fewer links to communicate with all other employees tended to remain in 
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their roles longer.  Taken together these studies suggest communication is an important 

aspect of employee commitment. 

Like the construct of network centrality, there is overlap between communication 

climate and superior-subordinate relationship research (see Jablin, 1987). This area has 

served to establish as an important link between the members of an organization and the 

organization itself (Guzley, 1992; Welsch & LaVan, 1981). However, Dillard, Wigand, 

and Belster (1986) draw a distinction between organizational climate and communication 

climate claiming that communication climate “includes only communicative phenomena, 

e.g., judgments concerning such things as receptivity of management to employees or the 

accuracy of information being disseminated in the organization” (p. 87). Guzley (1992) 

found in her study of a large southwest service organization that the more favorable the 

perceived communication climate, the higher the level of organizational commitment of 

employees. Trombetta and Rogers (1988) also found support for a relationship between 

communication climate and organizational commitment. Thus, it appears that like 

network centrality, communication plays a role in employees overall commitment to their 

organization. 

 The communication satisfaction construct, operationalized by Downs and Hazen 

in 1977, also reflects a relationship between commitment to an organization and the 

communication occurring in that organization. These authors explored the 

multidimensionality of communication satisfaction in their questionnaire called, 

“Communication Satisfaction Questionnaire.” The eight factors include communication 

climate, supervisory communication, horizontal communication, and subordinate 

communication. Communication climate includes items such as the extent to which 
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communication in an organization motivates workers to meet organizational goals and 

includes estimates of whether or not people’s attitudes toward communicating are healthy 

in the organization. Supervisory communication includes both upward and downward 

aspects of communicating with superiors. Three of the main items are the extent to which 

superiors are open to ideas, the extent to which superiors listen and pay attention, and the 

extent to which supervisors offer guidance to their employees in solving job-related 

problems. 

 Putti, Aryee, and Phua (1990) studied Chinese white collar workers in an 

engineering company. They looked at the affect of communication relationship and 

satisfaction on organizational commitment. Results suggested a relationship between 

communication satisfaction and organizational commitment. Potvin (1991) analyzed the 

relationship between communication satisfaction and organizational commitment in three 

organizations (a retail organization, a large hospital, and a multi-national high-technology 

organization). This author found a positive relationship between communication 

satisfaction and organizational commitment. Downs (1991) also found a positive 

relationship between communication satisfaction and organizational commitment in her 

study of two Australian organizations. Finally, Varona (1996), in her study of three 

Guatemalan organizations, found a positive relationship between communication 

satisfaction and organizational communication. 

 It is noteworthy that in three of these studies (Downs, 1991; Potvin, 1991; Putti, 

Aryee, & Phua, 1990), supervisory communication was one of the strongest predictors of 

organizational commitment. In contrast, Varona (1996) found that horizontal 
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communication rather than supervisor communication was a stronger predictor of 

organizational commitment. 

 Additionally, Jablin (1987) states that “the superior-subordinate communication 

relationship is an important determinant of an employee’s level of organizational 

commitment” (p. 720). Lambert, Hogan, Barton, and Clarke (2002) studied instrumental 

communication among correctional staff employed in a correctional facility. Instrumental 

communication is “the degree to which information about the job is formally transmitted 

by the employer to employees” (Mueller, Boyer, Price, & Iverson, 1994, p. 188). Their 

findings support Jablin’s (1987) statement. Other researchers have found that supervisory 

communication has a strong influence on organizational commitment (Postmes, Tanis, & 

deWit, 2001; Schweiger & Denisi, 1991).  Overall, the relationship between 

communication satisfaction and organizational commitment suggests that at several 

levels of organizational hierarchy the two variables are intertwined. 

 Another well researched relationship with organizational commitment is 

socialization. Given the acceptance of that relationship and that communication is a priori 

within the socialization process, it is briefly discussed here. 

 Mowday et al. (1982) suggest three stages in the development of organizational 

commitment and preentry (anticipation), early employment (initiation), and middle to late 

career (entrenchment). Researchers argue that the early months of employment are 

important in work attitudes and ultimately the level of commitment to the organization 

(Buchanan, 1974; Caldwell, Chatman, & O’Reilly, 1990; Meyer & Allen, 1988; Mowday 

et al., 1982). Caldwell et al. (1990) claim that “an individual’s commitment to an 

organization may be shaped by the process through which he or she enters the 
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organization (recruitment) and by those steps the organization takes to teach him or her 

about the organization values and how work is done (socialization)” (p. 246). In brief, the 

socialization process is a natural link to organizational commitment and should continue 

to be studied in the future. 

 Given the ongoing significance of organizations in both society and the 

individual, this study is a relevant analysis and contribution to research on organizational 

commitment. Further, given the additional importance of the role of communication 

within organizations, this study is also relevant as well as contributes to the research on 

organizational commitment. This study looks at a private school and the construct of 

organizational commitment. Specifically, it looks at the process a teacher moves towards 

commitment and how negative communication is perceived to influence commitment. 

 This dissertation is broken three sections. The first section (consisting of chapters 

one through three) serves as the foundation to the study, looking at relevant literature and 

introduces the methods used in the study. Chapter one serves as the introduction to the 

study, providing a rationale and overview of the paper. Chapter two introduces the reader 

to the topic of organizational commitment and reviews relevant literature on the subject. 

Specifically, the chapter will look at the various research that defines organizational 

commitment. Further, the chapter will look at literature that discusses both antecedents 

and outcomes of commitment. Finally, the chapter will compare and contrast 

organizational commitment with identification. Chapter three will present and describe 

the research methods used in this study as well describe the research site in greater detail. 

 The second section (consisting of chapters four through eight) looks at the process 

that a teacher moves through to arrive at the place of commitment. Chapter four discusses 
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the concept of the calling. The first half of the chapter seeks to define the term while the 

second half of the chapter delineates the calling in terms of its qualities. Chapter five 

looks at the next step in the process towards commitment. Action is explained through in-

role and extra-role behaviors. While in-role behaviors are seen to be consistent with the 

teacher’s job description, extra-role behaviors are viewed as actions that go beyond the 

job description and are not formally tied to rewards or benefits. Chapter six continues the 

discussion on the process as it looks at the next step in the move towards commitment. 

Conflict in the life of the teacher is discussed in light of its antecedents. These 

antecedents of conflict contribute to the teacher’s decision to remain with or leave the 

organization. Chapter seven looks at the step of decision making for the teacher. This step 

looks at decision making on whether to leave or remain with the organization as an 

iterative process that depends upon numerous factors related to teacher’s personal and 

professional situation. Finally, chapter eight discusses the last step in the process towards 

commitment. This step is that of perseverance, where the teacher has come to a place of 

commitment. In this step, the teacher reflects upon their experience within the school as 

well as the school itself to help determine whether they will remain with or leave the 

organization. 

 The third section (consisting of chapter nine through eleven) begins with a chapter 

(chapter nine) that looks at negative communication in light of the commitment of the 

teacher. In this study, complaining was seen as an example of a lack of commitment. 

However, not all complaints are created equally, as teachers noted a difference between 

complaining with the intention of change (instrumental) and complaining for the sake of 

complaining (noninstrumental). This study found that teachers at Calvary were more 
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likely to engage in complaining as form of resistance to change and in order to save face. 

The chapter delineates the reasons teachers engaged in resistance as well as saving face. 

Chapter ten discusses the implications of the study. The chapter begins with a review of 

the findings and then discusses its importance to the topic of organizational commitment 

and communication. The chapter concludes with a discussion on the limitations of the 

study and suggestions for future research. Chapter eleven serves as a final summary of  

the paper. 
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Chapter 2 

Literature Review 

Scholars have defined organizational commitment in a number of different ways. 

Buchanan (1974) identified three components of the construct that have since appeared in 

many definitions of organizational commitment in one fashion or another. An individual 

committed to an organization would demonstrate (a) identification – the adoption as 

one’s own goals and values of the organization, (b) involvement – the psychological 

immersion or description in the activities of one’s own work role, and (c) loyalty – a 

feeling of affection for and attachment to the organization (Buchanan, 1974, p. 533). 

DeCotiis and Summers (1987) address organizational commitment in a similar manner. 

These authors claim that the committed individual will demonstrate (a) an internalization 

of the goals and values of the organization, (b) involvement in an organizational role in 

the context of these goals and values, (c) a desire to remain in the organization over an 

extended period of time in order to serve its goals and values, and (d) a willingness to 

exert effort in the interests of these goals and values, beyond that normally required of the 

individual (1987, p. 447). Eisenberg, Monge, and Miller (1983) argue that at least three 

elements are integral parts in any definition of organizational commitment. These 

include: (a) a strong belief in and acceptance of the organization’s goals and values, (b) a 

willingness to exert considerable effort on behalf of the organization, and (c) a strong 

desire to maintain membership in the organization (p. 181).  

Common themes that emerge from the various researchers’ conceptualizations 

include: (a) an identification with goals and values of the organization, (b) an attachment 

to the organization’s goals and values with a desire to remain in the organization, (c) an 
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internalization of the organization’s goals and values, and (d) willingness to exert effort 

on the behalf of the organization in order to serve its goals and values. 

 Other researchers addressing organizational commitment have attempted to draw 

a distinction between attitudinal and behavioral commitment (Hrebiniak & Alutto, 1972; 

Mowday, Porter, & Steers, 1982; Reichers, 1985). Mowday et al. (1982) described these 

two approaches in the following way:  

Attitudinal commitment focuses on the process by which people come to think 

about their relationship with the organization. In many ways, it can be thought of 

as a mindset in which individuals consider the extent to which their own values 

and goals are congruent with those of the organization…Behavioral commitment, 

on the other hand, relates to the process by which individuals become locked into 

a certain organization and how they deal with the problem. (p. 26)  

 Whereas attitudinal commitment is concerned with the individual’s identification 

with organizational goals and an employee’s willingness to work towards them, 

behavioral commitment focuses more on the individual’s action (Meyer & Allen, 1997 

Reichers, 1985). Hrebiniak and Alutto (1972) made the distinction between attitudinal 

and calculated commitment. A calculated commitment according to these authors is “a 

structural phenomenon which occurs as a result of individual-organizational transactions 

and alterations in side bets or investments over time” (p. 556). In other words, individuals 

become attached to the organization because they have side bets or investments (e.g. 

401k plan) in the company and cannot afford to leave. 
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 O’Reilly and Chatman (1986) attempted to build on the distinction between 

attitudinal and behavioral commitment with the establishment of three distinct forms they 

recognized as compliance, identification, and internalization. 

 Compliance occurs when attitudes and behaviors are adopted not because of  

shared beliefs but simply to gain specific rewards. In this case, public and private 

attitudes may differ. Identification…occurs when an individual accepts influence 

to establish or maintain a satisfying relationship; that is, an individual may feel 

proud to be a part of a group, respecting its values and accomplishments without 

adopting them as his or her own. Internalization occurs when influence is 

accepted because the induced attitudes and behavior are congruent with one’s 

own values; that is, the values of the individual and the group or organization are 

the same (O’Reilly & Chatman, 1986, p. 493).  

 Although O’Reilly’s and Chatman’s (1986) explanation of commitment presents 

the multidimensional nature of organizational commitment, it received considerable 

criticism because of the difficulty in distinguishing identification and internalization 

(Becker, 1992; Vandenberg, Self, & Seo, 1994). In more recent research, Caldwell, 

Chatman, and O’Reilly (1990) combined identification and internalization to form a 

measure labeled normative commitment based on the shared values between the two. 

 Meyer and Allen (1991) argue for a relationship between attitudinal and 

behavioral commitment. They see each one affecting the other. Consequently, they pull 

the common themes together to present a three-component framework: affective, 

continuance, and normative commitment. These researchers view commitment as a 

psychological state that (a) characterizes the employee’s relationship with the 
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organization and (b) has implications for the decision to continue or discontinue 

membership in the organization (Meyer & Allen, 1991, p. 67). However, the similarities 

end here. Meyer and Allen’s (1991) research claims that: 

Affective commitment refers to the employee’s emotional attachment to, 

identification with, and involvement in the organization. Employees with a strong 

affective commitment continue employment with the organization because they 

want to do so. Continuance commitment refers to an awareness of the costs 

associated with leaving the organization. Employees whose primary link to the 

organization is based on continuance commitment remain because they need to do 

so. Finally, normative commitment reflects a feeling of obligation to continue 

employment. Employees with a high level of normative commitment feel that 

they ought [italics added] to remain with the organization (p. 67).  

 Meyer and Allen (1991) argue that it is more appropriate to consider affective, 

continuance, and normative commitment as components, than other types of commitment 

because in their view, an employee can experience all three forms of commitment to 

varying degrees. Although researchers will typically agree that commitment is a 

multidimensional construct, this summary of organizational commitment literature 

provides evidence of the disagreement concerning what exactly those dimensions are. 

However, it appears that Meyer and Allen’s (1991) conceptualization of organizational 

commitment captures in arguably a more clear fashion, the common elements found in 

other definitions: attachment, identification, internalization, exerting effort on behalf of 

the organization and in exchange for benefits and rewards. 
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 When talking about conceptualizing commitment, it is also important to discuss 

the focus of commitment. As research on organizational commitment has evolved over 

the years, researchers have come to view employee commitment as having multiple foci 

and bases (Becker, 1992; Becker & Billings, 1993; Becker, Billings, Eveleth, & Gilbert, 

1996; Hunt & Morgan, 1994; Meyer & Allen, 1997; Reichers, 1985). Reichers (1985) 

found that in the organizational commitment literature, the organization “typically is 

viewed as a monolithic, undifferentiated entity that elicits an identification and 

attachment on the part of individuals” (p. 469). Yet the author argues that organizations 

are made up of “coalitions and constituencies,” each of which espouses a unique set of 

goals and values that may be in conflict with the goals and values of other organizational 

groups or members. Therefore, it is best to understand organizational commitment as a 

collection of multiple commitments. Researchers have identified empirical support for 

this idea of multiple commitments (Becker, 1992; Becker & Billings, 1993; Becker, 

Billings, Eveleth, & Gilbert, 1996; Reichers, 1985). For example, Becker and Billings’ 

(1993) analysis to identify commitment profiles (differing patterns of commitment to the 

various constituencies within the organization) found four dominant profiles: 1) the 

locally committed (employees who are attached to their supervisor and workgroup), 2) 

the globally committed (who are attached to top management and the organization), 3) 

the committed (who are attached to both local and global foci), and 4) the uncommitted 

(who are neither local nor global foci) (p. 177).  

 In summary, researchers should view organizational commitment as a multiple-

constituency framework, measuring commitments to specific foci within the organization 

as opposed to the global organization. Reichers (1985) argues that when researchers 
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measure commitment globally, it is more of a measurement of the employee’s 

commitment to “top management.” Other authors suggest measurement of the global 

organization might be more a combination of top management and more local foci 

(Becker & Billings, 1993; Hunt & Morgan, 1994).  

 In review, organizational commitment has been defined in a number of ways. Yet 

researchers from Buchanan (1974) to Meyer and Allen (1991) have argued for many 

common elements in spite of their differences in presentation. Arguably, Meyer and 

Allen (1991) present the clearest articulation of organizational commitment. They capture 

the common elements found in other definitions: attachment, identification, 

internalization, exerting effort on behalf of the organization and in exchange for benefits 

and rewards.  Thus, this study uses Meyer and Allen’s (1991) definition of organizational 

commitment. 

Antecedents of Commitment 

While defining organizational commitment is important in this study, it is equally 

important to look at the antecedents of organizational commitment. Arguably, there are 

factors that influence the employee towards commitment. Since there have been many 

different variables analyzed as potential antecedents of commitment, the following 

section is intended to identify salient topics included in organizational commitment 

literature. 

Many researchers have studied the antecedents to commitment. Mowday et. al. 

(1982) proposed that antecedents of organizational commitment are typically reduced 

into four categories: personal characteristics, structural characteristics, job-related 

characteristics, and work characteristics. Meyer and Allen (1991) also used these 
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categories in their discussion of antecedents, but combined job-related characteristics 

(objectives) and work experience (subjective). Research has tended to focus on personal 

characteristics and work-related characteristics (Bar-Hayim & Berman, 1992; Bateman & 

Strasser, 1984; Hellman, 1997; Jans, 1989; Meyer & Allen, 1988; Wiener, 1982).  

Many personal characteristics such as age, tenure, sex, and education level have been 

connected to organizational commitment. Much research has been done in this area 

(Angle & Perry, 1981; Bedain, Ferris, & Kacmar, 1992; Bruning & Snyder, 1983; King, 

2000; Liou & Nyhan, 1994; Mottaz, 1988; Shore, Barksdale, & Shore, 1995; Smith, 

Gregory, & Cannon, 1996). In their study of industrial workers, Bar-Hayim and Berman 

(1992) found that an employee’s age and seniority contributed to greater organizational 

commitment. They also found gender and educational differences in organizational 

commitment suggesting that “to the extent that they are more likely to occupy a lower 

status in the labor market, women and less educated employees are more inclined to 

encounter limited alternative job opportunities, thus attaching them more to the present 

place of employment” (p. 384). On the other hand, Bruning and Snyder (1983) found in 

their study of social service employees that gender differences in organizational 

commitment are not significant. These two studies exemplify the inconsistencies in this 

literature. Findings are often weak and inconsistent (Mathieu & Zajac, 1990).  

Arguably, most of the literature pertaining to antecedents of organizational 

communication, deals with the employee’s work characteristics. Job satisfaction is often 

connected with organizational commitment (Hackett, Bycio, & Hausdorf, 1994; Igbaria 

& Guimaraes, 1993; Konosvky & Cropanzano, 1991; Mathieu & Zajac, 1990).  Cranny, 

Smith, and Stone (1992) viewed job satisfaction as a combination of cognitive and 
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affective reactions to the differential perceptions of what an employee wants to receive 

compared with what he or she actually receives. Researchers have disagreed whether job 

satisfaction is a precursor of organizational commitment or if organizational commitment 

is a precursor of job satisfaction. For example, Bateman and Strasser (1984) found 

commitment to be a precursor of satisfaction, while Williams and Hazer (1986) found 

satisfaction to be a precursor of commitment. And Curry, Wakefield, Price, and Mueller 

(1986) found no causal relationship in either direction. 

Perceived organizational support is also an often recognized antecedent of 

organizational commitment (Buchanan, 1974; Cook & Wall, 1980; Eisenberger, 

Huntington, Hutchinson, & Sowa, 1986; French & Rosenstein, 1984; Steers, 1977). 

Eisenberger et al. (1986) concluded that perceived organizational support was seen in the 

extent to which the organization valued an employee’s contribution. Support can be 

experienced through praise and approval as well as pay increases, promotion, job 

enrichment, and influence over policy. Eisenberger and his colleagues (1986) suggest that 

perceived organizational commitment will increase an employee’s affective attachment to 

the organization. 

Researchers have also viewed socialization as an antecedent of organizational 

commitment (Allen & Meyer, 1990; Buchanan, 1974; Caldwell, Chatman, & O’Reilly, 

1990; Mowday, Porter, & Steers, 1982; Pierce & Dunham, 1987; Wiener, 1982). 

Mowday et al. (1982) argue that in order to understand the development of commitment, 

there must be a delineation of three stages: the pre-entry stage, early employment period 

work experiences, and the middle/late career stages. During the pre-employment stage, 

individuals enter organizations with different levels of commitment to the organization 
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(Allen & Meyer, 1990; Mowday, Porter, & Steers, 1982; Wiener, 1982). Employees will 

be influenced by their experiences in their own family and the various cultural 

experiences they have been a member of previous to their new organization (Allen & 

Meyer, 1990; Wiener, 1982). Consistent findings have also noted that early work 

experiences can have a significant impact on commitment to the organization (Buchanan, 

1974; Caldwell, Chatman, & O’Reilly, 1990; Pierce & Dunham, 1987). Caldwell, 

Chatman, and O’Reilly (1990) found that an individual’s commitment to an organization 

can be shaped by the recruitment process as well as the steps the organization takes to 

teach him or her about the organization’s values and how work is done. Pierce and 

Dunham (1987) found in their study of hospital personnel that early work experiences 

that were able to produce a sense of responsibility were a significant predictor of 

commitment after three months of employment. Meyer and Allen (1988) studied recent 

university graduates who had accepted full-time permanent jobs with a number of 

different companies. The results of their study suggested that employees’ experiences 

immediately following entry into an organization play a significant role in shaping their 

commitment to that organization. 

Two final antecedents to be noted concern the employee’s investments and 

alternatives for employment. Investments are derived from Becker (1960) who theorized 

that commitment to a course of action results from the accumulation of side bets a person 

makes. Side bets are actions that connect a person to a course of action because of the 

fact that something would be lost if he or she discontinued the activity. When talking 

about organization and employee commitment, a side bet involves the investment of 

something valuable (e.g., money, effort, time) that the employee would lose if he or she 
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leaves the organization. Employment alternatives can also function as an antecedent to 

organizational commitment, particularly if there are few options available to the 

employee. Rusbult and Farrell (1983) found in both laboratory and field research that 

commitment increased as the number of job alternatives decreased. 

Outcomes of Organizational Commitment 

 Another way that organizational commitment has been studied is in terms of 

outcomes or consequences of commitment. Employee turnover/retention and work 

performance will be addressed as a consequence of commitment. Work performance 

includes such variables as absenteeism, tardiness, in-role job performance, and 

citizenship behavior. 

Meyer and Allen (1991) note that no other behavioral correlate of commitment 

has been studied more than turnover (e.g., Arnold & Davey, 1999; Hendrix, Robbins, 

Miller, & Summers, 1998; O’Reilly, Chatman, & Caldwell, 1991; Sias & Cahill, 1998; 

Spreitzer & Mishra, 2002; Stinglhamber, Bentein, & Vandenberghe, 2002). Given that 

the obverse of being committed is leaving, this would seem to be common sense. 

Mowday et al. (1982) hypothesized that the strongest and most predictable outcome of 

employee commitment would be lower turnover rates. Mathieu and Zajac (1990) support 

this prediction in their meta-analysis. Using Allen and Meyer’s (1990) framework of 

organizational commitment, Stallworth (2004) found in a study of an accounting firm that 

employees with high levels of affective commitment and normative commitment to the 

organization are less likely to leave the organization. However, an individual’s intention 

to leave is not significantly influenced by continuance commitment. It appears that 

employee’s are more likely to remain with the organization when there is a sense of 
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ownership or identity with the organization (want to stay), as well as feeling of obligation 

or duty towards the organization (ought to stay). These factors seem to outweigh the 

rewards and benefits of the position (need to stay). 

Work performance variables such as attendance at work, tardiness, in-role 

behaviors, and organizational citizenship behaviors are also given much attention in the 

organizational commitment literature (e.g., Angle & Lawson, 1993; Angle & Perry, 1981; 

Blau, 1986; Feather & Rauter, 2004; Hackett, Bycio, & Hausdorf, 1994; Podsakoff, 

MacKenzie, Paine, & Bachrach, 2000). Using Allen and Meyer’s (1990) framework of 

organizational commitment, Hackett, Bycio, and Hausdorf (1994) found in their study of 

bus drivers that those with strong affective commitment were less likely to be absent 

from work than those with weak commitment. Somers (1995) found that although 

affective commitment did not affect employees’ work attendance overall, there appeared 

to be a difference in the absences that were connected to weekends or holidays. 

Employees with greater affective commitment were less likely to miss these days. Blau 

(1986) found that among staff nurses, increasing job involvement from low to high has 

the most impact on reducing tardiness when organizational commitment is low and not as 

much impact when organizational commitment is high.  

Results for in-role job performance appear to be mixed. Although several studies 

indicate that employees with a high level of commitment (particularly affective 

commitment) work harder (Kim & Mauborgne, 1993; Meyer, Allen, & Smith, 1993), 

other studies indicate otherwise (Angle & Lawson, 1994; Angle & Perry, 1981). Extra-

role performances (organizational citizenship behavior) is seen as “individual behavior 

that is discretionary, not directly or explicitly recognized by the formal reward system, 
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and in the aggregate promotes the efficient and effective functioning of the organization” 

(Organ, 1988, p. 4). Podsakoff et al. (2000) notes seven themes of organizational 

citizenship behavior: 1) helping behavior, 2) sportsmanship, 3) organizational loyalty, 4) 

organizational compliance, 5) individual initiative, 6) civic virtue, and 7) self 

development. Numerous studies have found that when an employee’s affective 

commitment is strong, there is a greater tendency towards extra-role performance 

(Meyer, et al., 1993; Organ & Ryan, 1995; Shore & Wayne, 1993).  

Understanding antecedents to organizational commitment such as job satisfaction, 

perceived organizational support, socialization, turnover, in-role job performance, and 

extra-role job performance and outcomes of organizational commitment such as 

employee retention and work performances is an important step towards understanding 

the construct of organizational commitment. It is also important, as it relates to this study, 

given that this literature review has covered areas that are most common in commitment 

literature. Yet this study looks at the process towards commitment as well the connection 

between negative communication and commitment which appear to be unique to this 

literature.  

Organizational Commitment and Identification 

 Although antecedents and outcomes of organizational commitment appear to 

garner the most attention within this literature, there is an ongoing academic discussion 

addressing the similarities and/or differences between organizational commitment and 

identification. It is important to address this debate in this study given that 

communication studies often call for the use of identification over commitment. Both 

organizational commitment and organizational identification are related to the 
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employee’s attitude toward their respective organization. A number of researchers have 

seen identification as a component of organizational commitment (Buchanan, 1974; 

O’Reilly & Chatman, 1986). Others have seen the two constructs as synonymous 

(Mottaz, 1989; Reichers, 1985). What follows is a brief look at organizational 

commitment and organizational identification, followed by a look at how researchers 

view their similarities and differences. 

Organizational Commitment 

 Mowday et al. (1982) defined organizational commitment as “the relative strength 

of an individual’s identification with and involvement in a particular organization” (p. 

226). Commitment appears to be a function of identification by this definition. In 

contrast, Meyer and Allen (1991) developed a three-component conceptualization of 

organizational commitment that went beyond the traditional attitudinal and behavioral 

distinction. These authors established a framework of commitment that consists of 

affective, continuance, and normative commitment. Meyer and Allen (1991) view 

affective commitment as the “employee’s attachment to, identification with, and 

involvement in the organization” (p. 67). Employees who remain in their respective 

organization do so because they want to do so. Neither continuance commitment (need to 

stay) nor normative commitment (ought to stay) are commonly addressed in discussions 

of organizational commitment and/or organizational identification. The focus is primarily 

on affective commitment. Still, as Meyer and Allen (1991) argue, commitment involves 

more than affective commitment. 
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Organizational Identification 

 Organizational identification on the other hand is seen as “the perception of 

oneness with or belongingness to an organization, where the individual defines him or 

herself in terms of the organization(s) in which he or she is a member” (Mael & Ashforth, 

1992, p. 104). This definition is based on social identity theory (Ashforth & Mael, 1989). 

Pratt (1998) suggests that organizational identification occurs when an “individual’s 

beliefs about his or her organization become self-referential or self-defining” (p. 172). 

 Cheney (1983) argues for the benefits of organizational identification: 

Organizational identification has been linked either theoretically or empirically to 

each of a variety of work attitudes, behaviors, and outcomes – including 

motivation, job satisfaction, job performance, role orientation and conflict, 

employee interaction, and length of service. (p. 343)  

Interestingly, Cheney’s (1983) list of outcomes appears to be similar to what researchers 

have said about organizational commitment. 

 Tompkins and Cheney (1985) describe organizational identification through 

enthymematic processes known as enthymeme1 and enthymeme2. Premises for 

enthymeme1 are established during the socialization in the family, church, formal 

education, peer groups, previous employment, and so on. The employing organization 

also becomes an important socializing force in itself. Employers need their subordinates 

to apply appropriate premises to complete rhetorical syllogisms (e.g., being well-

groomed is a mark of a good employee; therefore, I will come to work well-groomed). 

Tompkins and Cheney (1985) define enthymeme2 as “a syllogistic decision-making 

process, individual or collective, in which a conclusion is drawn from premises (beliefs, 
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values, expectations) and inculcated in the decision maker(s) by the controlling members 

of the organization” (p. 86). From the organization’s perspective, it would be ideal if the 

employee uses premises provided by the organization so that the decision is made with 

the benefit of the organization in mind. The authors redefine organizational identification 

as “a decision maker identifies with an organization when he or she desires to choose the 

alternative that best promotes the perceived interests of that organization” (Tompkins & 

Cheney, 1985, p. 194). 

Organizational Commitment and Identification 

 Given the brief look at each of these constructs, it is clear that uncertainty remains 

as to these constructs’ distinction/similarities. Largely, the language used to 

conceptualize both constructs is similar. Cheney and Tompkins (1987) argue for their 

distinctness or independence from each other, but also their connection to or relationship 

with each other. They purport that organizational identification suggests “both process 

(identifying) and product (in identification),” whereas “commitment tends to narrow the 

scope of something one has or makes at a particular point in time” (p. 8). Further, they 

propose that an individual can be somewhat identified with an organization and still not 

be committed to it (e.g., a teacher who is part of a teacher’s union because she approves 

of their actions, but chooses not to become involved in those actions herself). Conversely, 

an employee can be committed to an organization, but not identify with it (e.g., a laborer 

who punches the clock because he needs the money, but does not demonstrate 

identification). The authors conceive of the relationship as states in four quadrants: (I) 

alienated, non-pledged (low identification, low commitment); (II) alienated, but pledged 

(low identification, high commitment); (III) self-appropriative, but non-pledged (high-
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identification, low commitment); and (IV) self-appropriative, pledged (high on both 

dimensions). 

 Sass and Canary (1991) also argue for the similarity of organizational 

commitment and organizational identification. In their study of employees from various 

places of employment, they found that commitment and identification are strongly 

associated. They suggest that the product form of identification is not distinct from 

attitudinal commitment. 

 Although some researchers (e.g., Cheney & Tompkins, 1987; Sass & Canary, 

1991) argue for the connection or similarities between these two constructs, others argue 

for their distinctiveness only. Ashforth and Mael (1989) differentiate the two concepts. 

They conclude that organizational identification is self-referential or self-definitional, 

whereas commitment is not. Organizational identification contributes to the individual’s 

definition of “who am I?” and thus reflects “the perception of oneness with or 

belongingness to an organization, where the individual defines him or herself in terms of 

the organization(s) in which he or she is a member” (Mael & Ashforth, 1992, p. 104). 

 Mael and Ashforth (1995) also suggest that although identification is 

organization-specific, commitment may not be. They explain this as: 

The focal organization’s goals and values may be shared by other organizations, 

such that one could score high on commitment without perceiving a shared 

destiny with that particular organization. With proper incentives, the individual 

could readily transfer his or her commitment to a different, even competing, 

organization with similar goals and values. (Mael & Ashforth, 1995, p. 312). 
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Yet, if the person is identified with the organization, they will experience an emotional 

loss if they choose to leave. 

 Gautam, VanDick, and Wagner (2004) argue that identification and commitment 

develop on the basis of different sources. Whereas identification is seen “as contingent on 

the basis of perceived similarity and shared fate with the organization,” commitment 

“develops because of exchange-based factors, such as the material relationship between 

the individual and the organization” (Gautam, VanDick, & Wagner, 2004, p. 305). 

Additionally, organizational members who are highly identified with their organizations 

will think and act on behalf of their group’s norms and values because they have been 

inculcated with or incorporated the group’s/organization’s norms and values into their 

own decision-making. In contrast, committed individuals are more guided by role 

descriptions and their supervisor’s control. 

 The challenge in this debate is that there appears to be few direct empirical 

examples that strongly support either position. Attitudinal commitment, at least as it is 

defined, appears to have a relationship with identification. It does appear, however, that 

although researchers argue for their connectedness or relationship, there are few who 

would argue that Organizational Commitment and Organizational Identification are 

synonymous. Most concede some level of distinctiveness.  

 The importance of this discussion as it relates to this study is in the choice of 

using organizational commitment rather than identification. I have chosen organizational 

commitment because of its broader perspective on the employee’s attachment to the 

organization. Although, it appears that identification is a component of commitment, 

commitment can be more than identification. Put another way, a teacher may be 
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committed to fulfilling their contract for the year because of a sense of duty or obligation. 

However, they may feel no sense of identification with the organization. They may even 

feel alienated from their peers and principal. Further, Meyer and Allen (1991) have 

conceptualized commitment using the three components of wanting to stay, needing to 

stay, and ought to stay. In this study, teachers at Calvary wrestled with each of these 

components. Although it was clear that their sense of identity was a factor in staying or 

leaving the organization, there was also ample attention given to the rewards (or lack 

thereof) of the role, as well as the sense of duty and obligation to the school. 
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Chapter 3 

Methods 

 
 In this study, I have chosen to use qualitative methods as the research 

approach to better understanding the life and role of a teacher within Calvary Christian 

School. Qualitative research describes “lifeworlds ‘from the inside out,’ from the point of 

view of the people who participate” (Flick, vonKardorff, & Steinke, 2004, p. 3) and in 

doing so, “it seeks to contribute to a better understanding of social realities, and to draw 

attention to processes, meaning patterns and structural features” (Flick, et al., p. 3). Kirk 

and Miller (1986) draw a distinction between the qualitative and quantitative observation 

as “identifying the presence or absence of something (qualitative)” verses “measuring the 

degree to which some feature is present (quantitative)” (p. 9).  

 Qualitative research is used for scientific inquiry. Crabtree and Miller (1992) state 

that scientific inquiry has at least five aims. These include:  

 identification (What is this? Who is that? What is important here?), description  

(What is going on here? What is the nature of the phenomenon? What variations  

exist?), explanation-generation (What is happening here? What patterns exist? 

How does it work?), explanation-testing (Does one variable cause the other? Is 

the original theory correct?), and control (How can I make “X” happen? What 

difference does this program/intervention make?) (p. 6-7). 

Whereas qualitative methods are typically used for the first three aims, quantitative 

methods are used for the latter two. 
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 There are certainly occasions, such as scientific testing, where it makes sense to 

ask questions like, “What’s your hypothesis? How do you measure that? How large is 

your sample?” But Agar (1986) argues that when a researcher is assuming a learning role, 

these questions don’t work:  

When you stand on the edge of a village and watch the noise and motion, you 

wonder, “Who are these people and what are they doing?” When you read a news  

story about the discontentment of young lawyers with their profession, you 

wonder, “What is going on here?” Hypotheses, measurement, samples, and 

instruments are the wrong guidelines. Instead, you need to learn about a world 

you don’t understand by encountering it firsthand and making some sense out of 

it. (p. 12). 

Agar’s (1986) words capsulize why qualitative methods have been selected for this study. 

In a sense, this study is based upon asking, “What’s going on here? Who are these people 

and why do they do this job? How does communication enhance or impede feelings and 

behaviors of organizational commitment?” Tolman and Brydon-Miller (2001) note that 

“the heart of a qualitative stance is the desire to make sense of lived experience” (p. 29). 

Thus, it is this study’s aim through using a qualitative strategy to “make sense” of the 

lived experience of private school employees. 

Field Site 

Calvary Christian School is the site of study. Calvary is five years old and is the 

product of two schools merging together. Although the merge brought the schools 

together under one umbrella, two separate campuses remain. Calvary is a Pre-

kindergarten through twelfth grade, private, independent, Christian school. It is under the 
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governance of nine board of directors, which consists of parents in the school and outside 

people who bring particular skills and experience in education and/or business. It is a 

fully accredited school with 75 employees, 49 of which are teachers, and the rest support 

and administrative staff. There are two campuses that are about seven miles from each 

other. Another campus has recently been purchased that is intended to function as the 

future secondary school. The school has created a hub-and-spoke model, meaning the 

goal is for the secondary school to serve as the center or the hub, while the three or four 

projected elementary schools will serve as spokes. There are presently two elementary 

schools and one secondary school. The school has 99 churches represented in its families 

attending the school. Christian churches involved in the school include Baptist, 

Episcopalian, Charismatic, Presbyterian, Methodist, Catholic, Church of Christ, 

Lutheran, and non-denominational. There is also a single Muslim family in attendance. 

Forty-eight teachers have bachelor’s degrees with about thirty percent having advanced 

degrees. Class sizes in the elementary are small with a maximum ratio of 1:18, while the 

secondary classes are larger, with a maximum ratio of 1:24. More than 95% of all high 

school graduates from Calvary attend colleges and universities. All students must take an 

entrance exam and parents undergo an entrance interview with the respective principal. In 

the secondary school, students are also expected to interview with the principal. Although 

being a member of the Christian faith is not required for entrance, parents must be willing 

to support the Christian faith statement. This means, for example, that while the Muslim 

family is welcome to be a part of the school, they must understand that the Christian faith 

will be taught in Bible classes and weekly chapels.  
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History of the Organization 

 Five years ago, two schools became one school. This merger defined not only the 

legal act of bringing the two schools together, but also in the integration of two distinct 

cultures. I was a parent in the school at the time of the merger. As a result of a class 

assignment, I approached one of the principals and asked her if it would be possible for 

me to study the merger process. She took my request to the board of directors and my 

request was granted. The assignment was one in which I interviewed parents from both 

schools asking them questions related to their perception of the merge and their sense of 

how it was being handled. Following the assignment, I presented to the board of directors 

a summary report that included recommendations for improving the process. Following 

the report, a board delegate approached me about the possibility of implementing the 

recommended changes for the school as the executive administrator. I declined the offer 

outright. Several months later, I conducted another study for a different class. Once 

again, I presented a summary report that included recommendations for improvement. 

Again, a board delegate approached me about leading the school. This time I accepted the 

invitation to interview for the position and was subsequently offered the job. 

Each merging school had brought with them not only their own staff, but their 

own distinctive culture. Put simply, one school was more suburban while the other was 

more rural. In my initial study, I found that this became an immediate issue for the 

suburban school with parents believing their school was more urbane and accelerated 

than the rural school. There was an almost condescending and patronizing view of the 

rural school amongst parents of the suburban school. The suburban school considered 

themselves to be college preparatory, which essentially meant they offered more rigorous 
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course offerings. The rural school promoted a more life preparatory philosophy to 

education, believing that students should be prepared for life, not only college. This 

philosophy earned the ire of the suburban parents as they could not understand how the 

marriage of the two schools could result in a successful venture. Ironically, the rural 

school provided the largest percentage of donated funds as well as had higher Stanford 

Achievement Scores (nationally normed exams).  

Adding to the complexity of the merge was the blending of the board of directors. 

Board members from both schools forged one board. However, challenges emerged as 

the suburban school was used to a more hands-on approach in the daily activities of the 

school, while the rural school left these responsibilities to the principals and, instead, 

handled matters of policy and vision. This created tension between the board and the 

administration, which eventually erupted in monthly board arguments and accusations. I 

was hired at this time and charged with helping reconcile the obvious differences 

between the two schools. 

In short, the school was not a safe place for teachers or staff as they were often 

caught in the crossfire of board and administrative decisions that too often appeared 

arbitrary and capricious. Salaries were set at an extremely low rate with no health 

benefits offered. The combination of these elements resulted in a significant rate of 

turnover during my first two years at Calvary. In the year 2008, I am currently in my 

fourth year at the school. 

During my first two years, one of my primary goals was to create a safe 

environment for employees, parents, and board members. Conflict was common during 

the first two years. Perhaps the best example of conflict during this time took place when 
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a board member in a disagreement with me launched himself over my desk, put his face 

inches from mine, and threatened that I would be leaving the school if I wasn’t careful. 

Gossip and rumors were rampant early on, so steps were taken to curb this activity. This 

included regular communication from me and the removal/release of teachers who were 

divisive or underperforming. Salaries were raised to be more competitive with other 

private schools in the area and health insurance was offered to all full-time employees. 

These changes contributed to an immediate stemming of the tide of families departing the 

school and the addition of new families. 

By the time this study began, I had been with the school for two years and began 

to notice a visible change in the school. The board of directors replaced some of the more 

antagonistic members with men and women committed to harmony and progress. New 

principals, support staff, and teachers had been hired who had not been a part of the 

merger challenges. In the two years since this study began, we have retained almost all of 

the teachers hired two years ago. Although we have lost teachers, the reasons for their 

departure have been related to relocation in most cases, retirement for two others, and 

pregnancy for another. In only two cases did teachers leave for issues related to the 

school. One left because her husband believed she could make more money for the public 

school while working less hours. The other left because her husband believed she could 

not handle the responsibilities of teaching and the home at the same time. Two other 

teachers did not have their contracts renewed. 

Values of the Organization 

The core values of the school are quality academics, character development, and 

Impact Education. While it is commonly expected for a private school to emphasize 
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quality academics and character development, Impact Education is unique for a private 

school. Impact Education emphasizes service, with the aim of developing a more global 

view for the student. There is arguably a stereotype of privately educated children that 

views them as sheltered and pampered. Calvary seeks to dispel this stereotype by 

introducing students to cultures different from their own, providing them opportunities 

for service. For example, ninth graders visit New Orleans in order to aid in the process of 

home restoration projects and feeding the homeless. Seventh graders spend a weekend 

serving in a facility designed to care for those who are developmentally disabled. 

Graduating seniors travel to villages in the mountains of Ecuador to serve poor families. 

Impact education may take place at some level in many public and private schools. 

However, what makes Calvary unique is that Impact Education is a core value for the 

school. There are two staff members who oversee the department and most recently, a 

portable building has been purchased to house the Center for Impact Education. This core 

value has become important for not only the parents of students in the school, but also 

teachers within the school. The school is currently in the process of designing a 

curriculum that they aim to publish for the benefit of other schools. 

Data Gathering Methods  

Qualitative research employs a number of strategies. These include participant 

observation, ethnography, interviewing, conversation, and document analysis. These 

strategies are also used in communication studies, anthropology, sociology, psychology, 

and social work. In this study, ethnography and interviews will be used. The following 

section will look at ethnography, followed by a section on the method of interviewing. 
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Ethnography. In general, Babbie (2001) notes several reasons that field research 

is an appropriate method for a setting. First, field research provides a more 

comprehensive and holistic perspective. It has the potential of filling in the gaps left by 

an interview or self-report questionnaire. So for example, in a communication audit 

completed before this study began, we learned that among families at Calvary that their 

perception of communication was inadequate (meaning families felt the school was not 

doing a great job of communication). But in the audit, we did not learn why they felt that 

way about the messages they received. 

One reason emerged later in the year as I learned that our attempt to be more efficient 

in our communication by placing the weekly newsletter on the website as well as sending it 

to the families via e-mail ended up frustrating many families. One woman came into the 

office saying, “I feel so disconnected from the school. I feel like I don’t know what goes on 

around here anymore.” Yet, we were communicating information weekly through the website 

and e-mail. What she (as well as others) wanted was the return to the hard copy newsletter 

being placed in her child’s weekly folder. Being a part of the setting allowed me the 

opportunity to hear comments like these. In a sense, they created the “aha!” moment, where I 

was able to make sense of findings or results from a self-report questionnaire.  

Babbie (2001) also notes that field research is useful when the researcher needs to 

understand attitudes and behaviors not typically captured in surveys or experiments. Frey, 

Botan, Friedman, and Kreps (1992) observe that much of our speech or behavior may not be 

what we believe it to be. Thus, when we respond to self-report questionnaires or interviews, 

we may answer a certain way, believing that we do behave or speak in a certain manner. But 

the reality may actually be quite different. Yet, our behavior or speech may be so embedded 
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at the subconscious level; we can no longer identify it. Field research allows the researcher to 

see the activity and hear the speech as it actually happens.  

A third reason for field research is when the researcher needs to study social 

processes over time (Babbie, 2001). In this study, I am allowed to observe the setting 

throughout the school year, observing not only for an extended period of time, but the 

differences (in speech, act, and “behavior”) that can occur during a grading period. Finally, 

with field research, there is the potential of discovering the out-of-the-ordinary or that which 

does not fit. This school is a rather homogeneous population where stereotypes and cultural 

norms are deeply embedded. Field research allows for the observation of fact or fiction (in 

terms of the stereotypes or cultural norms). Undoubtedly, there are challenges that must be 

navigated in this research, but the possibilities with and potential of the field research method 

make for a promising study.  

The role of ethnography is to describe a culture (Argyris, Putnam, & Smith, 1985; 

Coast, 2003; Schwartzman, 1993; Spradley, 1980; Van Maanen, 1988) or people’s 

perception of reality (Fetterman, 1986). Culture refers to a group’s “common beliefs, 

experience, and practice” (Coast, 2003, p. 337). Ethnographic writing is an attempt to 

“describe and interpret social expression between people and groups (Berg, 2004, p. 148).  

Additionally, the researcher aims to become immersed in the culture (Emerson, 

Fretz, & Shaw, 1995; Harrington, 2002; Marshall & Rossman, 1989). Emerson, et al. 

(1995) argue that immersion means that the ethnographer cannot be a passive observer. 

Instead, they must be an active participant in the culture. For the ethnographer, “‘getting 

close’ minimally requires physical and social proximity to the daily rounds of people’s 
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lives and activities” (p. 1). It is through immersion that the researcher better understands 

the inside of the culture, the rituals, the myths, the stories, etc. 

Participant observation is best suited for research projects where, for example, 

there is an emphasis on the importance of human meanings, interpretations and 

interactions, where it is believed that an insider perspective would lead to greater 

understanding, or where the activities are controversial (Jorgensen, 1989). There are 

several advantages to this strategy worth noting: 1) Because of the period of time spent in 

the field, members become less likely to change their behavior when the researcher is 

present, which increases the likelihood of witnessing members behaving naturally. 2) The 

distinctions between behavior and speech are noticeable. Results that come from 

interviews and self-report questionnaires often fail to capture this distinction. 3) 

Questions can be fashioned using terms and colloquialisms that reflect the setting. Using 

the native language will increase the likelihood that the ethnographer will learn about the 

culture and the meanings within. 4) Instead of putting together a puzzle of pieces of the 

culture drawn from interviews, the researcher is able to witness the coherency and 

connection of the daily activities as they take place. 5) Participant observation may be the 

only adequate strategy available (Crabtree & Miller, 1992).   

Since the researcher is her or his own research instrument (Punch, 1986), the role 

he or she plays in the field contributes significantly to the eventual outcome of the study. 

Spradley’s (1980) categories of roles for the ethnographer include (1) nonparticipation. 

In this role, the researcher does not become involved with the people or activities being 

studied. For example, this kind of study might consist of watching television football 

games, where the researcher could learn the rules of the game, the way coaches interact 
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with their players in good times and bad, the way players interact with each other on the 

field and on the sidelines, and how coaches and players demonstrate affection towards 

each other. (2) Passive participation. The researcher is present in the field, observing the 

activities, but he or she interacts with the people on a minimal basis. Spradley (1980) 

gives the example here of standing outside the window of a hospital nursery, observing 

the cultural behavior of nurses – the way they talk to the babies, handle the babies, feed 

the babies, etc. (3) Moderate participation. In this role, the researcher seeks to maintain 

the balance between being an insider and an outsider, between being a participant and an 

observer. An example of this might be seen when the ethnographer visits the roulette 

table in a casino. His or her presence could go largely unnoticed as it is not uncommon 

for bystanders to loiter about the table, cheering on players. (4) Active participation. In 

this role, the researcher aims to engage in the same activities of those in the study. The 

strategy is not simply to gain acceptance in the field, but to better comprehend the 

cultural roles for behavior. An example of this might be when the researcher joins a union 

shop in an attempt to understand the influence of the union on an organization. (5) 

Complete participation. This is the highest level of involvement for a researcher. The 

ethnographer studies a situation in which they are already participants. So for example, a 

regular bus rider might choose to do an ethnography of bus riders or a school 

administrator might choose to do an ethnography of the school at which he or she already 

works.  

Each of these roles may be determined by access or the intended outcome of the 

researcher. Functioning in a covert or overt role may be the result of the perception of 

how the researcher will be accepted (or not accepted). Arguably, it stands to reason that 
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when observing a culture, the more “active” the researcher is with the people in the 

setting, the greater the understanding will be of that culture even if it risks compromising 

objectivity. 

In this study, I am functioning as participant observer from the perspective of a 

complete participant. Due to my role as superintendent of Calvary Christian School, I 

had full access to the setting. My present position has allowed me opportunities to 

become embedded in the culture and develop relationships with faculty and staff. And as 

previously noted, I have been in the school for almost six years as a parent and four years 

as a researcher. Fortuitously, it seems I have been at the right place, at the right time. 

During a teacher’s in-service at the beginning of the year 2006, I notified teachers 

that I would be conducting my dissertation study at Calvary Christian School. I went into 

general detail as to what this meant for them. I informed them that I would be writing 

descriptions of observed life at Calvary. I assured them that there would be no use of 

names. I allowed a time for questions about the study, but there were no serious concerns 

expressed. Several people used humor to indicate that it didn’t matter to them. A few 

expressed later how nice it was that I was able to use my own place of employment as the 

source of my dissertation. I also informed the board of directors, providing them with 

essentially the same information. In both cases the topic of commitment was announced 

without going into elaborate detail beyond the fact that I was studying the topic of 

organizational commitment as it related to teachers at Calvary Christian School. The 

board of directors responded in the same manner as in the past in that they hoped it would 

eventually help the school as we moved forward. It is probably safe to say that given my 

relationship with the staff and the board during my time at Calvary, I had established the 
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trust and reputation of someone who would operate in a trustworthy manner and would 

not bring harm to either the school or its employees.  

Observations were conducted over a one year period from October, 2006 to 

October 2007. They were conducted through the normal course of the work day. These 

observations took place throughout the school campuses and in all types of settings. For 

example, the faculty lounges on both campuses were two locations that were frequently 

used for observations. Less frequent, but still used as a source of regular observations, 

were informal, unplanned occasions outside of the faculty lounge. These observations 

happened in places such as a school hallway, outside on the playground, a school athletic 

event, or in the teachers’ morning devotion times. I chose not to record these observations 

at the moment because I did not want to appear as an outsider who was functioning more 

as a researcher than a school superintendent. I chose instead to either return to my office 

and write the events down or return home and write the events down. 

Interviews. Besides a collection of ethnographical accounts, interviews were 

conducted. In-depth interviews are an effective way of collecting data that would not be 

obtained simply by observing the activities of people (McCracken, 1988). Babbie (2001) 

notes that a qualitative interview is for the most part a conversation between an 

interviewer and interviewee(s) where the interviewer takes the conversation a purposeful 

direction, pursuing specific topics of interest. Kvale (1983) defines the qualitative 

interview as “an interview, whose purpose is to gather descriptions of the life-world of 

the interviewee, with respect to interpretation of the meaning of the described 

phenomena” (p. 174). King (1994) adds that the goal of the interviewer is to attempt to 

view “the research topic from the perspective of the interviewee, and to understand how 
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and why he or she comes to have this particular perspective. (p. 14). Kvale (1996) 

suggests two metaphors for interviewing: the interviewer as a “miner” or as a “traveler.” 

The role of the miner has the interviewer trying to uncover or dig up specific information. 

However, the role of the traveler means the interviewer travels through the land of the 

interviewee over time and space and engages in conversations with those he or she 

encounters. Essentially, he or she is asking the people they encounter to share their life 

stories. 

 There are numerous forms of conducting interview questions including, 

structured, semi-structured, and unstructured forms of interviews. In this study, I have 

used semi-structured questions because this form of questioning establishes a set 

protocol, but allows the interviewer to probe for more explanation or clarification. 

 The interviews were originally intended to be a supplement and /or compliment to 

the observations because I believed that using multiple methods would yield a better 

research product in the end. However, following my prospectus defense, it became clear 

that the interviews would need to serve as the primary research method because of my 

role in the school. Thus, two Communication Studies doctoral students were asked to 

conduct the interviews instead of me to avoid any further bias that may have resulted 

from my observations. Each doctoral student handled one campus. One campus is twice 

as large as the other, so while one student handled the smaller campus in two half days, 

the other student took two full days to complete her assignment. 

 An email was sent to all of the classroom teachers to notify them of the study. 

Although I considered using specials teachers (music, art, theatre arts), I decided to 

eliminate them from the study because most were part-time in their roles. I wanted to use 
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only full-time teachers for the study. Thus, all full-time classroom teachers in elementary 

and secondary schools were invited to participate in the study. They were told that it was 

not a compulsory activity and that I would not be told who or who did not participate. 

They were also told that the receptionists on each campus would arrange the 

appointments. If they were willing to participate in the study they were asked to set up 

the appointment through them. The dates were also provided for possible times. Finally, I 

informed them that their names would be confidential as would their interviews. I would 

only see the final transcripts of the interviews without any names attached.  Twenty-six 

teachers participated in the interviews. This meant all of the teachers who were invited, 

participated in the study. The interviews were scheduled to last up to 45 minutes in length 

and were semi-structured in form. Interviewers were encouraged to probe for clarification 

and further explanation when they felt that it was necessary. In particular, I was interested 

in narrative as opposed to simple lists of academic reasons. For example, in the question 

about defining commitment, I was concerned that interviewees would provide a pedantic 

explanation because of the academic nature of this exercise. Thus, I followed up this 

opening with a question that asked for an example (a narrative) of commitment. 

Numerous questions explicitly asked for examples. But, the interviewers were also asked 

to solicit narratives for questions and answers that seemed void of narrative.  For 

example, if the interviewee responded to a question with a definition, but did not 

supplement the definition with an example, the interviewer would then probe further by 

asking the interviewee to provide an illustration or example to further explain their 

definition. Each interviewer began with handing out the informed consent form and a 

brief explanation of the purpose of the study and assured the interviewee that all 
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precautions were being taken to maintain confidentiality. These steps included using 

numbers to identify the individuals rather than their real name. Further, they informed the 

teachers that I would not be transcribing any of the tapes and would only be receiving the 

final transcripts.  

 The interview questions addressed both commitment and communication issues. 

Meyer and Allen’s (1991) conceptualization of commitment was used as the primary 

source for discussion with the teachers. Meyer and Allen (1991) conceptualized 

organizational commitment as that which takes place when an employee remains in the 

organization because of attachment or identification with the organization (affective 

commitment); because of the costs of leaving the organization or rewards and benefits of 

remaining with the organization (continuance commitment); and/or because of a sense of 

duty or moral obligation towards the organization (normative commitment). The protocol 

consisted of seventeen questions, which did not include probing questions. The questions 

were as follows:  

1) How would you define commitment?  

2) Given that definition of commitment, please give an example of commitment of 

yourself as it relates to your work at the school?  

3) Please give an example of commitment you have seen in others as it relates to their 

work at the school?  

4) How would you characterize those teachers that are not committed to this school or 

any school in which you have worked?  

5) Research tells us there are three possible reasons for an employee to commit to an 

organization. Reason number one is because you identify with the values. Reason number 
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two is because there financial or other personal benefits associated with the job. Reason 

number three is because there is a sense of duty or calling. Of those three reasons, is there 

one that stands out to you as a reason for your commitment to this school? Please explain 

your answer.  

6) For the one you identified as important for you in regards to your commitment to the 

organization, can you provide an example as to why it is important to your level of 

commitment?  

7) Do any of these three reasons become more prevalent than others at certain times of 

the year?  

8) Are any of these significant enough to cause you to stay with the organization?  

9) What has shaped your level of commitment to the school?  

10) What sustains your level of commitment to this school?  

11) What diminishes your level of commitment to this school?  

12) How would you characterize any changes in your level of commitment across time 

since you’ve been at this school?  

13) How does communication with parents at this school relate to your commitment 

here?  

14) How does communication with the staff at this school relate to your commitment 

here?  

15) How does communication with the principal at this school relate to your commitment 

here?  

16) How does communication with the board at this school relate to your commitment 

here?  
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17) Is there anything you would like to say about either commitment or communication 

that was not addressed in these questions?  

Challenges to the study. Several challenges exist in conducting this study. I am 

choosing to address these challenges here because of my role in the school and its 

potential affect on this study. First, there was the inherent problem of human limitations 

(Stewart, 1998). There was the possibility of misunderstanding a conversation or 

misinterpreting an activity. Further, since only so much information can be gathered at 

one time, there was the possibility of missing important details in the setting or activity. 

This possibility was increased by the fact that rarely did I take pen and paper into the 

setting. I did not write down observations in front of people because of the fear that I 

would be creating an artificial and unsafe environment for the teachers. I made every 

effort to create as natural of an environment as possible. I chose instead to leave the 

setting, return to my office and write down the event or events that best reflected 

commitment. Once home I would clean up my observations and then transcribe them to 

my computer.  

Secondly, Punch (1986) points out that the researcher is consistently in 

observation mode. As long as the researcher is in the setting, they are observing – taking 

mental or written notes. In my case, this meant the process of observation was all day, 

every day. Punch (1986) states that this not only places a strain on the researcher, but also 

the researcher’s family. In brief, field research is a demanding task master. I think this 

may have been the case at times in this process. However, I think because I was a part of 

the fabric, I would at times miss significant events or conversations that related to 

commitment. I chose to eliminate certain conversations from record because I only 
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remembered their significance a number of days later. My fear was that too much time 

had transpired and in recording the event, I might distort the account or forget important 

details. Thus, I erred on the side of caution rather than risk selective distortion. Still, it 

was a challenge to function as a leader of the organization and a researcher. Related to 

this challenge, was the feeling of wondering if I was fully engaged in either task, not 

wanting to shortchange either one because of the importance of both. For example, 

teachers would speak to me because they had a need or a problem they needed me to 

resolve. But I was attempting to be a researcher. Consequently, I found that I had to 

switch hats mid-stream in order to fully engage with the teacher. Additionally, there were 

times I sensed as if teachers would engage in particular conversations because I was in 

the room. Although they were addressing a peer, the volume of their voice increased, 

their eye contact moved more frequently to me, and then there would be an 

uncomfortable pause as if I was expected to comment on what they had just said. For 

example, they could comment on a decision made by administration to retain a student 

they felt strongly should have been removed, either because of academic or behavioral 

shortcomings. Although they are directing their words mostly to a couple of their peers, it 

was clear that the expressed displeasure was intended for me and my principal. 

But the final challenge was the most significant. I am so much a part of the fabric of 

the school; it was a daily challenge to navigate the role of researcher and administrator. Bias 

was certainly a possibility, although the use of doctoral students to conduct the teacher 

interviews and another person for transcribing the tapes reduced this likelihood significantly. 

And employees may alter their conversation/behavior because I have entered the room. 

Further, employees may have viewed my observer presence, as an opportunity to ask me a 
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school-related question, at which point I became the focus, instead of them. Further, in some 

instances I was not able to collect genuine field research because of this challenge. Mehra 

(2001) was an Indian scholar who studied Indian families in an American public school. She 

found it challenging throughout the study to be allowed (by the families) to separate her 

native identity from her role as a researcher. Because she too was a native Indian, as well as 

educated, the parents looked to her for counsel related to their children. The focus would 

shift from the research (the families) to the researcher. In response to this issue, I did visit the 

teacher’s lounge and other more informal areas frequently which allowed me to become 

more of a part of the everyday fabric of the teachers’ day. In brief, it allowed me to blend in 

better with the routine of the teachers’ day which created a more natural and safe 

environment for teachers to talk about a myriad of professional and personal life topics.  

These are significant challenges, in spite of my best efforts to eliminate any 

possibility of distortion or bias. Because of these challenges, I chose to use the ethnographic 

research as supplementary and complimentary to the interview research.  

Data Analysis 

Grounded Theory was used as the research method for this study. Grounded Theory is 

a research method in which theory and concepts emerge from the research data (Glaser & 

Strauss, 1967). Instead of attempting to fit data to an existing theory or framework, the 

researcher aims to first collect data. In Grounded Theory, theory is grounded in the 

relationships between data and the categories into which they are coded (Glaser & Strauss, 

1967). Lindlof and Taylor (2002) argue that validity within grounded theory is the degree to 

which an explanation provides evidence of the phenomenon which is being studied. Thus, the 
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ethnographical accounts are used in this study as a validity check to the analysis derived from 

the interviews. 

I used the Constant Comparative Method described by Glaser and Strauss (1967) in 

this study. In this method, the researcher looks to establish categories from the data that 

emerges from the analysis (Glaser & Strauss, 1967). Additionally, Glaser and Strauss (1967) 

state that, “as categories and their properties emerge, the analyst will discover two kinds: 

those that he has constructed himself; and those that have been abstracted from the language 

of the research situation” (p. 107). Thus, for example, in this study the five steps towards 

commitment emerged from the data as I engaged in the iterative process of looking through 

the interview data.  

Matching data to theory is an iterative process. For example, the process began with 

the concept of calling, which essentially was pulled straight from the language used by the 

teachers. As I established the category of the calling, I then established the final step of 

perseverance. These two concepts in a sense functioned as a framework of a beginning and 

end to a process towards commitment. So arguably, in this sense I veered some from 

grounded theory as I now had established a research question that determined my subsequent 

analysis. I wanted to know how a teacher got from the beginning (the calling) to the end 

(perseverance). This question essentially established a search that uncovered numerous 

categories. But after comparing and contrasting the emerged categories, I finally arrived at 

the final steps (action, conflict, and decision). The second step, action, was the most difficult 

to explain conceptually as I could not find theories that best explained this step. I began with 

literature on motivation, believing that it was motivation that was the result of the calling. 

But this did not clearly and consistently emerge from the data and seemed too restrictive. I 
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read literature on motivation as a way to crosscheck whether motivation was or was not the 

second step in the process. Once that category reached a dead end, I pursued decision-making 

because it had clearly emerged from the data. However, this did not seem to be the natural 

consequence to the calling. It appeared that the category of conflict preceded decision 

making and conflict certainly did not appear to follow the step of the calling. I continued the 

iterative process of going through the data and finally established the broad category of 

action. It was in this step that teachers enacted their calling. Still, even with this broad 

category there were categories that emerged: In-role and extra-role behaviors. It was actually 

the discovery of these two categories that suggested confirmation of the action step. The 

second step of action served as the umbrella concept of in-role and extra-role actions to 

summarize my understanding of action. Out of the iterative process of reading the data, 

different categories were coded and established. 

The second kind of category or property that emerges according to Glaser and Strauss 

(1967) is the kind that is “abstracted from the language of the research situation” (p. 107). 

This was true of the chapter on complaining. The terms “complaining” and “grumbling” were 

specifically used when teachers referred to examples of someone who vocalized a lack of 

commitment. It is important to note that all of the discussion on complaining or grumbling 

was ascribed from one teacher about another teacher. No teacher defined themselves as a 

complainer or grumbler. 

Besides interviews, there were 219 pages of typed field notes taken. Field notes 

began with observations made in social contexts. Due to my concern that I was not 

viewed as a researcher, but a superintendent, I waited until I returned to my office to 
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write down my observations. My observations were written in the form of narratives with 

as many direct quotes included as possible. 

On occasion I would attach a brief commentary to the narrative, especially if I felt 

that the commentary added a necessary component to better understanding the story. For 

example, on one occasion a teacher talked to me about her desire to stay at home with her 

daughter. Consequently, she informed me that she would not be returning the following 

school year. Yet, I had been made aware by one of the principals that she had applied to 

other schools in the area. She did actually end up working in a local public school the 

following year. Although my background knowledge was not a part of my conversation 

with the teacher, I still thought it was important to include in my written observations. 

Once home, I would take the handwritten observations and type them into the 

computer. All handwritten notes were discarded at this time. When coding the data, I 

noticed both categories that were explicit and those categories that emerged from 

interpreting the data (Glaser & Strauss, 1967). For example, the first aspect, “calling,” 

was a term that was used throughout the interviews. Teachers referred to this concept 

often when asked about their decision to go into the profession of teaching. Only one 

narrative taken from the field notes was used in this section. This was a devotion given 

by a teacher on the topic of “The Calling.” She read an excerpt on the topic of calling 

from a book on meditations for teachers. The aspect of “action” was handled differently 

than “calling” as it was derived from translating performance examples that were 

subsequent to the mention of “calling” in the interviews. Still, “action” was an umbrella 

concept for in-role and extra-role behaviors. In-role behaviors manifested through the 

comparison of the job description with the stated behaviors or performances. Extra-role 
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behaviors emerged as a category when behaviors were considered outside of the job 

description and were not tied to formal rewards or benefits. 

Glaser and Strauss (1967) argue that ultimately the researcher arrives at a point of 

theoretical saturation, where new data no longer informs the study. At this point, if findings 

no longer add new insights, they are added as support to the bulk of what has already been 

discovered. 

The following discussion chapters serve as the expressed categories that emerged 

from my data. I began the study as an ethnographer standing at the edge of an educational 

community, asking myself, “What is going on here? How is commitment seen or expressed? 

How does communication play into a teacher’s commitment?”  Each step of the five steps of 

commitment discovered is separated into individual chapters. The five steps towards 

commitment are followed by a chapter on negative communication (complaining) and its 

impact on perceived commitment. Finally, a chapter is presented that discusses the 

implications for the findings of this study, accompanied by limitations and future possibilities 

of research. 



Chapter 4 

The Process of Commitment:  Calling 

Research on organizational literature focuses on issues such as types of 

commitment (Allen & Meyer, 1990; Meyer & Allen, 1991) as well as antecedents of 

commitments (Bruning & Snyder, 1983; Stallworth, 2004; Wiener, 1982). Scholars 

primarily identify affective elements of organizational commitment. These include such 

things as perceived organizational support (Allen, 1992; Guest, Peccei, & Thomas, 1993; 

Meyer & Allen, 1988), socialization (Buchanan, 1974; Caldwell, Chatman, & O’Reilly, 

1990; Stumpf & Hartman, 1984), network centrality (Feeley, 2000), pay raises and 

potential promotions (Jans, 1989; Mathieu & Zajac, 1990), and job satisfaction (Glisson 

& Durick, 1988; Tett & Meyer, 1993; Williams & Anderson, 1991). Arguably, the 

emphasis on these antecedents is perhaps due to the belief that they are within the control 

of the organization and can be changed in order to strengthen the commitment level of an 

individual (Meyer & Allen, 1988). Yet research largely ignores the process or the 

thoughts, feelings, and actions that an individual experiences along the way to becoming 

committed to a certain organization (Buchanan, 1974; Meyer & Allen, 1988; Mowday, 

Porter, & Steers, 1982; Stumpf & Hartman, 1984). In short, what is the process an 

individual goes through along the way to commitment? What happens to an individual as 

they experience the organizational culture and the lived mission of the organization that 

enables them to remain within the organization?  

Buchanan (1974) discussed three different stages in which commitment is 

developed. He argues that each of these stages is progressively influential and accounts 

for the development of commitment so that by the last stage, the individual has matured 
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to the point of making a full commitment to the organization. He posits that stage one is 

essentially the recruitment stage where basic training and initiation take place. In this 

stage, an individual would exhibit mild anxiety over his ability to live up to expectations, 

an attachment to others who can furnish guidance and reassurance, and a concern over 

organizational loyalty (Buchanan, 1974). Stage two is the performance stage where the 

focus is on achievement. In this stage, the individual assesses whether his or her work has 

some level of influence on the organization. Buchanan (1974) also notes that uncertainty 

will occur during this stage and often focuses on the suitability of career choice. For 

example, interaction with a supervisor or peer who supports the organization can provide 

reassurance in the individual’s career choice. The final stage is where the individual has 

decided whether to remain within the organization. In this stage there is usually more 

maintenance of existing attitudes than the development of new attitudes. 

Researchers (Caldwell, Chatman, & O’Reilly, 1990; Meyer & Allen, 1988; 

Mowday, et al., 1982; Stumpf & Hartman, 1984) argue that the early months of 

employment are significant in the development of commitment towards the organization. 

Mowday, et al. (1982) identifies three stages in the development of commitment towards 

the organization. These include pre-entry (anticipation), early employment (initiation), 

and middle to late career (entrenchment). In a similar vein to Buchanan’s (1974) three 

stages, Mowday, et al. (1982) views each stage as a progression of commitment or an 

opportunity to exit the organization.  

Both of these conceptualizations however, fail to flesh out how thoughts, feelings 

and actions that lead to organizational commitment. They also have not articulated how 
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different groups of people might evolve or what characteristics they might exhibit on 

their way to committing to a particular organization. 

This study specifically focuses on teachers who work in Calvary Christian School. 

These teachers are a unique population in that they teach in a private religious school 

system for less pay than their public school counterparts. Arguably, their journey is 

unique to their context. However, they provide an interesting perspective when 

systematically studied that illustrates some important aspects of the process towards 

commitment that may prove useful in researching other contexts. Analyzing the results of 

this study helped identified five aspects involved in the process of commitment which 

appear to capture the thoughts feelings and actions. These aspects include: 1) calling, 2) 

action, 3) conflict, 4) decision, and 5) perseverance. Each of these steps will be explored 

more thoroughly below. 

The term “calling” is commonly used within the sphere of religion. For example, 

within Judaism, Abraham was seen as the patriarch of Judaism when he was “called”    

from his familiar land to a promised land where he would be seen as the paternal figure 

of a new race of people (Genesis 12). Within Christianity, the New Testament records 

descriptive accounts of calling the twelve disciples of Christ as well as the calling of the 

Apostle Paul.  

Researchers define calling in a variety of ways. Hall and Chandler (2005) define 

calling as “work that a person perceives as his purpose in life” (p. 160). Buechner (1973) 

defines one’s calling as “The place where your deep gladness and the world’s hunger 

meet” (p. 95).  Buskist, Benson, and Sikorski (2005) suggest that “a calling generally is 

thought to represent an inner urge or prompting that compels an individual to undertake a 
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specific course of action” (p. 112). For example, when a teacher is called to teach they 

typically mean that they would not be able to engage in another career and experience the 

same sense of satisfaction (Buskist, et al., 2005). 

A calling is also defined by its qualities or characteristics. Novak (1996) 

identified four qualities of a calling. First, each calling is unique to the individual. Hall 

and Chandler (2005) also argue for the individual experience of the calling suggesting 

that it can be towards any career domain, including, teaching, social work, medicine, 

pastoral ministry, music, or even software engineering (p. 161). Novak (1996) identifies a 

second quality, suggesting that a calling will involve preexisting characteristics such as 

ability, availability to the calling, as well as a love for the work for which one is being 

called. A third quality involves a genuine enthusiasm and energy for doing the work. The 

final quality is that the calling does not arrive without much reflection, conversation with 

others, trial activities, and persistence (p.161). Weiss, Skelley, Haughey, and Hall (2004) 

noted three features of a calling, including, an awareness that one has a calling; an 

awareness that one’s work serves others; and a process of inspection as a method of 

arriving at a career choice to know the right path for oneself. Dobrow (2004) in a 

longitudinal study identifies seven salient characteristics of a calling: passion; identity; 

need to do it/urgency; engulfs consciousness; longevity; a sense of meaning; and self-

esteem. Taken together, these conceptualizations appear to contain some overlapping 

characteristics. These characteristics include that which is unique to the individual, that 

which provides a sense of passion, purpose, and feeling of satisfaction. 

Although there are religious overtones to the term calling, some researchers view 

it with a broader sense than responding to deity. Dobrow (2004) argues that individuals 



do not necessarily need to be consciously aware that their work is a calling. She suggests 

that because of the religious attachment to calling, many refuse to talk of their work as a 

calling, even as they recognize that they possess the elements of having been called. 

Thus, in recent years, researchers have moved toward a more secular view of calling 

(Hall & Chandler, 2005; Lips-Wiersma, 2002). Whereas a religious calling stems from a 

set of beliefs in God or a higher being (Weiss, et al., 2003), a secular calling originates 

from within the individual (Dobrow, 2004). Hall and Chandler (2005) state that, “an 

individual who enacts a religious calling perceives that she is acting and finds meaning 

from acting on God’s larger plan for her life. In contrast, an individual who enacts a 

secular calling finds meaning from her personal fulfillment” (p. 163). Hansen (1994) 

views the calling as not from God, but from human society with its many needs and 

possibilities. The calling is lived out in terms of a social mission. Examples of callings 

that respond to societal needs are seen in the vocations of doctors, nurses, politicians, 

lawyers and teachers. 

Hall and Chandler (2005) present the distinctions between the religious view of 

calling versus the secular view of a calling in the following table: 

   Religious View  Secular View 

Source of calling From God/higher being Within the individual 

Who is served? Calling serves the   Serves individual and/or 
community   community 
 

 Method of   Discernment   Introspection, reflection, 
 identifying   (e.g., prayer, listening) meditation, relational 
 a calling      activities  

       
The meaning  Enacting God’s larger  Enacting individual’s purpose 
   plan for an individual’s life for personal fulfillment 
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The source of calling in the religious view is God or a higher being, whereas in 

the secular view it comes from the individual. Both views see a calling as serving the 

community. However, the secular view sees the calling as a reciprocal activity. As the 

individual serves the community, so he or she is serving himself or herself. Although 

both views see the method of identifying a calling as something which is discovered 

through discernment and reflection, the religious view focuses on the exercise of prayer 

as the primary instrument in finding one’s calling. The religious view sees the meaning of 

the calling as the enactment of a divine purpose for the individual’s life. But the secular 

view sees it more as the enactment of the individual’s purpose for personal fulfillment. 

 Regardless of the view, whether religious or secular, several elements emerge 

from these various definitions. A calling is an act of service, provides a sense of purpose, 

and provides self-satisfaction for the individual. As Hansen (1994) argues, a calling will 

only be realized through participation in work that has social meaning and value. 

Although there is self-satisfaction in the performance of the calling, there must also be an 

act of serving the community or those in need (Dobrow, 2004; Smith, Arendt, Lahman, 

Settle, & Duff, 2006). Hall and Chandler (2005) more simply define a calling as “having 

a strong sense of purpose” (p. 162). Smith, et al. (2006) supports this notion when they 

discovered in their study of nonprofit arts managers that when participants were asked 

about what they do and why they do it, a majority of participants talked about their strong 

beliefs in the mission they pursue and expressed feeling a calling to a higher purpose. 

These authors found that participants felt a strong need to perform meaningful work and 

to contribute to something greater than themselves.  Thus, a calling should be an act of 
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service, provide a sense of purpose, and provide self-satisfaction for the individual. 

Hansen (1994) posits that the sense of calling finds its expression at the crossroads of 

public obligation and personal fulfillment.  

In summary, the distinction between the religious and secular view is seen in the 

source of the calling, the purpose of the calling, and who is served by the calling. 

Whereas God calls the individual in the religious view, the individual is the source of the 

calling with the secular view.  Further, the religious view sees the calling as part of a 

divine plan whereas the secular view sees it as part of a quest for personal fulfillment. 

And finally, whereas the purpose in both the religious and secular views of calling is to 

serve the community, the secular view also sees the individual as being served.  

Calvary Christian School is a private school based on Christian ideals and all 

teachers are expected to be self-declared Christians. The term calling is familiar to the 

teachers from a doctrinal perspective as well as personal experience. This study suggests 

that for this context, it is the religious view of a calling that emerges rather than the 

secular meaning of a calling. Each teacher has learned through their church catechism 

and pastoral instruction that Christians are called to follow Christ. For example, sermons 

will focus on the call of Christ to follow him. Jesus says to his disciples, “Follow me and 

I will make you fishers of men” (Mark 1:17). The idea is that a calling to a vocation will 

affect the lives of people. At the initial calling, Christians learn that there is a sense of 

divine purpose to this calling. It is a self-defining calling that provides satisfaction and 

meaning. This metanarrative provides the foundation and motivation for Christians in 

their personal and professional lives. Yet, this initial calling is only the genesis of their 

spiritual journey. Other callings will follow. For example, there are callings to certain 
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areas of volunteerism, callings to celibacy, callings to certain levels of benevolence, and 

callings to particular locations. 

For example, one teacher noted, “…this job kind of fell into my lap without me 

having to do any work, so it’s just, I really feel called to this kind of position…this is 

where I’m supposed to be…” Another teacher told her story of how she came to work at 

the school: “The way I came to this school was an answer to prayer. Answered prayer is 

for me, a reiteration of, ‘Yes, this is what God wants you to do.’ When we were looking 

for a Christian school, I didn’t even know this place existed…just a word that a realtor 

said, ‘I think there’s a school over here,’ brought us to even knowing about it. We bought 

a house that’s just…for me, that was an affirmation of this is where God wants you to 

be.” Thus, these examples illustrate the idea of a higher being taking control of lives to 

fulfill their purpose. 

Within the Christian religion, there are also callings to particular vocations. There 

are specific vocational callings listed in both the Old and New Testament. These 

vocations would include the role of a king, prophet, or pastor. Although the role of a 

primary or secondary teacher is not included in Biblical callings, it does seem to follow 

the pattern of callings to a role that makes a difference in the lives of people and can pass 

along the scriptural mandates listed in the pages of the Bible.   

During one morning devotion Heather reminded her peers of the importance of 

the teacher’s call. (Teachers in each school are expected to participate in morning 

devotions. These are fifteen minute sessions of spiritual instruction and encouragement 

that take place before the start of each day. Teachers take turns throughout the year 

leading these sessions.) She read a brief challenge entitled, The Call. It read as follows: 
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“He who is not dedicated is not educated. It may seem old fashioned to speak of 

being called to teach as if one needs a Damascus experience to teach math, social 

studies, or whatever. Certainly such remarkably clear leading makes one fully 

aware that teaching is God’s will for him. But ‘calls’ come in all shapes and sizes, 

from a loud booming voice to a quiet, calm whisper, or even a growing assurance 

that one is doing the will of God. The key to one’s vocation, whatever it is, is that 

it be the will of God for him. Then one can fulfill his calling by performing his 

role wholeheartedly as unto the Lord and not unto men (Col. 3:23). The person 

called of God to teach should be an example of the best in his teaching field. For 

Solomon wrote, ‘Whatsoever thy hand findeth to do, do it with all thy might’ 

(Ecc. 9:10). Do you work for the principal or The Principle? Are you called a 

teacher or called to teach?” (Mainprize, 1974, p. 23). 

Although no one said anything, the gentle nodding of heads and facial expressions of 

assent demonstrated that this was an apt word for these teachers. The call within the 

Christian belief is both a serious and divine matter. Readings, devotions, or teachings 

such as these are often viewed as important reminders of why teaching is important and 

part of the type of divine callings indicated in the scriptures. 

As this research looked at the vocation of teaching within a Christian school, in an 

attempt to learn more about commitment to an organization, the concept of calling 

emerged as a primary term used in the process of commitment. Specifically, three aspects 

of calling emerged: 1) The calling has confirmations, 2) The calling is dynamic, and 3) 

The calling sustains commitment. 
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The Calling has Confirmations 

 The calling is such that there are confirmations that one is following the right 

path. The results of this study illustrates that confirmations of following one’s path 

included, God’s leading, a sense of fulfillment, a love for teaching, a desire to teach, and 

the abilities to carry out the task. Each of these examples of confirmation supports the 

teacher’s choice of their vocation and these examples also provide a foundation for the 

teacher’s commitment to teaching.  

According to the teachers, a calling can be confirmed with something as 

ambiguous as a feeling or as certain as God’s leading. A calling might also be described 

as that which brings fulfillment or is confirmed by a love for the thing to which one is 

called. Others explained their calling as a desire to do it, having natural abilities, or 

participating in events of destiny that take place. Numerous teachers spoke of a feeling 

that confirmed their calling to teach. Without reference to God, one teacher noted, “I feel 

called to do it. I feel I’ve been called to be here…”  Another teacher said, “I really feel 

like teaching is my calling…”  

Typically however, this feeling is associated with God’s leading. Jill declared, “I 

really feel like this is what I am meant to do. This is why I’m here on earth…I’m 

supposed to. I’ve been called to teach…I feel like it is God’s mandate, this is why he has 

put me here on earth.” Victoria said, “I feel this is something God wants me to do…I 

don’t necessarily have to work…but I feel like I’m doing what God wants me to do.” 

Katrina sees her vocation as an extension of her faith and obedience to God. She says, 

“Calling is a huge, huge, huge part. To me, as a Christian, a believer, my life should be 

characterized by doing what God asks me to do. He calls me to obey him so when he 
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leads me to a place (for example, this school), then that is my calling. That is my 

commitment. It’s all based on the commitment first to God.” Thus individuals, tethered to 

a higher being or higher purpose appear to place greater importance on fulfilling their 

calling to teach. 

God’s leading, as well as Fulfillment or being deeply content is another 

confirmation of the teacher’s calling. Mary reflected on a time when she wasn’t teaching, 

“I did take a time when I went into the business world for awhile and even though I could 

do that, I know it wasn’t what God wanted me to do. There’s a total difference in just 

happiness or fulfillment.” Abby admitted, “I believe that I would be more committed to a 

career where I feel like I was called to it…I was meant to do it. It’s a natural fit, as 

opposed to being a grocery store clerk, which is a fine job, but there wouldn’t be that 

sense of duty or calling. It wouldn’t be as fulfilling and therefore, I don’t know that I 

could give my whole heart to it.” There is a sense from these teachers that through 

teaching and following their calling, they experience a higher level of personal 

satisfaction. Attempting another vocation would not or could not bring the same sense of 

personal satisfaction or fulfillment as following one’s calling. 

Not only is there a sense of fulfillment from one’s calling, but there is an 

accompanying love for teaching. Although teachers consistently talked about the 

difficulties involved in teaching or the constant challenges in teaching, it was common 

for teachers to say, “I enjoy teaching,” or “it is a joy to teach.” Caitlyn confessed, “I 

enjoy what I do. But I enjoy it because I feel like I am doing what God wants me to do. 

It’s not always (something I enjoy doing) and sometimes I work myself until I’m weary 
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over it.” Thus their love for teaching intermingles with their sense of being called by a 

higher being that confirms to teachers that this is what they are meant to do. 

Closely associated with this love is the desire to teach. Teachers spoke of teaching 

being something they wanted to do, even though some did not have to teach because of 

their husbands’ lucrative vocation. Yet, they saw their own vocation as responding to a 

personal desire: “You really want to do what you’re doing.” Some even spoke of this in 

terms of personal history and made statements such as, “I’ve always wanted to (teach),” 

and “I wanted to do it (teach) since I was little.” Although it might be expected for one 

choosing a vocation to have a desire to work in that field or a long history of a desire to 

teach, a confirmation of that calling might distinguish an individual’s calling from the act 

of simply making an ordinary decision to work in a chosen field. 

Abilities to carry out the tasks involved in teaching appear to be another 

characteristic of confirmation. In essence, individuals with natural talents appeared very 

committed. David stated, “I feel like I was called by God to be a teacher. I think that 

because I have the gifts…All the gifts that I have lead in that direction.”  Sheree said, “I 

think I had some of the personality traits that are good for a teacher, where I’m organized 

but yet I’m also very relational…so those things are part of that calling. It’s not just all 

hocus-pocus type stuff.” Having the ability in the area of one’s calling seems to add 

considerable weight to the idea of being called. It is the ability to be successful in the role 

that confirms the calling.  

Thus, the data suggested that a calling can be confirmed through God’s leading, 

fulfillment, love for teaching, a desire to teach, and the ability to teach. Yet, even though 
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one’s calling is confirmed, calling is not a static process but a dynamic one according to 

the results of this study. Next, how the calling is dynamic is discussed. 

The Calling is Dynamic 

It was common for teachers during their interviews to talk about how their calling 

to Calvary Christian School could change. It appears that the calling is not static or 

necessarily permanent. As Gina said, “…the calling will come around during the contract 

time…is this something I need to stay at this year or not?” Whereas their calling to 

teaching may remain, the calling to a particular school may change. For example, should 

a teacher identify a significant change in the environment, that individual justifies a 

change in the call to the school. Numerous teachers noted that what they appreciated 

about their work environment was the shared sense of values and the opportunity to share 

those values with the children in their classrooms. One testified, “That’s really important 

to me to be in a classroom where I can share my beliefs with the kids and be a spiritual 

leader to them as well.” Yet, should that change, the teacher would more than likely see 

the change in environment as a reason to consider leaving the organization. Typical 

language used to justify continuing the call at another location refers to “God is releasing 

me from my calling here.”  

A releasing of the call to teach at the Calvary Christian School could also be 

viewed as a change in one’s personal situation. For example, if a woman becomes a 

single parent and no longer has her husband’s salary, she may feel the need to move to a 

public school where there is a higher wage potential. At that point, the calling and the 

commitment to Calvary Christian School is nullified. Teachers at Calvary school noted 

that, “Sometimes too, your sense of calling is different and you’re led to go somewhere 
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else,” so it just depends on what’s going on and the position you’re in (such as your 

financial position).  

For one teacher, Mary, who was a wonderful teacher as well as popular with her 

students and parents her commitment to the organization was altered but her calling was 

carried out in a new environment. Her husband who was also a teacher but in a public 

school did not feel that she was earning her wage potential in a private school and told his 

wife she needed to move back into the public schools. She did not want to go, but felt her 

calling to her husband was higher than her calling to teach in a Christian school. So she 

resigned. 

  Julie expressed the sense of a dynamic calling when she said, “I just keep praying 

about whether I’m supposed to be here and I haven’t had anything tell me that I 

shouldn’t. God just keeps pointing that there’s work to be done here just as much as out 

there. So, I think as long as I’m supposed to be here, then I’ll be here.”  What is 

interesting in her testimony is her consistent prayer regarding staying or leaving. It 

appears as if she approaches her call with the belief that her calling to this particular 

school is episodic rather than permanent. Taken together the results from this study reveal 

the dynamic nature of a calling and suggest that either changes in an organization’s 

values or in personal circumstances could impact the nature of one’s call. 

 Data in this study suggest that one’s calling can be confirmed through God’s 

leading, fulfillment, love for teaching, a desire to teach, and the ability to teach. Yet one’s 

calling is dynamic in the sense that changes in one’s life or in one’s organization can 

work against establishing a permanent commitment to the organization where one is 

carrying out her or his calling. The data analyzed, however, reveals that feeling one has 



been called for a particular profession/vocation can in particularly troubling times sustain 

one’s and perhaps deepen one’s overall feelings of commitment. 

The Calling Sustains Commitment 

‘”There are times when I really need to rely on that sense of calling, when I’m 

tired, when my body…when I’m sick. I’m one that will come in to work as long 

as I can. If I’m not running a fever, I’m here. If I have a cough, I’m here. When 

my physical body starts wearing, I can see myself relying on this (the calling).” 

The feelings expressed in this quote are consistent with quotes from many other 

interviews. The notion that teaching is a challenging, and sacrificial enterprise was 

repeatedly expressed. Although teachers lament that their job requires long hours, much 

patience, and an ability to regularly adapt to ever-changing classroom situation, their 

enthusiasm can quickly fade into discouragement and ultimately lead to burnout. Thus, 

they look to their sense of calling to help them move beyond the discouragement and 

burnout phase. Recalcitrant students, rescuing parents, and insensitive administrators can 

each play a part in undermining teacher commitment. But, it appears in these times that a 

teacher may tap into her or his sense of calling. As Judy confessed, “Calling is important 

when you are going through a rough time and when you face troubles. You have to 

remind yourself why you’re doing this.” In other words, it is the reminder that they have 

been called to this noble task of making a difference in the lives of children that sustains 

and reinforces their commitment. 

Therefore, the calling an individual feels begins the process of organizational 

commitment through thoughts of confirmation, a re-evaluation of attitudes, and actions 

taken during difficult times, that enhance the likelihood of sustaining the commitment to 
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the organization. Unlike the calling aspect of making an organizational commitment, the 

second aspect in the commitment process, action, requires some acts of agency on the 

part of the organizational member. 
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Chapter 5 

The Process of Commitment:  Action 

 Once the calling has taken place, a teacher then may move to enacting the call or 

acting upon the call. The second aspect in the progression towards commitment is action. 

Action is, as one teacher posits, “putting a voice on my contract.” According to this 

study, two categories of action emerge. These include aligning job activity with the job 

description and activity that goes beyond the job description. Research identifies these 

two categories as in-role and extra-role behaviors (Becker & Kernan, 2003; Williams & 

Anderson, 1991).  

 In-role behaviors are directly related to the fulfillment on one’s job. It is behavior 

that refers to the formal tasks, duties and responsibilities of the employee (Williams & 

Anderson, 1991). These behaviors are expected and formalized. Further, they are 

recognized by formal reward systems and are articulated most often within organizational 

job descriptions (Williams & Anderson, 1991). O’Reilly and Chatman (1986) 

distinguished between extra-role and in-role behaviors in their study of extra-role 

behaviors and organizational commitment. They identified in-role behaviors as activities 

of compliance and completion. Three items were identified in their study: punctuality, 

working a full eight hour day, and complying with rules and regulations (O’Reilly & 

Chatman, 1986). In their study of organizational commitment, in-role, and extra-role 

behaviors, Williams and Anderson, (1991) added items to O’Reilly’s and Chatman’s 

scale, including 1) adequately completes assigned duties, 2) fulfills responsibilities 

specified within job description, 3) performs tasks that are expected of him/her, 4) meets 

formal performance requirements of the job, and 5) engages in activities that will directly 
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affect his/her performance evaluations. Becker and Kernan (2003) argued that another 

measure needed to be added to the in-role behavior scale. They added that in-role 

behavior includes consistently performing work tasks in a high quality manner (Becker & 

Kernan, 2003). Each of these measures of performance directly affects the individual in 

terms of rewards or threats. However, in-role expectations are viewed as only a portion of 

what is expected of the employee. Extra-role behaviors are also seen as critical for the 

health and effectiveness of an organization (Moorman, Niehoff, & Organ, 1993; Organ, 

1988; VanDyne, Graham & Dienesch, 1994). Katz (1964) noted that “an organization 

which depends solely upon its blue-prints of prescribed behavior is a very fragile social 

system” (p. 132). 

 Research uses the term “organizational citizenship behaviors” in discussing extra-

role behaviors. Organ (1988) defines this form of behavior as:  

“individual behavior that is discretionary, not directly or explicitly recognized by 

the formal reward system, and in the aggregate promotes the efficient and 

effective functioning of the organization. By discretionary, we mean that the 

behavior is not an enforceable requirement of the role or the job description, that 

is, the clearly specifiable terms of the person’s employment contract with the 

organization; the behavior is rather a matter of personal choice, such that its 

omission is not generally understood or punishable” (p. 4).  

O’Reilly and Chatman (1986) suggest that citizenship behavior directly benefits the 

organization more than the individual. Due to the absence of citizenship behaviors within 

formal job descriptions, these behaviors may or may not be formally recognized (Feather 

& Rauter, 2004; Michael, Leschinsky, & Gagnon, 2006). Smith, Organ, and Near (1983) 
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argue that citizenship behaviors are vital to an organization because they “lubricate the 

social machinery of the organization; provide the flexibility needed to work through 

many unforeseen contingencies; and enable participants to cope with the otherwise 

awesome condition of interdependence on each other” (p. 654). 

 Researchers have identified numerous types or factors of citizenship behaviors. 

Organ (1988) itemized four dimensions that include altruism, courtesy, sportsmanship, 

and civic virtue. Altruism is seen as including “all discretionary behavior that have the 

effect of helping a specific other person with an organizationally relevant task or 

problem” (p.8).  Further, altruism includes behaviors directed at insiders (e.g., peers, 

supervisors) or outsiders (e.g., suppliers, customers). The second dimension, courtesy, 

includes actions that help “someone prevent a problem from occurring or taking steps in 

advance to mitigate a problem” (Organ, 1988, p. 12). In brief, courtesy is being 

considerate of how one’s behavior in the organization can affect others. Sportsmanship is 

defined as “actions that people refrain from doing” (Organ, 1988, p. 11). Organ (1988) 

sees this dimension taking place when an employee focuses on what is right, rather than 

what is wrong with the organization. Instead of complaining, even though it may be 

justified, the employee chooses to maintain a good attitude and support the organization. 

Civic virtue is the fourth dimension. Organ (1988) argues that this fourth dimension of 

citizenship behavior “implies a sense of involvement in what policies are adopted and 

which candidates are supported” (p. 12). Behaviors included in this dimension might be 

reading memos and attending meetings.   

 Podsakoff, Mackenzie, Paine, and Bachrach (2000) identify seven dimensions of 

citizenship behavior. The first is helping behavior, which means “voluntarily helping 
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others with, or preventing the occurrence of, work-related problems” (p. 516). 

Sportsmanship is the second dimension and suggests the employee is willing to endure 

the inconveniences of work without complaining. The third dimension is organizational 

loyalty, which entails “promoting the organization to outsiders, protecting and defending 

it against external threats, and remaining committed to it even under adverse conditions” 

(p.517). Podsakoff et al. (2000) identify organizational compliance as a fourth dimension. 

They posit that “this dimension appears to capture a person’s internalization and 

acceptance of the organization’s rules, regulations, and procedures, which results in a 

scrupulous adherence to them, even when no one observes or monitors compliance. The 

reason that this behavior is regarded as a form of citizenship behavior is that even though 

everyone is expected to obey company regulations, rules, and procedures at all times, 

many employees simply do not” (p. 517). Individual initiative is seen as a fifth dimension 

and “involves engaging in task-related behaviors at a level that is so far beyond 

minimally required or generally expected levels that it takes on a voluntary flavor. Such 

behaviors include voluntary acts of creativity and innovation designed to improve one’s 

task or the organization’s performance; persisting with extra enthusiasm and effort to 

accomplish one’s job, volunteering to take on extra responsibilities, and encouraging 

others in the organization to do the same” (p. 524). Civic virtue is seen as the sixth 

dimension, representing “a macro-level interest in, or commitment to, the organization as 

a whole. This is shown by a willingness to participate actively in its governance; to 

monitor its environment for threats and opportunities; and to look out for its best 

interests, even at great personal cost” (p. 525). Finally, self development involves 



“voluntary behaviors employees engage in to improve their knowledge, skills, and 

abilities” (p.525).  

 Taken together, organizational citizenship behavior includes dimensions such as 

altruism, courtesy, sportsmanship, civic nature, organizational loyalty, organizational 

compliance, individual initiative, and self-development. Each of these dimensions 

illustrated the complexity and breadth of citizenship behavior that can occur in an 

organization as a form of extra-role behavior. These behaviors however can be more 

succinctly categorized into behaviors that exhibit actual versus perceived sacrificial 

activity. 

In this study, teachers demonstrated both in-role and citizenship or extra-role 

behaviors. Although there is an intensification of behavior from one category to the next, 

employees do not necessarily have a certain level of longevity as a requirement for the 

increased level of action through in-role or extra-role behaviors. New teachers can 

engage in an intensified level immediately upon beginning their job. For example, Susan 

described a first year teacher:  

Stacy stays here every day after school and she works on everything every day. 

She looks at things on the Internet for good ideas. She looks at new books to get 

new ideas. She’s just constantly working to make it exciting…she wants to do fun 

projects with her kids. So, she stays and does all the cutting and everything that 

she needs to do.” 

The implication from this teacher’s testimony about Stacy is that neither the job 

description nor the curriculum requires a teacher to stay after school “every day” or 
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“constantly work to making it exciting.” It wasn’t uncommon for Stacy to bring her 

dinner and eat it at work, staying until ten o’clock in the evening. 

Aligning Job Activity with the Job Description 

The first category of action that emerged in the interviews involves the alignment of a 

teacher’s job performance with the school job description (in-role behavior). The job 

description for the Calvary Christian School teacher is as follows: 

• Be a Christian role model in attitude, speech, and actions toward others who 

serve as an effective example for students to observe and imitate. It is expected 

for all teachers to be seen as role models for their students. For example, a teacher 

who consistently loses her temper loses credibility with her students as well as her 

supervisors due to the breach of the role model expectation. One teacher who 

consistently lost control of her high school class was removed from the classroom 

because her behavior consistently violated the expectation of serving as a role 

model. 

• Recognize the role of parents as primarily responsible before God for the 

student’s education and be prepared to support and partner with parents. In 

every pre-admission interview with parents, principals highlight this point. The 

teacher is seen as a compliment to what takes place in the home. Principals will 

also regularly discuss this point with teachers when a child is struggling in the 

classroom. Teachers are encouraged to enlist the support and help of the parent. 

• Motivate students to accept God’s gift of salvation and lead them to a realization 

of their self-worth in Christ. The school is decidedly evangelical in its doctrinal 

persuasion. Although students come from a variety of religious backgrounds, 
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teachers are encouraged to discuss the doctrine and subject of salvation with their 

students. 

• Cooperate with administration in implementing all policies, procedures, and 

directives governing the operation of the school. Regular emails are sent out as 

well as announcements made during in-service sessions that remind teachers of 

the need to adhere to school policies and procedures. Latitude is certainly given to 

teachers in this area of the job description. For example, when a student is injured 

on the playground, the teacher is expected to fill out an incident form 

documenting the injury. Potential legal consequences make this an imperative act. 

However, students out of compliance with uniform policy may go unnoticed by 

the teacher. And although the principal may notice the student out of compliance, 

she will often choose not to confront the teacher. And only on occasion will she 

send an email or mention it during in-service sessions, reminding the teachers of 

the uniform policy and their need to reinforce it. In fact, the uniform policy has 

been modified twice during the last several years in large part because teachers 

were not consistently enforcing the policies. Rather than continue to pressure the 

teachers or face angry parents who were complaining about the inconsistency in 

which the uniform policies were being upheld, the principals opted for a 

loosening of the restrictions. 

• Teach classes as assigned following prescribed curriculum guides, course maps, 

and scope and sequence. Teachers are expected to turn in annual course maps as 

well as explicate the scope and sequence of the course materials. Although there 

is a certain amount of necessary or creative variance allowed, teachers are 
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expected to follow their submitted plans as a way to ensure students are prepared 

to enter the next grade. 

• Integrate Biblical principles and the Christian philosophy of education 

throughout the curriculum and activities. During the elementary years, this 

expectation is met through the use of Christian curriculum as well as regular Bible 

teaching. During the secondary years, integrating biblical principles becomes a 

greater challenge for teachers as not all curricula are written from a Christian 

worldview. Much of the secondary curriculum consists of secular publishers. 

Teachers are expected to creatively integrate a biblical worldview into their 

lessons on math, world geography, and economics, to name a few. 

• Maintain proper discipline to promote a good learning environment and 

maximize time for instruction. Classroom management is the term often used in 

the school to describe this expectation. Teachers who fail to adhere to good 

classroom management techniques are put on a plan of success. This involves 

directives from the principal that will increase the likelihood of creating a healthy 

classroom environment. If the plan of success does not seem to have an affect on 

the classroom environment, the principal may decide not to renew the teacher’s 

contract for the following year. 

• Create an environment conducive to Christian character development. Teachers 

are expected to actively and intentionally teach and remind students of behavior 

which is consistent with biblical teaching. These results might be achieved 

through a lesson on honesty and the need to look at one’s own paper during a test 

or a lesson on the painful consequences of bullying. 
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• Plan broadly through the use of semester and quarterly plans and objectives, and 

more currently through daily lesson plans logged into RenWeb. Principals remind 

teachers regularly that effective teaching does not happen without planning. These 

plans are recorded weekly so that each principal can follow the progress of their 

teachers. 

• Keep grades up to date in RenWeb. RenWeb is a web-based system that both 

teachers and parents use to record and check on the student’s progress 

respectively. Teachers have three to five days to record grades in RenWeb. 

• Meet the needs of the individual, challenging each to do his/her best work.  

• Utilize valid teaching techniques which promote opportunities for students to 

participate actively and successfully in the learning process. 

• Employ a variety of instructional methods, materials, and aids that will provide 

creative teaching experiences. 

• Use homework effectively for drill, review, enrichment, or project work 

• Evaluate and provide feedback on student progress during instruction as well as 

assessing regularly for mastery and providing progress reports as required. One 

of the core values of Calvary is quality academics. Teachers are expected to teach 

to the 75% level (a student must meet the criteria of scoring at the 51% level in a 

nationally-normed entrance exam). Each of these five bullet points are designed to 

highlight the importance of providing an excellent education within each 

classroom and for each student. 



• Represent the school in a favorable and professional manner to the school’s 

constituency and the general public. Since Calvary is a private school funded by 

the parents and benefactors within the community, it is imperative that it is seen 

as an institution of impeccable integrity. Teachers, in short, represent the school. 

Therefore, within the school community as well as the community at large, it is 

vital that they are seen in a positive light. 

• Portray an effective Christian witness when interacting with students, parents, 

and co-workers; follow the Matthew 18 principle. The living testimony is an 

important part of a teacher’s role at Calvary. 

• Attend and participate in scheduled devotional, in-service, retreat, committee, 

and faculty meetings. There are meetings and events that teachers must attend 

throughout the year. It is not uncommon for principals to eliminate compulsory 

meetings through the year because of their sense of stress among the staff. Yet, 

teachers must understand as they begin their year that it is expected for them to 

attend such meetings in spite of stress or being involved with business. 

• Support fundraisers. Calvary relies on fundraisers to offset capital improvement 

costs. At these functions, teachers act as ambassadors for the school. 

• Plan for and engage in professional development. In order to achieve and 

maintain a level of excellence, teachers are expected to participate in seminars 

and conferences. The school provides many of these opportunities. 

This job description is written in the Faculty Handbook. The teacher is given a 

handbook when the principal offers a contract and is asked to read it before signing the 
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contract. A teacher’s contract is renewed based on how well they have carried the 

responsibilities contained in the job description. Further, even if a teacher is extended a 

new contract, a teacher is praised or offered constructive criticism based on how well 

they fulfilled these items listed in the job description.  In addition to the formal job 

description in the Handbook, there are further criteria communicated through more 

informal channels. A teacher is given explicit directives during in-service and throughout 

the year as to what is expected of them. For example, lesson plans are expected to be 

posted on the administrative shared files by 7:30 am, Monday morning.  

Communication between teachers and their principal revolves primarily around the 

items listed in the job description. Principals send out weekly notes that instruct and 

remind teachers of specific duties and requests, as well as offer encouragement or 

explicate expectations. Also, morning devotions often serve as a channel for the 

communication of daily duties or expectations. It is also common for teachers to discuss 

the events of their day in the faculty lunchroom or in each other’s classroom before or 

after school.  For example, during one lunch period break, teachers were discussing the 

challenges they were facing because of the time of year. Spring break was over and 

summer was right around the corner. Students who had been consistent high performers 

through the year were becoming easily distracted and unmotivated. Teachers discussed 

the need to keep students on task and in some cases, get them back on track so that 

students would finish the year well. It is informal conversations like these that appear to 

reinforce role expectations. Teachers also share ideas or petition another for assistance 

related to a particular subject. In one example, a teacher was struggling with a small 

group of bullying children in her classroom. She enlisted the help of another teacher who 
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had had these same children the previous year, asking for counsel based on past 

experience.  

In brief, the job description serves as the tacit backdrop for teacher activity and 

conversation during the course of the school day. Additionally, the teachers see their role 

(in keeping with the job description) as extending beyond the normal school day.  

Stephanie noted,  

“If somebody asks me, like from the community, I do feel loyalty to speak highly 

of it. I don’t want to make it into something it’s not because I certainly know it’s 

not the perfect school for everyone. We don’t meet every need. But I do think it’s 

one of my responsibilities to speak highly of it and to let people know its 

strengths and that it’s there.” 

There is nothing in any of these actions that is considered “going above and 

beyond,” or acting in a sacrificial manner. It is in essence, “doing what I’m supposed to 

be doing,” or “just doing my job.” This sentiment summarizes the first category of action 

performed by a teacher. It is defined by fulfilling the expectations and responsibilities of 

the job description (in-role behavior). But another category emerges from this study that 

demonstrates a more vested level of behavior. This category is defined by its sacrificial 

nature. 

Sacrificial Activity Beyond the Job Description 

 It is this category which seems to garner the most credibility from teachers. It is 

what they boast about and what they refer to in reverential tones. It is the sacrificial 

activity that is considered sublime. Sacrificial activities are defined by teachers as, “going 

above and beyond,” or “doing extra” (organizational citizenship behavior). Sacrificial 
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activity is particularly noteworthy to teachers because in their mind, their job description 

already asks more of them than seems humanly possible. Teachers who engage in 

sacrificial activities are revered for their personal investment because it is not asked for, 

required, nor promises them any tangible personal benefit. It is essentially an enterprise 

of benevolence or charity without expecting anything in return. As common as it may be 

for society to view teachers as engaging in acts of benevolence by virtue of their chosen 

vocation, some teachers participate in a whole other category of teacher and teaching. 

There is the teacher who does their job and there is the teacher who goes above and 

beyond what is expected of them. As pointed out earlier, even a first year teacher like 

Stacy can earn the respect of her peers through her sacrificial behavior. Teaching may be 

an honorable vocation, but for the teacher, there is nothing more sublime than the teacher 

who regularly makes personal sacrifices on the behalf of their students or school.  

Yet, in spite of the often used phrases of “going above and beyond” or “doing 

extra,” there seems to be a difference between perceived sacrifice and actual sacrifice. 

Perceived sacrifice is activity that is described using the language of “going above and 

beyond” and “doing extra” to fulfill requirements implicitly or explicitly identified in the 

job description. Actual sacrifice is activity that takes the teacher outside the parameters of 

what is expected of them in the job description. Perceived sacrifice can be seen in the 

following statements: 

“(I make sure) that the things I need to do are done in as far as like the lesson 

plans are done in advance. I do them many times past the hours of what my 

contract says.” 
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This teacher believes they are acting in a sacrificial manner because they are carrying out 

their duties beyond the contracted hours. Yet the development of weekly lesson plans is 

implicitly stated in the job description and explicitly stated at the beginning of the year in 

the teacher in-service session. The tacit understanding is that however long it may take a 

teacher, it is expected that she will turn lesson plans in to her principal on Monday 

morning. The putting together of lesson plans, regardless of the time invested, might well 

be considered “doing your job.” 

But “…looking for extra supplemental materials and not just being confined to the 

original curriculum that is there, so it can expand the opportunities for the student 

to understand the subject matter at hand.” and 

“…staying late to grade papers, taking extra time to do research on a lesson plan, 

all of those extra things…working on the summer reading lists, the reading books 

for summer list. They wanted it turned in early, but I begged for an extension 

because I wanted time to research the books and look over the books and make 

sure I felt comfortable with my choice,” are often considered extra efforts by 

teachers. 

Researching extra material to include in one’s lessons is considered important in 

order to provide the best education possible for the child. These teachers use the term 

“extra” to describe their efforts, implying that their efforts are sacrificial. For example, it 

would have been easy for this teacher to turn in a list of books derived from another 

teacher or another source, such as the Internet. However, it appears that she felt an almost 

ethical responsibility to her students to make sure she had first read the books to 

determine whether or not they were suited for her grade level. Yet, her action, albeit time 
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consuming, is what her administrator would expect of her. Further, the administrator 

would see it as merciful to give this teacher an extension as all summer lists are published 

in the registration packet for the school open house. This means that teachers cannot be 

delinquent in turning in their summer reading lists. So while the teacher may see this as 

“going the extra mile,” the administrator may only see the inconvenience her delay 

causes other school staff. 

Another quote illustrates the perceptual issue of what is sacrificial: “before we got 

the computer grade book, when we had to do report cards by hand…in order to 

get them done, I would sometimes be in here at 4:30 or 5:00 in the morning.” 

Looking against the backdrop of history, this teacher sees his past as sacrificial 

compared to today’s conveniences. Grading is expected of all teachers in kindergarten 

through high school. This is true regardless of the effort involved. However, as this 

teacher looks at his past, he believes grading by hand was a sacrificial act because he had 

to come in early in the morning to complete the task. Yet, according to his principal this 

was a compulsory task, regardless of how it got done or when it got done. In other words, 

what was perceived as sacrificial on the part of the teacher would be perceived by the 

administrator as “just doing your job.” 

 Actual sacrifice involves activities that take the teacher beyond the parameters of 

his or her job description. Actual sacrifice can be seen in the following statements: 

“I needed to get an exam ready and we had our half days off, so I took my half 

day off to go shopping and stayed here and typed my exam.” 

Each Christmas season, all staff at Calvary are given a gift of taking a half day off 

for either Christmas shopping or some other leisure activity. The school brings in 
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substitutes to cover these half days. Staff looks forward to this break and many choose 

just to go home and take a nap or sleep in and have a leisurely morning before coming 

into school. This teacher has sacrificed his time in order to prepare for his exam. His act 

is one of benevolence in that he was given the gift of time and he in turn, decided to give 

it back to the school. Annette suffers with migraine headaches. During one particularly 

long spell of migraines, the teacher felt she needed to be in school rather than at home. 

Her peers chose to sacrifice their time (during their break period), by taking her class out 

for recess, even an extra recess, so that she could have some time by herself. 

“This school year I came down with a pretty bad cold. I mean, I came to school 

and I felt miserable. (My principal) wanted to send me home and I told her I 

wasn’t going home. I brought pillows and I started off my class. I said, I don’t 

feel well, but I am committed to you, no matter how I feel. I am committed to you 

to teach you what we’re learning. We’re starting something new and I want to be 

here to start this with you no matter how I feel. I’m always going to be able to go 

home and get rest, or during an off period to get rest. But I don’t want to take a 

day away from being able to teach kids.” 

Each teacher is given ten sick days for those times when she is ill or in need of a 

mental health day. Taking these sick days is encouraged if for no other reason, than in a 

school, illnesses are easily passed from one person to another. Yet, it is not uncommon 

for teachers to come to work when they are ill. They consider the sacrifice of their body 

or health as necessary for effective teaching. Peggy had contracted a serious cold but still 

continued to come into work. Even though she had been encouraged to go see a doctor or 

at least stay home for a day or two to recuperate, she refused. She felt that it was in the 
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best interest of her students to be in the classroom. A sick teacher was better than no 

teacher. Substitute teachers are an emergency plan, not a preferred plan. 

“I see a lot of other teachers working long hours as well as doing an excellent job. 

Many other teachers, especially who have been willing to help me when I know 

they have a lot on their own plate…” 

Teachers at Calvary expressed consistently their value of the collegiality among 

their peers. It is this collegiality that contributes to their commitment to the school. 

Several teachers discussed in their interview how they had been in other environments 

where there was an absence of teamwork or “looking out for each other.” But it is the 

sacrifice of not only their time, but their knowledge or expertise that contributes to this 

sense of togetherness. For example, two new teachers were commissioned to design a 

curriculum guide for an accreditation process. Neither teacher was quite sure how to 

complete this project since they were new to the school and were only beginning to 

become familiar with their curriculum. Another teacher, Jenny, who worked on the other 

campus, volunteered to serve as their expert consultant, even doing much of the work for 

them. Although she was teaching the same grade as they were, it was also her first year 

teaching in this grade level. Because she has been in the school for several years, she felt 

she could help because of her tenure at the school. Arguably, what added to her sacrifice 

of knowledge or expertise is that she had already done the curriculum guides for at least 

two other grade levels. She had even confessed to the principal that she did not want to 

go through the process again as she felt she had done her part already. Yet, as she heard 

and saw the struggles of the other teachers, she became more involved in helping them 

complete the process.  
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Karen testified: 

“A time I was going through a hard time  and they (her peers) just stood by me, 

came back to me, wanted to know how I was doing…set some things up for me 

for the next day, called me even…” 

Corinne adds that when one of their peers is sick, it isn’t uncommon for a teacher 

to help (e.g. helping with copying materials or locating materials) the assigned substitute 

in order for the day to go better for the substitute. Sacrifices of knowledge, expertise or 

time are common acts amongst the faculty of Calvary. 

 Another form of sacrifice for teachers is in the financial rewards or expenditures. 

First year teachers at Calvary make on average, ten thousand dollars less than first year 

teachers in the public school. The financial gap widens, the more tenured the teachers 

become in their respective schools. Although numerous teachers do not need to work 

because their husband provides more than enough income for a good quality of living, 

most teachers need the salary. Many have taught in a public school before and are making 

considerably less money at Calvary. Although most of these teachers are content with 

their decision to sacrifice the money in order to work in an environment they consider 

healthier, it is not uncommon for teachers to reference the loss in dollars because of their 

choice to work at Calvary. Robin talked about her recent experience at a competition that 

included not only private schools, but public schools. She asked them about their salaries 

and their course loads. She was shocked, even discouraged, at the disparity in workload 

and salary between her and those who were teaching in public schools. In a lunchroom 

conversation, she said to her peers around the table, “Do you realize I could be doing a 

whole lot less for a whole lot more money if I were in the public school?” 



 Financial sacrifice in the form of a reduced salary is combined with expenditures 

paid for with the teacher’s own money. Each teacher is given an annual budget of four 

hundred dollars. These monies are used to outfit the classroom, pay for field trips, as well 

as to purchase student rewards and awards. Any expenditure above the budgeted dollars 

must come from the teacher’s own personal money. It is common practice for teachers to 

purchase items with their own money. For example, Mary spoke of her frustration of 

trying to have the office staff order certain items for her classroom. She felt that it was 

not worth the wait or the constant badgering of the office staff for the item. She decided 

to purchase the items with her own money. Other teachers feel it is part of their gift of 

love to their students. Kim noted, “My class loves eraser caps…which are decorative 

erasers you put on top of pencils. And because it is important to them, I always make sure 

they are in stock in my classroom…and I pay for them with my own money.”  

 The sacrifice of time, health, knowledge or expertise, and personal finances are a 

few of the actual sacrifices made by teachers at Calvary. Yet, very few are dissatisfied 

because of their ongoing sacrifices or leave the school because of these sacrifices. Many 

see this as a small price to pay for being able to work in a school that shares their values 

and worldview. 

 Aligning job performance (in-role behavior) with the job description as well as 

sacrificial activity beyond the job description (citizenship behavior) is demonstrated 

within this second phase of emerging commitment.  Teachers begin with adherence to the 

job description and then move into behavior that is considered above and beyond their 

job description. Within the second level of action, we find perceived sacrifice and actual 
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sacrifice. Although teachers may use language of sacrifice, their behavior may be more in 

keeping with in-role behavior. 

The first aspect in the process of establishing commitment is calling. Once the 

invitation has been accepted, the second aspect can take place in the form of action. The 

third aspect in the process of commitment is conflict.  
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Chapter 6 

The Process of Commitment:  Conflict 

One administrator described a private school this way: “Whenever you combine 

people’s kids, with people’s money, combined with people’s religious views, you have a 

potentially dangerous combination.” In short, a private Christian school is fertile ground 

for conflict. Numerous antecedents of conflict emerged from this study. These included: 

1) time of the year, 2) intolerable parents, 3) frequent changes, 4) exhaustion, 5) personal 

circumstances, 6) diminished financial rewards and benefits, 7) policy disagreements 

with administration, and 8) peer conflict. 

In their study on teacher attrition, Potter, Swenk, Shrump, Smith, and Weekly 

(2001) find that teachers are facing increasing classroom challenges such as English 

speakers of other languages and language immersion classrooms, state mandated 

programs, as well as increased competence in the areas of portfolio assessment, 

technology, cooperative learning, and instructional strategies. Although Calvary is a 

private school and does not work with second language students, there are still challenges 

that create conflict for the teacher.  

Conflict within organizations is a natural and ongoing part of organizational life. 

DeDreu and Beersma (2005) suggest that conflict is a “process that begins when an 

individual or group perceives differences and opposition between him- or herself and 

another individual or group about interests, beliefs, or values that matter to him or her” 

(p. 106). Achinstein (2002) argues that “conflict can be understood as both a situation and 

an ongoing process in which views and behaviors diverge (or apparently diverge) or are 

perceived to be to some degree incompatible” (p. 425). Further, she states that conflict is 
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also “a process whereby individuals or groups come to sense that there is a difference, 

problem, or dilemma and thus begin to identify the nature of their differences of belief or 

action” (p.425). DeDreu and Beersma (2005) make a distinction between task conflicts 

and relationship conflicts. Task conflicts “involve disputes about the distribution and 

allocation of resources, opposed views with regard to the procedures and policies that 

should be used or adhered to, or disagreeing judgments and interpretations of facts” (p. 

106). Relationship conflicts, on the other hand, “involve irritation about personal taste 

and interpersonal style, disagreements about political preferences, or opposing values” (p. 

106). 

Conflicts arise for numerous reasons. These might include stress, balancing work 

and family, and peer and supervisor challenges. Borg (1990) found in a study of British 

teachers that approximately a third of all teachers will find their occupation extremely 

stressful. Travers and Cooper (1993) found that in comparison to other occupations, 

teachers experience much higher levels of stress. Stressful experiences can range from 

problems with classroom behavior management (Busch, Pederson, Espin, & 

Weissenburger, 2001; Hastings & Bham, 2003; VanDerDoef & Maes, 2002) to excessive 

paperwork (Frank & McKenzie, 1993). 

Conflict also arises when the role of teacher interferes with the role of household 

obligations. Work-family conflict has been defined as “a form of inter-role conflict in 

which role pressures from the work and family domains are mutually incompatible” 

(Greenhaus & Beutell, 1985). Cinamon and Rich (2005) argue that the more important a 

role is to an individual, the more personal resources they will invest into it, which allows 

for fewer resources for their other roles. Researchers have found (Acker, 1992; Claesson 



& Brice, 1989; Lewis & Cooper, 1998; Voydanoff, 1998) that teachers believed their role 

as teacher was complicated by other obligations that included housework and childcare. 

Frone, Yardley, and Markel (1997) found that work-family conflict (WFC) is related to 

significant unhealthy work outcomes, including absenteeism, tardiness, and poor work 

performance.  

Two types of support are often identified in organizations: peer and supervisory 

support (Winnbust & Schabracq, 1996). Although both kinds of support are important, 

supervisory support is generally believed to be more important (Repetti, 1987; Winnbust 

& Schabracq, 1996). Supervisors are seen as vital in creating and maintaining a healthy 

work climate. Researchers found that interpersonal conflict with a supervisor can have a 

negative effect on the employee’s attitude toward the organization (Frone, 2000; Rahim, 

1992; Rubin, Pruitt, & Kim, 1994). Employees can feel frustrated and helpless when it 

comes to conflict with their boss. Janssen (2004) found that “empowered employees who 

cannot get along with the organizational goals, values, and policies set and represented by 

their superiors are likely to be prevented from developing positive feeling and cognitions 

regarding the organization” (p. 58). 

In the following section, this study looks at various reasons for conflict found 

within Calvary Christian School. These antecedents of conflict include the time of the 

year, intolerable parents, frequent changes, exhaustion, personal circumstances, 

diminished financial rewards and benefits, policy disagreements with administration, and 

peer conflict. 
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Time of the Year 

“When there’s pressure at the beginning of the year, there’s a lot of pressure you 

know. Everything is new.” 

“…there’s times during the year that it becomes a little bit more stressful…that 

would be around Christmas time, whenever you’re trying to get Christmas 

programs and parties and trying to get your grades all done at the end of the nine 

weeks.” 

“….maybe at the end of the year when we have Kindergarten graduation. It’s a 

big, it’s a lot of work…and then of course with that, at the same time, you’re 

ending the school year with report cards and end of the school work and all the 

paperwork.” 

Arguably, teachers enter the school year with a new level of excitement and 

energy. They have been away from the classroom for about twelve weeks, so they are 

rested and ready to begin another year. The first five days of their contract year are spent 

in in-service activities. This includes professional development seminars, orientation for 

new teachers, presentations from their respective principal, the superintendent, office 

staff, and human resources. There is also time set aside for putting their room together. 

This exercise includes such things as creating grade books, inventorying and numbering 

student textbooks, arranging classroom desks, and preparing beginning lesson plans. 

There are also two evenings set aside during the first week of school that allow the 

children to meet their teachers (the eve of the start of school and a parent orientation 

some time during the first week of school). In short, the first few weeks of the new school 
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year are “incredibly stressful for teachers.” Unfortunately, the renewed enthusiasm and 

energy is replaced with stress and the feeling of “being overwhelmed.” 

Other times of the year are particularly difficult for the teachers at Calvary. For 

example, the end of the nine week grading period is always challenging when there is no 

half day given to the teachers to get their grades recorded into the computer. Parents 

requested less half days because transportation is difficult for parents who both work 

outside of the home. Consequently, teachers lost their half day of grading. This added 

more stress to the teacher as they had to complete the grading process during their breaks 

over the last few days of school. Otherwise, they would be expected to stay late to get the 

grading done.  

The school also has an auction each year. This auction is the primary fundraiser 

for the school, raising as much $120,000 from the event. Because it is such a significant 

event, all Calvary personnel are expected to participate in putting it together. Although 

volunteers do most of the work, teachers sponsor parties in which parents bid for their 

children to attend. They also organize class baskets where parents bring items centered on 

a particular theme (e.g. chocolate basket, University of Texas basket, or a barbecue 

basket).  These baskets are then sold to the highest bidder at the event. Teachers are also 

expected to attend the auction. Many grumble every year about having to participate. 

Comments are made such as, “I am here to teach, not be an event coordinator” and “I 

don’t think it is fair that our ‘volunteering’ is compulsory.”  

Whether because of entering grades, in-service events and activities, or events 

outside of school, there are regular occasions where teachers are called upon to invest 

more resources such as time and energy. These occasions can create a personal sense of 
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frustration as teachers attempt to maintain quality within the classroom while managing 

other responsibilities outside of the classroom. 

Intolerable Parents 

In an email to an administrator, Gwen complains: 

“I do not need to reiterate the unbelievable problems I have had with this 

program…I have never worked with parents who get letters and don’t respond, 

who are asked to help, and don’t.” This teacher had taught in another private 

school prior to Calvary and had worked with involved and helpful parents. This 

was an unexpected and disappointing surprise for her.  

She continues, “…letter upon letter has gone out regarding the fact that each 

student needed a Ziploc baggy so that they would not have to share and get sick 

while doing make-up. Those items were due Monday and only four kids have 

them. I have told the parents when their students need a lunch…and they don’t 

show up with one…Until the parents are teaming with the school to require more 

of their child…I just do not see this program as viable.” 

 This teacher complains in her email that parents are a significant reason for her 

frustration as well as the struggles within her program. During the initial family 

interview, parents are told that the school sees them as the primary educator and that the 

role of the school is to partner together with them to provide the best education for their 

child. The concept of partnering together with parents is also in all of the school’s 

promotional printed material. This teacher’s frustration is arguably due to the lack of 

partnership she is experiencing between her and the parents of her students. Although the 
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teacher is passionate about her program, she believes its viability lies in the willingness 

of parents to partner with her. 

 “Rescuing parents” is a derisive term used by teachers on occasion when a parent 

confronts the teacher because of what they consider unfair action taken towards their 

child. Caroline endured a drawn out conflict with two sets of parents who were upset 

because of their child’s low grade on a significant classroom project. Apparently, these 

two children were the only ones in the class to receive low marks. The parents were 

furious because their boys had done a lot of work on the project. Yet, according to the 

teacher, they had not followed the directions. The parents felt that it wasn’t how they got 

to the end of the project that should matter, but the amount of effort that should matter. 

The teacher disagreed and the grade stood, but only after numerous meetings and 

confrontations with this teacher. She felt it unfair that she had to defend herself to these 

parents when the children were the ones responsible for the poor grade. This teacher 

lamented that she was worn out and stressed out because of this ongoing conflict with 

these parents. Perhaps more than that, she was angry that she had spent so much time and 

energy on something that should not have been an issue in the first place. In her mind, 

this was an example of rescuing parents trying to protect their children from 

consequences to their actions.  

Sylvia added, “It is in these younger years that we teach children to follow 

directions so that when they are in positions of leadership, they will be ready. A low 

grade really costs them nothing right now. But, when they are adults, their lack of 

attention to details such as following instructions could cost a company millions of 

dollars and ultimately, cost the person their job.”  The teacher essentially posits the 
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necessity of long term thinking when it comes to instruction. What may seem small and 

insignificant at present could result in more serious consequences in later years.  

The teacher’s stance is one of personal responsibility for all parties involved. She 

argues that “it is our job as teachers to prepare them for that day. When parents come in 

to rescue their child from these minor consequences, they are ultimately hurting their 

child.” The teacher, the student, and the parent each have a responsibility to the process. 

The student is responsible for doing his or her work and the teacher and parent are to hold 

the student accountable for the student’s work. 

On another occasion a parent confronted her child’s teacher on the sidewalk 

before the start of school. Her child had performed poorly on an exam and the parent felt 

it was the teacher’s fault for not teaching the material effectively. The teacher 

immediately broke into tears and asked to leave school for the day. Emails are a more 

commonly-used channel for communicating parental frustration. In one email, the parent 

attacked his son’s teacher because he believed she was unfairly singling him for demerits 

and detentions. Whereas rescuing parents are officious, disrespectful parents are painful 

for the teacher. Although the teacher would like to say she feels no ill effects from the 

invective of an insensitive parent, it is often difficult not to take such confrontations 

personally. 

Frequent Changes 

 Calvary Christian School is the product of two private schools. During the last 

several years there have been many changes as a result of the merge. Chief among the 

changes was the staff turnover: 
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“We’ve had a lot of changes at our school. We’ve had a merging of schools. 

We’ve had a lot of changes of staff based a lot of it to do with financial and 

personal benefits that were not available, so we had a big staff turnover.” The 

turnover was certainly difficult in terms of the loss of relationships. However, 

what made the “big staff turnover” difficult for the teachers who remained was 

the increased work load they experienced. This increased work load may have 

ranged from committee work to serving as mentors for new hires. 

Dorene continued, “…so those of us who were here year after year, we kind of 

have to catch the flack and the difficulties because there are three of us left out of 

seven or something.” 

 As with any merge, Calvary went through significant personnel and policy 

changes. For example, prior to the merge one of the schools offered health insurance 

benefits, while the other did not. The new Board of Directors opted to pull health 

insurance benefits for the first couple of years until the school was more financially 

stable. The consequence of this decision was that many teachers, who had been receiving 

health insurance, left the school. It also meant that numerous teachers who accepted a 

teaching position at far less monies than they would have received in the public school, 

decided not to renew their contracts because of the absence of health insurance benefits. 

This revolving door of staff created additional work for the teachers who remained in the 

school. For example, for the past few years, the school has been going through an 

accreditation process. Because of so many new hires, it was difficult for them to 

understand the process that was already underway. Each of them was being asked to 

participate in the process on some level. Yet many felt ill-equipped to be able to 
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contribute intelligently. Thus, they petitioned for the aid of those who had been in the 

system throughout the process. This in turn, added a greater burden for the veteran 

teachers.  

Further, during the third year of the merge, a new elementary principal was hired. 

Within her first 90 days she had made many significant changes without consulting 

teachers to see how these changes would affect them. During the week of in-service (the 

week before the start of school), she was so ill-prepared, teachers were near panic as they 

were being introduced to sweeping changes (in terms of policies and procedures) without 

clearly understanding them or how they were to be implemented. Teachers had come to 

in-service with high expectations and were instead going home each day with an 

increasing level of frustration. The culmination of the in-service mess resulted in the 

dismissal of the principal. This change left the school without an elementary principal 

and the year had only begun. Additionally, many of the changes made by the new 

principal were undone because she was no longer employed and no longer overseeing the 

implementation of these changes. The reaction from the teachers was mixed. Although 

some teachers were relieved knowing they would no longer have to work with this 

woman, others were frustrated because now there was no elementary principal. Their 

question was, “Now, who will help us during the school year when we have problems 

with students or parents?” The merge had brought about so many changes that teachers 

were looking forward to stability. The release of the principal signified that the changes 

were going to continue. 

There was no new elementary principal hired to fill the position that year. 

Existing administration filled in for that role for the remainder of the school year. The 
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following year, two elementary principals were hired, one for each elementary campus. 

Although the teachers were grateful for the new hires, new changes accompanied their 

hiring.  

Although the school is several years removed from the merge, I have found that 

teachers continue to express distrust in the need for changes and frustration when changes 

are announced during the school year or at stressful times of the year. As one principal 

noted, “Teachers as a rule, do not like change.” Consequently, when frequent changes are 

made, frustration increases, and confidence in the administration decreases. 

Exhaustion 

“Exhaustion. If there’s too much demands, too many squeaky wheels, that can 

erode your spring.” 

“…when you’re tired and you’re thinking, ‘Why in the world am I doing this?’ 

Sometimes you get home from school and you’re just so tired. You just go, 

‘Why?’” 

“When I get too overloaded, then my brain, I think anybody’s brain eventually 

just shuts down and it’s too much.” 

The exhausted teacher struggles to be enthusiastic about her role, struggles to see 

the value in staying in her position, and struggles to be able to think clearly. Arguably, 

exhaustion is a challenge for any teacher at any level of education. But due to the merge, 

there were special circumstances that increased the likelihood of exhaustion for the 

teachers at Calvary. 

One high school teacher was teaching six classes and five preps. She was a new 

teacher to Calvary and a new teacher at the high school level (previously she had taught 
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at the elementary level). She would work late hours and still not feel as if she was 

prepared for her classes. Further, she was experiencing physical side effects from the 

stress and exhaustion of carrying such a heavy load. For example, the hair on her head 

began to fall out. Her principal asked that she take a few days off for some rest. But 

within a few days after her period of rest, she was exhausted again. 

Financial restraints for the school mean that secondary teachers often carry a 

heavier course load than their public school counterparts and elementary teachers have 

fewer breaks (due to less teacher aides to assist in the classroom). Further, teachers have 

gone through an accreditation process for the past three years, which has meant additional 

committee work. Every teacher has been asked to serve on a committee besides writing 

their class curriculum guides. The preparation for the school auction, the addition of new 

programs such as Accelerated Reader and student academic intervention teams increased, 

to name a few, creating more work for teachers who were already physically spent on 

their daily routine of teaching. 

Again, although the years immediately following the merge were particularly 

difficult for teachers, I have found that between the responsibilities of teaching and their 

responsibilities outside of school, teachers struggle consistently during the school year 

with exhaustion. They work towards completing their respective curriculum by the end of 

the year while also trying to meet the additional duties that accompany their role.  

Although built-in holidays and school breaks provide times of physical and emotional 

times of recovery, they do not provide a reduction in workload.  
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Personal Circumstances 

 Teachers make a considerable personal investment into their craft. As has already 

been suggested, extensive sacrifices are made throughout the school year. Yet each 

teacher has a life outside of the classroom. Some are married, others married with 

children, and others divorced or never married. Each station presents its particular 

challenge for the teacher. For example, one formerly retired teacher is married and is also 

the primary bread winner for her family. Her husband has been unemployed because of 

health reasons and her elderly mother-in-law is living with her and her husband. This has 

created enormous stress for her as she seeks to balance her role at school with her role at 

home. Because both require much energy, she often struggles with the feeling that she is 

not able to give her best to either role. Roseanne is a single mom whose children are in 

the public school system (because she can’t afford to put her children in Calvary). This 

creates financial and logistical pressures that might not be as prevalent were she to be 

teaching in the public school. Susan experienced “female problems” which she attributed 

to pre-menopausal symptoms. She confessed that these physical struggles were affecting 

her attitude as well as her performance as a teacher. Another teacher had a toddler in 

daycare. She regularly talks with her peers in morning devotions and the lunchroom 

about how she struggles with guilt over waking her baby at such an early hour to then 

drop him off at daycare for the rest of the day. Judy has a daughter in her final years of 

high school. She feels that teaching is requiring so much of her that she is missing out on 

the last years of her daughter’s adolescent years. Annette has constant migraine 

headaches. She battles them through the school year, even relying on her peers to cover 

for her at times during recess. 
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 These examples demonstrate the personal challenges that teachers face throughout 

the year. Most struggle in these times of personal challenges with the feeling of guilt as 

they worry that their personal struggles will affect their classroom performance. They 

often find it difficult to compartmentalize their personal struggles from their daily 

classroom expectations. 

Diminished Financial Rewards and Benefits 

 Arguably, the low salary (and until recently, the absence of health insurance) is 

the most oft complaint offered regarding employment at Calvary. Until recently, health 

insurance was not offered. And the salaries are still considerably lower than the public 

school system. More than 90 percent of the teachers at Calvary would qualify to teach in 

a public school. Numerous teachers even have master’s degrees. Yet, they choose to work 

in a private school. The harsh reality of their choice becomes evident when bills have to 

be paid. For example, one single mom of two children could not afford to put gas in her 

car, so she petitioned administration for an emergency financial gift. Another teacher 

refused to go to the doctor because she had no health insurance (during the period of time 

when the school did not offer health insurance). Even a single woman lamented how 

difficult it is to go out with her friends and hear how her friends are enjoying financial 

reward while she struggles to make ends meet. Kim noted, “I could be here 12 hours a 

day, preparing and grading, knowing that if I went elsewhere, I could earn double…” 

Victoria admitted, “Financially, it is a sacrifice for our family. That’s probably the 

biggest thing. To pay for tuition for two kids and to take a pay cut is a sacrifice to be 

here.” Abby talked about how her spouse struggles with the salary: “…I’m actually kind 

of struggling with this (the salary) right now. My husband would probably prefer that I be 
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back in the public system, simply for the financial reasons because I could make a lot 

more money.” What is interesting in this woman’s comments are the qualifiers used (e.g. 

“kind of,” “probably”). There is a sense that she is hesitant to admit that the financial part 

of her job is a consideration for her remaining with the school.  

Until health insurance was offered to teachers, this was an ongoing conflict for 

teachers whether or not they should remain within the school. Still, even though health 

insurance is now offered, financial concerns remain amongst qualified teachers. Although 

there are numerous teachers whose husbands earn enough for the family, for the majority 

of the teachers employed at Calvary, their salary is an item for consideration at contract 

renewal time. 

Policy Disagreements with Administration 

 Caitlyn lamented about her occasional disagreement with administration over 

policy issues:  

“Well, there have been times when I have not necessarily agreed with a policy. 

But I enforce it or I tell my students this is a school policy and so we are going to 

do it. And I don’t ever let them know that I don’t think otherwise. So, I might 

think one way, but this is what we’re doing, so that’s what we’re doing.” 

Policy disagreements could arise from a philosophical difference as in this 

statement. More often these disagreements arise from the timing of a changed policy 

(e.g., “It is frustrating when we are told to change something and the school year is 

almost over.”), the manner in which they are communicated (e.g., an email that begins 

with the words, “effective immediately.”), the absence of teacher participation in the 

policy change (e.g., “Well, nobody asked the teachers if this was a good idea.”), and the 
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lack of reinforcement of the policy. For example, students must take a nationally normed 

entrance exam to be considered for admittance. They must score at the 51st percentile or 

higher in order to be accepted into the school. Occasionally, there are exceptions. One 

exception to this policy is when a kindergarten student enters the first grade by virtue of 

already being enrolled in the school. No admission exam is given to the child. Another 

example is when a student scores above the acceptance level in reading, but below the 

acceptance level in math. Depending on how poorly the student does in math, there are 

times when the principal will accept the student. Teachers express frustration when 

administrators admit students who do not meet the admittance criteria as it typically 

results in a low performing student and more work for the teacher. One teacher asked 

why there is an admission policy if it is not enforced. Although in most cases the policy is 

enforced, even the occasional exception can be met with resistance from a teacher.   

A more salient example is seen in the reinforcement of the uniform policy. 

Students are expected to wear uniform clothes in a regulation manner, accompanied by 

regulation hair policies. Arguably, the uniform policy is the most contested policy in the 

school by both teachers and students. Students would prefer it be eliminated and teachers 

would prefer it either be reinforced or be eliminated. The Board of Directors and the 

administration sets the uniform policy. But when there is a lack of reinforcement of the 

policy from the administration, it creates frustration among the staff: “Why have a policy 

if it isn’t going to be reinforced? I prefer to teach than police uniforms. But, if you are 

going to have the policy, then at least enforce the policy.” 

Arguably, additional stress is brought about by the design of the administrative 

system where teachers may feel they are without recourse when they have a policy 
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disagreement with their principal. As a rule, these teachers want to be perceived as team 

players, so are hesitant to go around the principal to seek an audience with the 

superintendent. Teachers are explicitly told in their employee handbook and during in-

service at the beginning of the school year that they may talk with the superintendent if 

they are unsatisfied with the outcome of the meeting with the principal. For example, 

teachers were not pleased with the additional details required in their lesson plans. 

Although a number of teachers expressed their unhappiness with this change to their 

respective principal, the principals did not change their position. This prompted a number 

of teachers to talk with me about the change. This example was an exception to the way 

teachers typically handle policy disagreements with their principal. Most often, they will 

acquiesce to the decision made by the principal, whether they agree or not. 

Peer Conflict 

Although the interviews with teachers suggest a healthy working environment, 

challenges related to peer relationships still arise. These issues include perceived laziness 

from their peers and perceived dominance from their peers. None of the data suggests 

that the conflicts were such that it would serve as a primary determinant for a teacher’s 

departure. However, they could present obstacles along the way to commitment. 

Perceived laziness. Lacy tells the story of her class being asked to participate in a 

writing project. The principals had asked that all elementary classes participate and then 

asked for a teacher to serve as a point person for each campus. Lacy assiduously pursued 

the project with her class, but did not want to serve in the capacity as point person. 

Instead, another teacher volunteered who had stated that this was not only a particular 

area of expertise, but also a passion. Once Lacy’s class had finished the project, she 
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forwarded the stories to the point person. After weeks of hearing nothing back from the 

point person, Lacy decided to email the Calvary coordinator and ask what the status was 

with the class stories.  The coordinator responded that no stories had been submitted so 

the project was dropped. 

The teacher talks of her response to the coordinator: “I wrote her back that I had 

submitted stories, and wondered where they had gone. She said to check with 

Ginger. So in the lunchroom I asked Ginger, ‘Oh Ginger, my students were 

wondering about the writing project competition. When I emailed Jan, she said no 

one had submitted stories this year. But I had put them in your box.’  She said, 

‘Oh yeah, well, we were so busy that I just didn’t bother doing anything with 

them, being busy with the move and all. I just pitched them.’ I wanted to say, 

‘Then why were you the representative for our campus? Or at least return them to 

me so I could forward them onto the other campus!’ But I bit my tongue.” 

The campus was in the middle of a move from one building to another. It was a 

busy and stressful time for the teachers. Yet, this teacher did not see this as an excuse for 

lacking the common courtesy of at least returning the students’ papers. She felt that it was 

an act of laziness. Further in the conversation with this teacher, she expressed disgust 

with the consistent laziness of this teacher. Her own child had been in this teacher’s 

classroom and she had seen as a parent a consistent lack of excellence in her role as a 

teacher.  

She complained, “She seems to always take the easy route, shortchanging her 

students of what is best for them. I can’t help but believe that she has been 

teaching so long that she has lost the passion or the love for teaching.” 
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In another example, Dana expressed frustration over other teachers’ unwillingness 

to adhere to school policy: 

“It’s very difficult to reinforce rules that you see other people not reinforcing. I 

mean we have rules and I know you have to pick your battles…but when I tell my 

students they need a haircut because it is in the school handbook that it’s supposed to be a 

certain length…and they point to a sixth grader and say, ‘But his hair is all the way past 

his ears and you’re on me because it’s touching my ears?’”  

The teacher views the situation as unjust and unfair. What applies to one student 

should apply to all students. It sends a mixed message to students when certain students 

are allowed to “get away” with a blatant disregard for the school policies.  

She argues, “It’s not fair, so that makes it difficult when you’re saying, ‘I 

understand. But unfortunately, that student is not in my class and you are, so you 

are going to have to get a haircut.’ So that makes it difficult. Being the bad guy, a 

lot of times the parent will look at you as the bad guy.” 

Calvary is similar to other schools in that it has a handbook of school policies. 

Teachers are asked to know these policies by the start of school. Students are also 

expected to learn them during the first few weeks of school. Teachers and administrators 

often discuss the students’ inclination to testing the resolve of Calvary staff related to 

policies. Yet, it is expected of all teachers to consistently reinforce all school policies. 

The challenge for teachers is when they reinforce school policies, but they perceive other 

teachers as not doing the same. Interestingly, teachers do not typically confront other 

teachers about their lack of reinforcing policies. Further, those who do not reinforce 

school policy will often confess they don’t notice the infractions because they are focused 
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on their teaching. As one teacher lamented, “You hired me to teach, not be the clothing 

police.” 

 Team teaching is a strategy employed in Calvary due to multiple campuses, and in 

some grade levels, multiple classes. Team teaching requires cooperative effort for things 

like lesson plans, field trips, and grade level events. In one story, Bethany recounts some 

of the challenges that accompany doing things together as a team. During one discussion 

with one of her peers (Linda) on her campus, she told of how upset Linda was. Linda had 

been asked by the principal to rework her graduation program. It had been the same for a 

number of years and was in need of updating and reworking. She had been excited about 

the project as she too had been sensing that the program needed a change. She came in 

during spring break to work on it and came up with what she considered to be the kind of 

change asked of her by the principal. She was excited to share the changes with her 

principal as well as her teammate who taught the other class of her grade level. 

Unfortunately, her teammate was unhappy with the changes that had been made. She felt 

the program was fine as is and was not in need of any updating. A disagreement ensued 

with Linda arguing that the songs were boring and outdated. And to add a stamp of 

credibility and authority to her work, she told her teammate that the principal had given 

the directive to change the program. The disagreement left both teachers with hurt 

feelings. 

Linda went on to say that she didn’t feel it was fair for her to have to feel bad 

about what she had done or that she should undo her work. It is not uncommon for a 

teacher to quip, “We teachers don’t like change.” The question arises at times whether 

this is because of comfort with routine or the work involved with the change or even 
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both. Linda suggested, although reluctantly, that laziness may be a factor in not wanting 

the change. Linda is known as hard worker who does not fear attempting to make things 

better. Her teammate on the other hand, often views Linda as making things more 

difficult than they have to be. She says this is fine when it involves only Linda’s 

classroom. But when it involves others, it is not acceptable, especially when others are 

forced to do work created by Linda.  

 Perceived laziness can be a source of peer conflict. Teachers may perceive that 

others are not putting forth the effort that is required of a committed teacher. Perceived 

dominance may be another source of peer conflict. 

Perceived dominance. Although there are lead teachers on each campus, lead 

teachers do not have inherent authority. Rather, they are more liaisons between the 

principal and teacher. Arguably, tenure is the only informal criteria by which teachers 

may view their peers as being on a different tier of credibility. As a rule, teachers tend to 

view the playing field as level without any one teacher being in a position of authority 

over another. Thus, when an example of perceived dominance happens, it appears to 

break the social norms of the group and invites the ire of their peers. 

 Cara repined about a peer who had a tendency to try and “take control” of 

situations of which she had not been invited. Her officious behavior was met with 

disapproval. On one occasion the offending teacher interrupted the process of the after 

school pick-up line. Following the construction of a new elementary building, 

administration struggled to develop the best method of handling the pick-up line. There 

were trials and errors that made the first week or two a challenge for both teachers and 

waiting parents. On one day the staff was down a few people due to illness. This created 
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additional challenges as it meant additional work for those working the line. 

Unfortunately, the remaining crew was struggling to keep the line moving efficiently.  

The teacher remembers the occasion, lamenting that “as a subplot, a man 

delivering Coke had gotten his truck stuck in a no-turn-around area and we had to 

direct him and our pick-up line around each other until he was able to leave the 

area. A visiting teacher from the other campus had done a great job of helping 

him get backed up and out of our parking lot. She then turned to us at the pick-up 

line and telling us that we weren’t doing the line right. She literally began to 

scream at us that we needed to follow her directions…when I call your child’s 

name, you bring them over here.’” 

Her words and tone did not sit well with her peers with some choosing to ignore her and 

others looking at each other and saying, “Who made her the boss?” 

Social norms called for teachers’ cooperative efforts, not domineering interlopers.  

The visiting teacher had breached social norms and, consequently, invited criticism from 

her peers. Although Katie did work regularly at this campus, it was not on a daily basis. 

This appeared to increase the level of disapproval from the teachers. There was a sense 

that this teacher had not earned the right to speak to the current problem.  

The third aspect in the process towards commitment is conflict. Antecedents of 

conflict emerged from the data. These included, the time of the year, intolerable parents, 

frequent changes, exhaustion, personal circumstances, diminished financial rewards and 

benefits, policy disagreements with the administration, and peer conflict. 

 Research suggests that conflict in the workplace related to these findings can lead 

to tardiness, poor role performance, job dissatisfaction, burnout, high intention to leave, 
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and turnover (Allen, Herst, Burck, & Sutton, 2000; Bruck, Allen, & Spector, 2002; 

Hastings & Bham, 2003).This study is particularly interested in organizational 

commitment. At this point in the process, the teacher comes to a watershed, evaluating 

whether or not he or she will continue to work in the organization. This next section will 

look at the decision to stay or leave the organization. 



Chapter 7 

The Process of Commitment:  Decisions 

 The fourth and fifth aspects of commitment are the decision phase and the 

perseverance phase. The teacher has been called, engaged in action, experienced conflict, 

and may now wrestle with the decision to continue with the organization or leave. Once a 

decision has been made to stay, the teacher enters the perseverance phase, which is 

essentially commitment.  

Research identifies numerous antecedents for employee commitment. Caldwell, 

Chatman, and O’Reilly (1990) found that employees were more likely to remain in an 

organization if there was a well-developed orientation process. Buchanan (1974) also 

argued that these early experiences in an individual’s employment may significantly 

influence development of commitment. Further, VanMaanen and Schein (1979) 

suggested that through socialization processes, employees may come to a better 

understanding of the values, norms, and objectives of the organization. 

Buchanan (1974) went beyond the early experiences of an individual, identifying 

different issues over the course of an employee’s experience on the job. These issues 

include role clarity and reality shocks within the first stage, fear of failure and personal 

importance in the second stage, and organizational dependability within the last stage. 

During each of these phases employees make the decision to remain, based on issues 

such as these. In short, it appears that Buchanan (1974) highlights the complexity in 

which the decision to remain is made. 

Bateman and Strasser (1984) add the element of the supervisor as critical to an 

employee’s tenure. Depending upon a supervisor’s consideration or punishment behavior, 
 114
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an individual may or may not remain within the organization. Janssen (2004) argues that 

empowerment of the employee will increase employee commitment. He states that 

empowerment increases the likelihood that an individual will decide to stay because they 

feel as if there is a suitable fit between what is expected of them and their own personal 

values; a sense of competence that provides them with the belief that they can perform 

well, which in turn, stimulates them to a greater effort on behalf of the organization; 

being given control and voice in work-related decision processes; and being given the 

opportunity to impact and shape the organization (p. 57-58). Janssen (2004) argues that 

each of these affect an employee’s decision to remain with an organization. 

Additionally, the individual’s communication with his or her supervisor is 

instrumental in the decision to remain (Feeley, 2000). Communication with the 

supervisor as well as peers contributes to the decision of staying in the organization 

(Feeley, 2000).  Feeley (2000) found that employees who were more centrally located in 

the network of communication were more likely to remain with the organization. Feeley 

and Barnett (1997) explained, “Employees at the periphery (less central in the network) 

receive less information about organization activities and may feel less committed 

because of this lack of information, which justifies social tasks and rewards” (p.374). In 

other words, an individual may find it easier to decide to leave the organization if they 

perceive that they are not involved in communication activities related to the 

organization. 

Family can play another factor in the decision to stay or leave the organization. 

Employees may have to manage multiple roles including employee, spouse, and/or 
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parent. Decisions to remain or leave may be based on such factors as spousal support and 

young children at home (Lewis & Cooper, 1998; Matsui, Oshawa, & Onglatco, 1995). 

Research clearly demonstrates the complexity in which decisions are made to 

remain with or leave an organization. Internal reasons such as identifying with the values 

and goals of the organization or having a sense of loyalty towards the organization 

contribute to the decision of remaining or leaving the organization. Additionally, external 

reasons such as a well-developed orientation process or a supervisor’s communication 

style can also contribute to the individual’s decision to stay or exit the organization.  

In reality, the decisions to remain with or leave Calvary Christian School are 

made throughout the year in the form of incremental decisions that cumulatively 

determine the return of the teacher. The data does not suggest that any of the teachers 

interviewed were basing their decision to stay or leave based on one event. Rather, they 

are based on iterative decisions throughout the year which appear to coincide with times 

of conflict. These decisions are based upon the time of the year, intolerable parents, 

frequent changes, exhaustion, philosophical differences with the principal, personal 

circumstances, and diminished financial rewards and benefits.  

Time of the Year 

There are definitive times of year that appear to be watershed moments for 

teachers as they accumulate reasons for choosing to stay with or leave the organization. 

For example, contract renewal times appear to present natural occasions where teachers 

evaluate their continued commitment to the school. Katrina admitted, “(This year) I am 

committed 110%. But then at the end of the year, when it’s time to recommit to another 

year, I’m going to say, ‘Is this something I’m going to commit again to?’” Contract 
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renewal times serve as a point of reflection of a teacher’s experience over a period of 

about six months. Teachers are presented their contract in March and asked to return it 

(signed) two weeks later. The contract presents them with the options of choosing to stay 

or leave at the end of the school year. Although there are occasions where teachers have 

not come to a conclusion on whether or not to remain with the organization by contract 

renewal time, it appears, based on my contract conversations with teachers, that most 

teachers have made their decision before the actual passing out of the contract. Yet the 

contract requires them to put voice to their decision for their respective principal. 

The contract renewal time of year is a pointed occasion for decision- making. Yet 

other less dramatic occasions serve as moments of decision. Fundraisers are a necessary 

instrument for subsidizing financial shortfalls or purchasing items outside of an 

established budget. It is not uncommon for teachers to engage in conversations with their 

principal, asking what level of involvement was required for the teacher. During my time 

at Calvary, it has been a common experience to have teachers ask me, during the 

planning stages of a particular fundraiser, how they were expected to juggle classroom 

expectations with fundraising expectations. These conversations are typically preceded 

by statements, such as, “I realize that fundraisers are important for schools, especially 

private schools, but…” 

Teachers are evaluated twice a year by their respective principal. These 

evaluations can serve as points of decision for a teacher on whether to remain with or 

leave the organization. On one occasion, the principals had designed a new evaluation 

form that used a Likert scale of one to five, to evaluate a teacher’s classroom 

performance. One represented a superior performance, while a five represented the need 
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for immediate improvement. The number three represented an adequate performance. It 

communicated to the teacher that he or she was doing her job. Two of the principals 

frequently used the number three to describe their teachers’ performance. Unfortunately, 

this decision led to a backlash from teachers as they expressed personal insult, believing 

their efforts warranted more than a three from their principal. One teacher told of her 

struggle with the decision to stay, believing her principal had shown a complete lack of 

appreciation for her hard work. In her mind, a three communicated a lack of effort and 

deficiency in the quality of her teaching. 

Contract times, fundraisers, and times of evaluation each provide examples of 

occasions where teachers wrestle with the decision to remain with or leave the 

organization. These are arguably only a few examples of times during the year where a 

teacher is confronted with the decision of whether or not their investment of time is worth 

continuing. Intolerable parents create another point of decision. 

Intolerable Parents 

 Intolerable parents create another reason for evaluation on whether or not to 

return. In one conversation with a struggling teacher, Julie confessed that she was having 

a difficult time making a decision whether or not to sign her contract for next year. She 

admitted that she had been struggling with the students, but in some respects, this could 

be expected; especially given it was her first year. However, it was not expected that the 

parents would not support her. Tears streaming down her face, she said, “I’m just not sure 

what has happened here. I don’t know. I’m looking for a burning bush over spring break, 

to see what it is God wants me to do. My husband seems to think there’s really nothing to 

indicate that I should leave.” But the criticism and conflict with the parents had become 
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almost too much to bear. It was not uncommon for this teacher to have lengthy email 

conversations with her angry parents or to have frequent meetings with frustrated parents. 

In her mind, it was difficult enough to learn the craft of teaching and classroom 

management without having to deal with unforgiving and impatient parents. Ultimately, 

this teacher did not feel that she would be able to continue to handle the conflict with the 

parents and decided to not return the following year. 

 Teachers at Calvary may note in times of frustration that parents in private 

schools are, too often, “rescuing parents.” This pejorative label communicates a certain 

level of frustration with their classroom parents. For example, one teacher lamented that 

the manner in which one parent tried to “rescue” their child from a poor test grade was 

dishonoring. The parent had, from the perspective of the teacher, attacked her, claiming 

that the reason for their child’s poor test performance was her lack of ability to 

communicate the material clearly and effectively.  

At times, teachers will opt not to impose penalties on students for what they 

consider to be minor infractions because of the anxiety that accompanies having to deal 

with certain parents. Unfortunately, this will often create further challenges for those 

teachers who consistently uphold school policies. For example, Kim complained about a 

peer who had created an almost unbearable situation with several of her classroom 

parents because this teacher had not held her students accountable for inappropriate 

behavior during the year she had them as her students. Consequently, although she 

maintained a strict enforcement of policy, this was met with consistent confrontations 

with her classroom parents. Parents were arguing that the previous teacher had not been 

as harsh or inflexible. Frequent conferences with the principal and offended parents led 
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the teacher to meet with her principal to express her frustration with her peer. In her 

opinion, it seemed unfair that she had to “clean up the mess” of her fellow-teacher. It also 

seemed unfair that she should be labeled “harsh” or “inflexible” when she was only 

“doing her job.” Her indictment extended to unreasonable parents who appeared to 

expect “a pass” for their child’s inappropriate behavior. 

 Academic performance, as well as times of correction, provides occasions where 

parents will at times, confront teachers. Typically, parents point out either the harshness 

of the penalty or the inconsistency of the teacher in meting out punishment. The student 

handbook articulates reasons for demerits and detentions. Although parents may not be 

well-versed in the contents of the handbook, it is quite common for parents to reference 

the handbook in times where their child is being disciplined. For example, I have had 

parents argue with me, “Show me where that infraction is in the handbook!” The 

handbook is not designed to cover every possible infraction, yet it continues to expand in 

part, because it serves as a means to protect teachers from parents who challenge them in 

times of correction. Although classroom expectations are high for teachers, handling 

difficult parents can often provide a reason for a teacher to leave Calvary. Lacy noted 

that, “when you feel as if you continually strike out with parents in your classroom, you 

ask yourself, ‘is this really worth it?’” 

Frequent Changes 

 Given the school is in its nascent form, changes have been common. One teacher 

bemoaned the fact that there have been frequent changes during her time at the school. 

Although she admitted that most of the changes were the consequence of the merge, she 

repined that knowing this did not make her time easier or the changes easier to handle. If 
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anything, the frequent changes raised the question for this teacher if this state of flux 

would always be the case at Calvary Christian. 

 Jenny expressed her frustration with not only the frequency of changes, but the 

timing of the changes. She bemoaned the fact that as often as changes are taking place, 

they are typically made at random times, with no rhyme or reason as to why they are 

necessary at that point in time. She questioned these changes by arguing, “I don’t 

understand how we can make some of these changes when the handbook is already set 

for the year? I thought the handbook was our code for the year. How then can we add 

things in the middle of the year? What can be so important that we can’t wait until next 

year?” 

 Frequent changes appear to communicate instability and uncertainty to teachers at 

Calvary. Teachers begin to question if the school will ever provide a stable environment 

in which to work. This was particularly true during the early months and years following 

the merge between the two schools. This became evident with one new principal as she 

instituted more than a few changes for teachers. Teachers came to me expressing concern 

that they were uncertain that the new principal understood not only the culture of the 

school, but the direction of the school. Lisa candidly stated, “I don’t know if I can a 

handle a year of this!” On another occasion, the new principal came to the beginning of 

year teacher in-service ill-prepared and full of new ideas. The new ideas created an 

inordinate amount of new paper work for teachers. Instead of seeing these changes as 

positive, teachers questioned their necessity and the need to have so many changes in one 

year. 
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Exhaustion 

 Although exhaustion is common among teachers at Calvary, teachers do use 

personal fatigue as a measure of whether or not they will return to the school the 

following year. Occasions where exhaustion defines their overall quality of life are 

allowed. For example, end of quarter grading is often stressful and tiring for teachers. 

Teachers will exchange tales in the faculty lounge of how their workload is affecting their 

sleep schedule. Yet, when the year passes and there is chronic exhaustion, a teacher may 

find it harder to decide to remain within the organization. On one occasion a high school 

teacher sent me an email saying she wanted to change her contract from full-time to part-

time because she did not want to do five preps again. Caroline and her husband had 

talked and felt it wasn’t good for the family or this teacher to teach five preps. The 

teacher wrote, “My husband says that when your hair starts falling out of your head, it’s 

probably time to reevaluate what’s going on in your life.” She was working extremely 

long hours and going home late at night. She was having her young family frequently eat 

fast food meals; going without adequate sleep during the week; and working to the point 

that she was experiencing physical side effects such as her hair falling out of her head. 

Later, the teacher withdrew her contract, believing she needed to find another job that 

was not as demanding on her body and her family.  

A couple of teachers expressed their feelings about exhaustion in the form of 

“being burned out.” One states, “You just get burned out and you’re like okay, why am I 

doing this?” Another admits, “I think sometimes we all reach the burnout stage and I 

think sometimes you have to reexamine why you’re here, why you’re teaching.” The 

question of deciding to remain or not becomes more salient in these times of exhaustion. 
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Philosophical Differences with the Principal 

The difference in teaching philosophy was perhaps most evident immediately 

following the merger between the schools. This was particularly true in the secondary 

school as the new secondary principal had come from the acquiring school and the 

teachers had predominantly come from the acquired school. The acquired school had 

been without an administrator for a year, which meant teachers were expected to develop 

a sense of autonomy. The addition of a principal created immediate culture clashes as the 

new principal began instituting policy and procedural changes. Her worst critics 

considered her changes as draconian, while others considered her to be more concerned 

with her policies and procedures than with people. Within two years of her arrival, there 

were no secondary teachers left from the merger. 

The merger served as the most visible and dramatic example of teachers having a 

philosophical difference with their principal. Yet, teachers still find occasion to express 

disagreement with their principal. More often than not, these disagreements are not 

defining in terms of whether he or she will decide to leave. For example, one committee 

looked at one of the core elements of the school curriculum. One of the principals was 

pushing hard for her choice of publisher. Committee members took offense as it appeared 

that she was strong-arming the direction of the group. One committee member 

complained that if she was going to make the decision, what was the point of others 

serving on the committee? Another committee member lamented that it seemed as if the 

principal was looking only towards those who sided with her view. Still, neither one of 

these committee members saw this disagreement with the principal as cause for 

departure. However, it could be different if there was an accumulation of disagreements 
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or philosophical differences with their principal. Katrina felt her principal needed to be 

stronger in the face of parental opposition, even going so far as to say, “If a man were in 

that role, he wouldn’t tolerate that treatment from parents.” This teacher then struggled 

with the perceived leniency of the principal towards students who were engaged in 

inappropriate behavior. Her final point of difference with her principal came with the 

rejection of her request to have her class load reduced. She opted to not renew her 

contract the following year. 

Other teachers expressed concern at the introduction of new programs into an 

already busy school day. An eager new principal had brought with her new and 

innovative ideas to improve the quality of education at Calvary. However, the previous 

principal had already implemented her own new and innovative ideas. This meant in the 

period of two years, the elementary teachers at Calvary had been introduced to no fewer 

than four new programs. What made it even more concerning for teachers is that the new 

programs were supplementary, not core curriculum programs. A common verbalized 

sentiment expressed by teachers has been, “I am not sure how I am going to fit all of this 

into my day!” Cara complained, “I’m not sure we are helping the students with all of 

these additional programs because I am having a hard time teaching the core curriculum.” 

Given the subordinate role of teacher to principal, this example of a philosophical 

difference with the principal creates not only concern for the teacher, but also reasons for 

evaluation whether or not to remain in the school system. 

Personal Circumstances 

Personal circumstances are cause for teachers to decide whether or not to remain 

in the school. Teachers must weigh the benefits of working at Calvary versus the cost of 
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how the position affects their person and their family, if they have one. Robin struggled 

in her decision to return or not. She felt her children were being neglected and she felt it 

was time to return home. She lamented, “I have my kids and I need to spend more time 

with them and I’ve really missed out on my girl in high school because I’ve been so 

caught up with the teaching responsibilities here. Like tomorrow, my son has a birthday 

party, so I’m not going to be coming into work tomorrow.” In another situation, Tracy 

was having a difficult time making a decision whether or not to sign her contract for the 

following year. She spoke openly of her personal situation:  

“I have my one daughter who is going to college but has health issues. So I’m 

pretty anxious about that to see how she’s going to adjust to college life. She’s 

going to University of North Texas, so it’s not too far away to go up and be with 

her and help her. But still, it’s going to be a stress to have her go away for the first 

time. And then my other little girl has some learning difficulties and is with 

Huntington. She’s getting tired of having to go there, plus do school…I love my 

job. I tell my kids all the time ‘Don’t do something you don’t love. Do something 

you love to do.’ I love teaching. It’s my passion…I don’t know. We’ll see what 

happens in the fall. I think I’ll be home.” (She did not renew her contract.) 

Personal circumstances include a teacher’s children or a spousal job transfer or 

even personal health. One teacher was in a car accident during the summer and had to 

withdraw her contract because of the seriousness of her injury. Another woman withdrew 

because her husband was not happy with the amount of hours it was taking her to do her 

job. 
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Personal circumstances can often create the most anguish for a teacher who is 

caught between staying and leaving. It was not uncommon for teachers struggling with 

the decision to stay or leave because of personal circumstances to seek the counsel of his 

or her respective principal. I have had numerous teachers in my office engaging in 

conversation over how difficult the decision was for them to make. Although they were 

passionate about teaching, loved the work environment and the students, they had other 

matters at home or with their health that made the decision to stay less likely. 

Diminished Financial Rewards and Benefits 

Lastly, and arguably, the most significant reason for the decision phase is the 

diminished financial rewards and benefits. Teachers talk often of the financial chasm 

between private and public school salaries. One teacher noted, “You’re not getting 

rewarded like you would in the public arena.” Although overwhelmingly, teachers (who 

had been in the public school) preferred teaching at Calvary, they regularly contend with 

the thoughts of higher pay elsewhere. As Robin said, “To me it (teaching at Calvary) far 

outweighs the limited financial, the lower financial, but I have to consider what’s best for 

our family too, so I have a really tough decision to make here pretty soon.” Corinne went 

so far as to say, “As I say… financially, I don’t have to live on my income, because I 

couldn’t, because my husband makes a good income, but I’m trying to help my youngest 

child through college still…There’s some financial benefits, but I probably could make as 

much working at HEB (local grocery store), possibly for less time, for sure.” Although, 

this may be an exaggeration, the teacher is attempting to make a point that given the 

number of hours she works to accomplish her job, her pay is significantly less than what 
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appears on her contract. It is in these times of realization that this teacher reflects on 

whether or not the position is worth the investment. 

It is in personal circumstances and diminished financial rewards and benefits that 

the administration struggles to overcome in trying to retain teachers. There is, too often, 

little that administration can do in providing a remedy to a teacher’s personal struggle. 

For example, if a husband believes his wife is working too many hours for the amount of 

money she is earning, it is difficult for the principal to convince him otherwise, given her 

lack of face time with him. In one situation, the principal attempted to pass on to the 

husband through the wife, that the quality of life that she was experiencing at Calvary far 

outweighed any financial benefit of working in a public school. Unfortunately, the 

husband was more concerned with her earnings, believing that his wife could achieve a 

similar quality of life at a local public school. Further, although teachers basing their 

decision on their salary may ask for a greater increase than awarded, it is difficult for the 

principal to grant such a request given budget restrictions. A salary increase would seem 

an easy fix to a teacher’s dilemma, whether or not to stay. Yet budget restrictions make it 

difficult for principals to grant such requests.  

Further, personal circumstances and diminished financial rewards and benefits 

often make a teacher’s decision difficult because these are not reasons attributed to the 

work environment. In conversations with teachers about their struggle whether to stay or 

not, I found teachers anguishing over the possibility that they may never find such a 

wonderful place to work. It wasn’t uncommon for teachers to lament, “I love it here! If 

only you paid more!” 
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In summary, the time of the year, intolerable parents, frequent changes, 

exhaustion, policy disagreements with the administration, personal circumstances, and 

diminished financial rewards and benefits are cause for evaluation. Teachers suggested 

that each of these weighed on their decision to remain with the organization. Although a 

number of teachers reached this phase and decided not to renew their contract, most 

others decided to remain with the organization. They decided to persevere. 



 129

Chapter 8 

The Process of Commitment:  Perseverance 

 The final aspect in the process towards commitment is perseverance. This is the 

phase where the teacher has reached the place of deciding to commit. They have been 

called, engaged in role activity, experienced conflict, evaluated their commitment, and 

have now arrived at the place of perseverance. 

Allen and Meyer (1990) categorize factors of perseverance as affective, 

continuance, and normative commitment. Affective commitment refers to an individual 

having a work experience that fulfils employees’ psychological need to feel comfortable 

and competent in the work-role and organization (Meyer & Allen, 1991). Stated another 

way, affective commitment is such that an individual identifies with and enjoys 

membership in the organization (Allen & Meyer, 1990). Continuance commitment is 

based on the “magnitude and/or number of investments employees make and a perceived 

lack of alternatives” (Allen & Meyer, 1990, p.4). In other words, the individual makes his 

decision to remain with the organization based on the costs associated with leaving. 

Normative commitment refers to the sense of obligation the employee has to the 

organization (Allen & Meyer, 1990). Individuals decide to remain in the organization 

based upon their loyalty to the organization. 

These broad categories identify reasons for an employee’s perseverance through 

the phases of conflict and decision. Using these three antecedents of commitment serves 

as a loose framework for looking at the perseverance phase in this study. The protocol of 

interview questions asked participants to address this conceptualization of commitment. 

One question asked if the reason they continued to remain with the school was related to 
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either sharing the values of the school, the rewards and benefits they received from 

working at the school, and/or feeling a sense of duty or calling to remain in the school. 

Although it could be argued that there are a variety of rewards and benefits when one is 

working in education, participants clearly felt the motivation for remaining with the 

organization had little to do with the rewards and benefits associated with teaching 

children. Instead, shared values through relationships and being given an opportunity to 

make a difference, as well as feeling a sense of duty or calling served as primary reasons 

for continuing to remain in the organization. 

 There are arguably two levels of perseverance as it relates to time. One type of 

perseverance can be seen in the “follow-through” of a contract. The departure of a 

teacher in the middle of the school year can be seriously disruptive for the class and the 

school. It can hinder a child’s education as well as hurt the reputation of the school. 

Calvary is located in a fast growing area where public schools are rapidly being built. The 

competition for teachers is fierce and has created a significant challenge for Calvary since 

its launching. Therefore, it is critical for teachers to remain through the year as it may be 

difficult to find a permanent replacement for the rest of the year. A teacher’s contract is a 

ten month commitment to teach that class. It is an agreement between the school and the 

teacher, that in spite of hardship, the teacher will fulfill the contract. Many teachers 

discussed their commitment during the interview for this study in terms of the annual 

contract, understanding the ethic of fulfilling the contract. For example, teachers made 

statements such as, “If you say you’re going to do something…follow through.” 

Additionally, “This is what I am signing up to do. Therefore, I’m going to do it. I’m 

going to follow through.” There is a realization that even remaining through the school 



year can involve ongoing costs. One teacher talked of her experience in another school 

where there was much conflict. Yet, she decided to stay through the year because of her 

students. Perseverance for ten months is seen as one level of commitment.  

Another type of commitment is seen in remaining within the organization beyond 

the annual contract. Certainly, the goal for administrators at Calvary is to retain as many 

teachers as possible each year, as it allows a teacher to improve the quality of her 

teaching as well as enhances the reputation of the school. Sally echoes the hope of 

administration in her words:  

“Well, in the beginning when I first started, it was good because…it’ll be  a 

Christian school and I’ll be able to leave my son a little more easy, and so I think 

I’ll like it. But you know in the back of my mind, I thought maybe if we need 

some more money, I’ll switch schools or whatever and we can do that. But I don’t 

think I could do that, after being here for six months. I just love the people here 

and I love the kids. The parents are easy to work with, easier than I would have 

imagined, coming into teaching.” 

Perseverance can be seen in both the fulfillment of the annual contract as well as 

remaining within the organization. It appears that reasons for perseverance include 

relationships, the opportunity to make a difference, and their calling. 

Relationships 

 Relationships do not mean friendships. Nowhere in the data does it appear that 

friendships are the primary reason for remaining in the organization. As a matter of fact, 

few teachers socialize outside of work. Although there is a social committee for each 

campus, those who lead the committee find it difficult to gather teachers for dinner after 
 131
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hours. Thus, there are few planned social events after hours during the course of the 

school year. Rather than friendships, teachers speak of support, shared experiences, and 

shared values as salient reasons for persevering. 

Support 

 Support has at its core the belief that “we take care of each other.” Arguably, the 

most visible example of support is seen in the morning devotional times. Each morning 

teachers are required to begin their day in a group devotional time. Teachers rotate 

through the year in leading this fifteen minute time. A typical format includes a reading 

(often from the Bible), a solicitation of needs for which the group can pray, and finally, 

closing prayer. The purpose for this time is primarily to remind the teachers of their 

purpose in life and vocation. And while this may be accomplished, teachers often see it 

more as a time of support. Kim testified, “We meet every morning for devotions, so if 

you’re going through something personally, there’s a support group there that you’re free 

to be open with and not have to hide what’s going on in your personal life.” Dorene noted 

that devotions keep her motivated, while Brooke testified, “one of the things that we do 

here that is awesome is that every Monday through Thursday we meet at 7:30 am for 

devotions. It’s an opportunity for us to talk, get together, and talk about things…and it’s 

really refreshing.” The devotional time appears to be the living metaphor of support for 

teachers. Support is talked about in terms of care, protection, and positive feedback. 

 Care is seen from various angles. Teachers talk of how their peers care for each 

other. Teachers spoke of the routine of assistance when it is needed. A teacher with a 

migraine needs help covering recess; a teacher who is too sick to remain for the day 

needs her class covered; a teacher is struggling with a particularly difficult child and 
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needs a listening ear. Each of these are examples cited by teachers as examples of caring. 

But even beyond the school day, teachers spoke of the care they have received after 

“contract” hours. Although there is no obligation and numerous teachers talked of being 

already overly committed, they boasted of the benevolence of their peers. For example, 

Karen talked of being out only one day and teachers checking on her to see if she was 

okay. Another teacher going through a divorce expressed her gratitude over the heartfelt 

sympathy of her peers. In times of family crisis, it is not uncommon for teachers to 

prepare meals or purchase restaurant gift cards for their fellow teachers.  

 Care is also seen from parents. Sheree expressed her appreciation for the parents 

of Calvary, saying, “They stay in touch with us regularly. I know if you’re out sick for a 

day, they’ve been in touch with you to let the student make sure that you’re okay the next 

day…We had to paint our rooms when we moved into this building. We had parents who 

were here until midnight!” Further, one week out of the school year is set aside for 

parents to tangibly express appreciation to their child’s classroom teacher. Teachers 

talked of the “spoiling” or the “generosity” of their parents. Although there are certainly 

parents who create conflict for teachers, there are, arguably, more parents that support 

their child’s teacher. 

 Care is also seen from administrators. Stephanie shared her gratitude over her 

administrator’s kindness:  

“At the beginning of the year, we had a lot of things come through that, ‘you need 

to do this and this.’ And to go in and say, ‘There’s no way this is all going to get 

done. What’s your priority here?’ And she just said, ‘Okay, this is what I want 
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you to do if you need to modify this. Don’t be overwhelmed.’ And for her to 

change things to where you could be a functioning staff member was huge.” 

This teacher views the administrator as the one who can make her job easier or more 

difficult. She uses the descriptive term “huge” to illustrate how important it was for the 

administrator to help solve this problem. There is a sense that the principal rescued the 

teacher from failure…and the school year had just begun. Gina made a more general 

comment concerning the administrators 

“I think the school is really making some effort to keep their staff…this year, they 

added insurance. They did some things that let us know that as a staff, they’re 

really working on, not that we expect them to be paying us what the public 

schools pay, but that they’re trying to make some changes. And I think as a 

teaching staff that lets us know that we’re not out in the woods forever.” 

It is understood that Calvary teachers will not earn the salary of public school teachers. 

But the fact that the administration understands the disparity and is taking steps to close 

the gap between the two (even though admittedly it will never be equal), is enough to 

show this teacher how much the administration cares about their situation. In other 

words, rather than attempting to ignore the disparity and focus only on the benefits of 

working in a private school, the administration has chosen to address the issue. That 

alone communicates concern for this teacher. 

 Care is one kind of visible expression of support for the teachers. Another type of 

support that emerged in the research was seen in the protection of the teacher. Comments 

made about this kind of support referred primarily to the administrators’ efforts. Peggy 

spoke of working in a public school setting where there was no support. When there was 
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conflict in the class, she was on her own. But at Calvary, her principal has been 

consistently supportive. On one occasion this teacher received a seriously critical email 

from one of her students’ parents. She took the invective to her principal, unsure what 

steps she should take with the parent. The administration intervened, calling for a 

conference with the angry parent and the teacher. The parent was confronted and warned 

that any further emails of that nature would mean the dismissal of the child from the 

school. The credo of the school is, “The staff at Calvary partners with parents…” This 

example of the email was not viewed as appropriate behavior in keeping with a core 

value of the school. The parents apologized and assured the teacher and the 

administrators that it would not happen again. Following the meeting, the teacher 

expressed her surprise and gratitude that the administration had gone to such lengths to 

protect one of their teachers. David added, “I feel supported. I feel encouraged. I even 

feel, whenever I’ve made a mistake and I’m corrected, it’s done with love and it’s not 

done with criticism. That’s why I stay.”  

 Care, protection, and positive feedback provide examples of teacher support. One 

teacher noted, “Positive feedback from your administrator, ‘things are going well’ or 

‘looking great,’ or parents are complimentary or whatever. When it comes from both 

sides, then you’re good to go.” Jenny described her stress as less when she receives 

positive feedback from her peers. Victoria saw listening as an example of positive 

feedback. She talked of having a principal who was always a sounding board and a 

positive support. It was in the act of listening that this teacher felt she was supported. It 

was an act that consistently made her feel appreciated. In the first category of antecedents 

for perseverance, relationships are seen as a salient reason for a teacher’s commitment. 



Support is one way in which relationships nurture perseverance. The care, protection, and 

positive feedback to the teachers provide examples of support.  

Shared Experiences 

Another reason for perseverance, in the category of relationships, is shared 

experiences. These shared experiences provide a release for teachers in which they are 

able to share their stories with each other. As well, they offer encouragement in that 

others can identify with their story and offer sympathy or empathy. Quite often I eat my 

lunch with the teachers and listen to their stories of the day. A teacher will bemoan the 

lack of attentiveness her students are demonstrating on that particular day. Another 

teacher will echo the same sentiment. It is common for a chorus of voices to carry the 

story around the lunch table with each teacher adding his or her own colorful and 

personal elements.  

The success of the devotional time is often due to the shared experiences the 

teachers have with each other. Devotions more often than not focus on common teacher 

experiences. They are designed to encourage, challenge, and comfort each other in light 

of these shared experiences. Sylvia shared in her devotion time that she and her husband 

had recently been going through some hard times. What made the time even more 

difficult was that they felt as if God had been silent. It was difficult enough going through 

such challenging times, but to not feel as if God was present made their difficulties seem 

that much harder. It was during this period in time a passage from the Bible came to 

mind. It was the passage where Jesus said, ‘If your son asks for bread, are you going to 

give him a stone?’ Her point was that Jesus takes cares of his own during hard times. She 

went on to talk about the Old Testament patriarch, Jacob. In one story Jacob wrestles an 
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angel until he the angel is willing to bless him. Her grandfather used to say, “We need to 

pray through to victory.” Jacob did this and so should we.  The teacher wrapped up her 

devotion with the challenge that though we still had one quarter of school left, we should 

pray through the hard and challenging times and remember that Jesus takes care of his 

own during difficult times. 

The teacher begins the devotion referring to a personal hardship that she had 

shared in more detail in a previous devotional time. She references a lesson from her past 

and then contextualizes it to apply to her peers. Everybody laughed when the teacher 

said, “We have only one quarter left of school.” They understood that the intent of her 

devotion was to communicate that just as she was praying through to victory in her own 

personal hardships, so the teachers needed to pray through to victory in this final quarter 

of school. The final quarter of school is difficult. Teachers are tired and students are 

restless. It was the shared experiences of being a teacher that made this devotional time 

resonate with her peers. 

Shared experiences are important in establishing relationships that will encourage 

perseverance. They allow a teacher to see that they are not alone in the challenges they 

face during the course of the year. Support, shared experiences, and shared values serve 

as reasons relationships are important in nurturing perseverance. 

Shared Values 

 Arguably, shared values is the most important distinctive in the category of 

relationships for the teachers of Calvary. As important as support and shared experiences 

are in the life of a teacher, these can be found in a public school setting. However, the 

shared values, particularly of the Christian faith, will only be found in a Christian school 
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such as Calvary. Every teacher is required to be a person who professes a commitment to 

Christ. The application for employment requires teachers to agree with the statement of 

faith. Further, they are required to write their testimony of how they came to Christ on a 

separate sheet of paper. As well, all teachers are expected to be a member in a local 

church, although administration does not track church attendance. 

 Teachers refer to these shared values as important in their remaining with the 

school. For example, it was common for teachers to say in the interviews that they stay 

because they share the values of the school and the other teachers. Cara summed it up this 

way: 

“I was in public school for 26 years and I had gotten to the point that I couldn’t 

discuss my faith in the classroom at all. And yet, I was being required to teach 

other religious faiths. When we had our cultural awareness week, it was based on 

their religion, not on their culture. But I didn’t feel I had the freedom to say 

anything about Christianity at any time. And I didn’t like that we started having 

winter holidays and there were no allowances for the Easter holidays.” 

The homogeneity of values allows the teachers to work in an environment where 

they are secure in the knowledge that an integral part of what defines their person does 

not have to be left at the front door of the school. Whereas support and shared 

experiences provide encouragement during times of conflict or discouragement, sharing 

the same values as other employees is important in that these values are self-defining and 

teachers claim they need an arena in which they can be expressed rather than repressed. 

Calvary allows this expression to take place in the company of other like-minded people.  
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Relationships are nurtured at Calvary through support, shared experiences, and 

shared values. Each of these contributes to the nurturing of relationships amongst 

teachers and, ultimately, encourages perseverance. Another reason teachers persevere is 

the opportunity to make a difference. 

Opportunity to Make a Difference 

 Teachers consistently talked about the opportunity to make a difference. As Abby 

states, 

“When you see that child at the beginning of the year struggling and then you see 

at this time of year that progress or you hear something that they’re doing and you 

see that they’ve really progressed…that’s what it’s all about. That’s the bonus, not 

the financial. To try to tell somebody who’s not a teacher that that’s why you do it 

is hard to explain. That’s what the payoff is.” 

Progress reinforces the sense of purpose for this teacher. Movement in the 

direction of positive change in the life of a student provides ongoing motivation for this 

teacher. She even sums up the purpose and motivation for teaching by saying progress is 

“what it’s all about.” 

The immediacy of making a difference becomes important for the teacher. Kim 

tells the story of conflict between students in her class. Her class had quite a few 

independent, first-born’s, and only children.  On one occasion a new student was 

experiencing difficulties with her peers. Unfortunately, the perceived offenders did not 

see that they were doing anything wrong. They claimed innocence until the teacher pulled 

aside the chief instigator. Once confronted, she confessed to ill treatment of the new 

student and apologized to the teacher. The student was also willing to apologize to the 
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new student. Although this was not a significant event of life change, the teacher told this 

story as a testimony of an event where she witnessed a child who typically avoided 

responsibility for her actions, not only confess to wrongdoing, but also volunteer to make 

things right in the class between her and her classmate. In short, the teacher felt that this 

was an example of her being able to make a difference in the life of a student. 

Dorene talked of the impact the immediacy of progress has on her enthusiasm and 

motivation. She posits,  

“When you get recognition from your children, your students, that have, you 

successfully accomplish some goal with them and you get feedback from them 

that they are even excited about it, you can’t help but increase your commitment 

and enthusiasm for the job.” 

Dana describes the effect of immediacy on her level of enthusiasm, saying,  

“I think kids enjoy my class. I think they really do. I can see them having fun. I 

can get a smile out of them most days when I’m there and that’s really a blast to 

me…and as long as they’re responding, then I’m good…it’s a wonderful feeling 

to have them kind of do that.” 

 In both of these testimonies the immediacy of a smile and excitement from the 

student provides evidence that a difference is being made in the life of a student. And 

while this is not a guarantee that the child is progressing in their education, it nevertheless 

provides ongoing evidence that the teacher is making a difference in the life of a student, 

even on the level of establishing a healthy relationship with the child. 

 Beyond the immediate is the opportunity to impact the future of a student. As 

Abby stated, “When you look back four or five years from now, and say, ‘Okay, I taught 



 141

that child and now they’re out doing this,’ I think that makes a difference.” Victoria 

expressed this same sentiment when she said that the beauty of teaching in the same 

school for several years is being able to watch the maturity of students who were once in 

her class. She noted,  

“I can see that I laid a foundation that they’re building on. I taught them that they 

have to bring their homework every day or ‘you know what, you’re going to do it 

at recess.’ And we don’t do that because we’re punishing, we’re just doing that 

because we’re learning responsibility. So in fifth grade, they’re having an easier 

time remembering to do their homework because they learned it in third grade.” 

It appears the ability to look towards the future is important for these teachers as 

they consider the difference they make in the life of a student. It seems they must 

understand the work they do is critical for the future of the student; that the affect of their 

investment into the life of the student is best seen in the subsequent years rather than the 

present year. 

Calvary has an innovative program called, Impact Education. It is a program 

designed to teach students to intentionally make a difference in the world through acts of 

service. Beginning in the elementary years, students learn about various people groups 

throughout the world and the various needs represented among these groups. For 

example, in the second grade they learn about a group of people who make their homes 

out of cardboard boxes. In the seventh grade, students begin to take Impact trips where 

they engage in a weekend of service. In the seventh grade they work in a local nonprofit, 

and in each subsequent year the students move to further points of destination. In the 

twelfth grade they take an Impact trip to an overseas destination where they will serve a 
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local nonprofit organization or church ministry. A curriculum is currently being 

developed that will be available for other private schools to use as this is a unique 

program compared to what most other private schools are doing. The school has an 

Impact Education director which is also a unique staff position. 

Impact Education was referred to by numerous teachers as a reason they enjoy 

working at Calvary Christian School. Gina said her appreciation of Impact Education is 

how it broadens the student’s world from just being a self-centered world to a more 

global perspective where people have great needs. Corinne said the fact that she was 

teaching at a school that encouraged acts of service and love made her feel better about 

working at the school. It is a programmatic example of making a difference. A typical 

stereotype of private school kids is that they are sheltered and spoiled. Yet, Calvary is 

trying to break the stereotypical image of private schools with the implementation of their 

Impact Education program. 

The opportunity to make a difference in the life of a child, whether immediate or 

for the future, motivates teachers to persevere. In spite of the challenges that are faced 

throughout the year, teachers view making a difference as a privilege, responsibility, and 

worthwhile investment. Support, the opportunity to make a difference, and the calling to 

teach provide incentives to perseverance. 

Calling 

The calling to teach was the first phase discussed in the process towards 

perseverance. The research showed that many teachers believed they were called to teach, 

and even called to teach at Calvary Christian School. The calling was the entry point into 
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the vocation. It was also an entry point for a number of teachers into the school. It is 

noteworthy to find that the calling is also a critical element in the phase of perseverance. 

As Susan said,  

“(There) is just the internal confirmation that I know I’m supposed to be here. I’m 

exactly where God wants me to be, doing exactly what he wants me to do. That’s 

about it. When I think about, should I be home with my kid? Am I doing a 

disservice to my kid by putting them in daycare? Is that a bad thing? It’s 

something that every day I feel is reaffirmed, that this is what God wants me to 

be. The best thing I can do for my whole family is to follow God’s plan for my 

life.” 

David admits, 

 “One of the reasons why we didn’t move is because of how I feel about the school 

and I really feel this is the place that I’m supposed to be at.” 

Although the teacher doesn’t use the term, “calling,” it is implied that Calvary is 

where he is called to be. The calling in both of these cases has caused the teachers to 

make a choice that affects their family, whether daycare for a child or not moving out of 

the area. The calling has also motivated them to stay in spite of other options or choices. 

In short, persevering seemed the “more right” decision, based on their sense of calling. 

Other teachers talked about the ongoing challenges of teaching and yet their sense 

of calling to remain at the school. As Gwen said, “I stay here because I believe it’s where 

God wants me to be. I have had feelings this year where there were days I thought it was 

not…but when I stop and talk about it out loud, I know what he wants me to do.” 
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Arguably, the teacher comes full circle. She begins with a call and remains 

because of the call. She follows the call with action, which is then followed by conflict 

and decision. And if she perseveres, she will find her source of motivation in the support 

she receives, the opportunity to make a difference, and her calling to teach. Numerous 

teachers even talked about remaining because of not only their calling to teach, but also 

their calling to teach at Calvary.  

These five aspects appear to be the process towards commitment for the teacher at 

Calvary Christian School. Each is a distinct and important element along the way to 

commitment. In this study, it appears as if teachers who are committed to the 

organization begin with a calling, engage in action, encounter conflict as result of this 

action, struggle with a decision because of this conflict, and then choose to remain with 

the organization. 
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Chapter 9 
 

Complaining, Negative Communication, and Commitment 
  
 Research suggests that teacher dissatisfaction is often related to a variety of 

reasons which include low salaries, lack of administrator support, poor student discipline, 

lack of student motivation, and lack of participation in decision making (Ingersoll, 2002). 

This dissatisfaction may lead to either teacher complaints or even the departure of the 

teacher. Arguably, prior to the decision to leave, teachers express their frustration, 

whether to those outside of the work environment or those within the work environment. 

It is the act of complaining to those within the organization that is my focus in this 

chapter. This chapter looks at complaining as it relates to organizational commitment and 

how it is perceived by those around the complaining teacher. 

 The literature on organizational commitment examines the antecedents of 

commitment. Why does an employee remain loyal to an organization? Do age, 

personality, and/or tenure play a role in one’s level of commitment? Additionally, 

commitment literature also looks at the outcomes of commitment. Does commitment 

translate into punctuality, showing up to work, and/or remaining with the organization? 

Yet, what about those employees who remain with the organization, but are under-

performing? Is an employee considered committed simply by virtue of showing up to 

work every day and on time? In brief, how does the outcome of job performance relate to 

organizational commitment? 

Researchers argue that beyond tenure and absenteeism, it is also important to look 

at the relationship between job performance and commitment. It is common sense that a 

committed employee would not only remain with the organization, but also contribute to 
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the organization’s efficiency. Mowday et al. (1982) argued that a committed employee 

would not simply exist within the organization, but would also exert effort to contribute 

to the organization’s well-being. Yet, Slocombe and Dougherty (1998) suggest that 

employees who have job security may desire the status and paycheck that accompany 

their position, but because of that very job security, they may not feel the need to put 

forth much effort. Also, disgruntled employees may be looking for other employment, 

but they may be working hard in order to retain favor with the supervisor (either for 

continued employment until a better position comes along or for a future job reference).  

The complexity of this relationship is seen in the inconsistent findings that a 

relationship exists between job performance and commitment. Despite extensive research 

suggesting that a committed employee will exert greater effort, evidence of this 

relationship is mixed (Keller, 1997; Mathieu & Zajac, 1990; Wright & Bonett, 2002). 

Researchers argue that a lack of consistency in studies on this relationship may be due to 

the examination of a global view of organizational commitment and its affect on job 

performance (Siders, George, & Dharwadkar, 2001; Somers & Birnbaum, 1998). In 

response to research on the global view of commitment, researchers have argued for the 

specific analysis of affective commitment (emotional attachment) and continuance 

commitment (cost of staying versus leaving) and their respective relationship with job 

performance (Meyer, Paunonen, Gellatly, Goffin, & Jackson, 1989; Sinclair, Tucker, 

Cullen, & Wright, 2005; Siu, 2003). 

In a study of bank branch employees, Hunter and Thatcher (2007) found a 

relationship between affective commitment and job performance. When employees had 

higher levels of affective commitment, they were found to perform more effectively in 
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sales performance. Riketta (2002) conducted a meta-analysis to estimate the relationship 

between affective commitment and job performance. He looked at 111 samples between 

1990-2001 and found a relationship between the two. Siu (2003) studied two samples of 

employees in Hong Kong’s service sector and found that employees tended to attach 

themselves psychologically to and identify with their organization which in turn led to 

positive effects on their contribution to it. Siders, George, and Dharwadkar (2001) 

researched this relationship in four sales organizations in the orthopedic implant industry. 

They argued that a strong relationship exists between affective commitment and job 

performance. When a sales person feels a sense of belonging or identifies with their 

organization, their sales volume increases. Yet, other studies have found a weak 

relationship or none at all between affective commitment and job performance (Cohen, 

1991; Mathieu & Zajac, 1990; Randall, 1990). In a study of scientists and engineers, 

Keller (1997) found a relationship between affective commitment and job performance 

for scientists, but did not find this to be true in their study of engineers. 

Researchers have also looked at the relationship between continuance 

commitment and job performance (Mayer & Schoorman, 1992; Meyer, et al, 1989). 

Meyer et al. (1989) found in their study of first level managers in a large food service 

company that when commitment reflects an identification with the organization, the 

company may benefit in terms of lowering turnover and better job performance. 

However, when commitment to the organization is based primarily on the costs 

associated with leaving (continuance commitment), employers may find that employees 

will not perform at a superior level. Meyer et al. (1989) argue that an employee may 

desire to leave the organization, but they may be receiving rapid promotion or a salary 
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that makes it difficult for them to leave. This may result in the employee doing only the 

minimum effort required of them in order to retain their position. Mayer and Schoorman 

(1992) conducted a longitudinal study in a major financial institution, looking for the 

effect of commitment on job performance. They found that although continuance 

commitment was related to turnover, it was not related to job performance. These results 

are consistent with other studies evaluating the relationship between continuance 

commitment and job performance (Angle & Lawson, 1994; Meyer & Allen, 1986). 

Job performance has been conceptualized as “an individual’s overall 

performance/task proficiency or as performance on specific dimensions, such as quality 

and quantity of work” (Siders, George, & Dharwadkar, 2001, p. 572). Yet, missing in this 

definition are activities that take place in the organization that may be unrelated to 

performance or task proficiency. For example, where do prosocial behaviors such as 

organizational citizenship behaviors (where effort is not necessarily related to rewards) fit 

within this definition? And where does an employee’s attitude and non-task related 

communication with peers fit within this definition? There is general agreement that 

performance/task proficiency is relevant in the study of the relationship between 

organizational commitment and job performance. Yet, Borman (1990) suggests that 

commitment-performance should also be evaluated when it is not tied to formal reward 

systems. Further, Somers and Birnbaum (1998) suggest “behavior that is detrimental to 

organizations and individuals in organizations in the form of acceptable performance is 

related to commitment processes as it addresses contra-normative or unsocialized 

behavior in organizations” (p. 625). In other words, research on this topic should look not 

only at issues of task proficiency, but also negative behaviors that affect the organization 
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and the individual. Thus, this chapter looks at job performance as it relates to negative 

behavior within the organization. Specifically, this chapter looks at complaining as an 

example of a lack of commitment to the organization. What emerged in my study 

suggests that although a lack of commitment may be more obvious in activities such as 

tardiness, absenteeism, or leaving the organization, it may be more subtle, but 

nevertheless, apparent, in negative communication acts such as complaining.  

A complaint is conceptualized as the expression of personal dissatisfaction 

because of unmet expectations (Kowalski, 1996).  Heck, Bedian, and Day (2005) identify 

two distinct types of complaints: instrumental and noninstrumental. Instrumental 

complaints are intended to bring about change, whereas noninstrumental complaints “are 

meant to serve a social expressive or goal-enhancing function” (p. 2265). An example of 

an instrumental complaint might be when a customer demands a refund for a faulty 

product purchased. A noninstrumental complaint might be heard in the words, “My boss 

doesn’t appreciate me,” or “My last promotion was not really a promotion at all.” The 

employee is simply venting emotions, without the expectation that there will be any 

change in circumstances. Heck, et al. (2005) suggests that work place complaining may 

be due to discontentment or dissatisfaction “emanating from circumstances associated 

with work-related attitudes and interpersonal relationships that are inconsistent with one’s 

self-esteem” (p. 2265). Kowalski (1996) argued that complaints are a way an employee 

seeks to control events in their environment.  She suggested that when individuals 

complain, “they are trying to regain control of a situation by putting an end to the 

experience of an aversive event” (p. 183). However, researchers point out that employees 
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with a reputation of complaining run the risk of being alienated from their peers in 

informal and formal groups (Edwards, 2005; Graen & Uhl-Bien, 1995; Kowalski, 1996).  

This study of Calvary Christian School discovered that commitment is expressed 

through task proficiency/efficiency, but a lack of commitment can be expressed through 

complaints. Teachers noted that teachers who lacked commitment simply “put in their 

time” or “do the minimum.” But it was also noted that teachers who lack commitment 

complain or grumble often. Numerous reasons emerged as to why complaints were seen 

as an example of an employee’s lack of commitment. These included resistance to change 

and saving face. Complaining was qualified as “negative.” At times, the terms 

“negativity” or “grumbling” were used synonymously or interchangeably with 

“complaining.” One teacher noted that a lack of commitment was seen in “a lot of 

negativity, complaining…”  Another teacher believed that “somebody that doesn’t 

complain or grumble is committed.” Clearly, teachers viewed complaining as having a 

negative effect on the school as well as creating divisions in the community. Complaining 

has a negative influence on the environment and demonstrates a lack of productivity. 

The distinction between instrumental and noninstrumental complaining was 

salient in this research as teachers who used noninstrumental complaints were viewed as 

more egregious offenders than were those who were instrumental in their complaints. For 

example, one teacher noted, “If you’re complaining about something…it’s one thing to 

have a complaint, but then to do something about it, to try and change it.” In other words, 

complaining is a more noble enterprise if the complainer is attempting to bring about 

actual change. However, when teachers complain for the sake of complaining, this is 

viewed more harshly. Caroline observed, “…there were some occasions when there was a 
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lot of grumbling and people weren’t…they would grumble, but they wouldn’t go to the 

person with whom they had the problem and deal with it. It would be grumbling behind 

their back.” Sylvia indicted the person who complains outside of the school, stating that a 

person who lacks commitment is “talking in a negative way outside the school 

environment. It may be at their church or in a group setting of friends, instead of 

addressing those negative issues toward the school or an administrator that can work 

towards whatever the problem is.” Arguably, noninstrumental complaining is seen as 

contrary to the Matthew 18 principal touted throughout the school system. Matthew 

18:15-16 reads, “If your brother sins against you go and show him his fault, just between 

the two of you. But if he will not listen, take one or two others along, so that ‘every 

matter may be established by the testimony of two or three witnesses.’” The mandate 

always involves a discussion that involves the offending party. Further, the purpose of 

this command is for the restoration of the relationship. It is common in the midst of 

conflict or complaint for Calvary administrators or staff members to cite this principle. 

Teachers see it as destructive when parties engage in complaining that does not involve 

the perceived offenders nor looks to bring about change or restore a broken relationship. 

Regardless of the motivation, numerous reasons emerged as to suggested causes 

for complaining among teachers. These included a resistance to change and saving face. 

Resistance to Change 

Resistance to change was perceived to be the result of new policies, new duties, 

conflict with a supervisor, perceived loss and perceived laziness. Each of these emerged 

as salient antecedents of teacher complaints. Although the threshold was not defined, to 

each teacher, there seemed to be a threshold that one could cross that would categorize 



 152

their behavior as unhealthy. Typically, that threshold included complaints that were 

chronic, noninstrumental, and did not involve the perceived offending parties. 

Additionally, complaints that were exaggerated or spoken with ulterior motives were also 

seen as destructive. For example, Stephanie lamented that teachers who lack commitment 

are those “teachers who complain, sit in the teacher’s lounge and complain abut every 

little thing, do not want to do anything but what they’re required to do.” A teacher who 

complains about “every little thing” is seen as a chronic complainer who will even 

exaggerate the state of affairs simply for their own selfish agenda. 

New policies or changing policies served as an antecedent for complaints. Often 

the complaints were the result of policies that seemed to micromanage teachers, reduce 

the sense of community, and/or made no sense. While teachers who recounted these 

stories were not always in agreement with the policies, they were clear in their negative 

assessment of the complainer. Kim told the story of several teachers who would sit 

outside at the picnic table and regularly complain about policy changes. For example, the 

new principal created a new rule that teachers could no longer show movies on Fridays. 

These teachers were angry and offended, believing this rule was an example of being 

micromanaged. They were confident that they were effective teachers who knew how to 

use their time wisely. Movies were seen as a reward for week of hard work on the part of 

the students. However, the teacher recounting the story, as well as the principal, saw 

movies on Friday as a poor use of classroom time. Further, some teachers viewed the 

complainers as demonstrating their lack of commitment because a committed teacher 

would not be looking for ways out of classroom instruction. Instead, committed teachers 

would be looking for ways to enhance teaching in keeping with the curriculum. 
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Micromanaging and reducing the sense of perceived community was another 

reason for complaint and was particularly evident following the merger between the two 

schools. The acquired school had previously allowed an open campus where students 

from other schools could visit during the day (e.g., for lunch). Following the merger this 

practice was no longer allowed. This also applied to children of teachers. On one 

occasion a teacher’s child had the day off from her public school. The teacher assumed 

that it was acceptable for her to bring her child to work. However, upon arrival, she was 

informed that her daughter would not be allowed to stay and other arrangements for the 

child needed to be made. The teacher was furious as she saw it as an example of reducing 

community and becoming a more sterile institution. However, other teachers saw her 

complaint as a symptom of her own irresponsibility to make other arrangements. Further, 

her complaining was seen as a lack of commitment to the new school. In the past, she had 

brought her child and she had voiced her love for the school. But given a policy change 

that had affected her personally, she was quick to complain about not only the change, 

but also the school and its change in direction. According to the narrator of this story, 

accompanying the frustrated teachers’ complaints was a perceived lack of performance. 

 Besides micromanaging and reducing the sense of community, there were 

policies that allegedly did not make sense to the teachers. This seeming lack of purpose 

or clarity created frustration for certain teachers and served as a reason for complaint. 

One teacher stormed into the main office on student picture day, furious that students 

who had come dressed out of uniform were not being allowed to have their picture taken. 

These pictures were not going to be used for the school yearbook and were solely for the 

purpose of providing parents with an opportunity to have a spring semester picture. 
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According to the irate teacher, the school should have “no say” in how the child dresses 

for the picture since it served no use for the school and the parent was paying for it. The 

teacher accused the administration of creating policies that made no sense and appeared 

to be nothing more than a control tactic by the administration. Other teachers agreed with 

this view, but not with the way in which the complainer handled the problem. Her 

complaint and the manner in which she vented to the office staff was seen as an example 

of her short term commitment to the school. Indeed, she did not renew her contract for 

the following year. Policy changes or additions were seen as a salient antecedent for 

expressed complaints. Micromanaging, reducing the sense of community, and policies 

that did not appear to make sense served as reasons for complaints. 

 Challenges with the principal were another reason for complaining teachers. This 

was especially true following the merger. The acquired school had no principal, due to 

his resignation shortly before the merge and the acquiring school placed their principal 

over both schools. Complaints were noted as coming primarily from the acquired school 

personnel. For example, Annette noted how one of her peers had expressed strong 

resentment towards the principal. Although she would never talk to the principal directly, 

she would spend ample time during the day complaining to her peers as well as to board 

members about the principal. For example, backpacks were restricted to solid colors or 

images that were innocuous in nature (e.g., the children’s show, Power Rangers was not 

an approved image). The complaining teacher saw no harm in children having any kind 

of backpack, so she went to her peers and friends who were also serving on the board of 

directors with her objections. She avoided having a conversation with the principal which 

earned her the disapproval of certain teachers. Annette criticized her complaining 
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behaviors aimed at the wrong people, because she felt her complaints were more along 

the lines of a personal attack. This type of complaint and the manner in which it was 

handled was also seen as lacking commitment to the newly merged school system.  

 As might be expected, complaints also surfaced in response to the assigning of 

new duties. What qualified teachers as being uncommitted was the chronic nature of 

these complaints as well as the complaints being more noninstrumental and not involving 

the offending parties. The offending party in this case was most often the principal of the 

school. Karen noted, “I think especially at the beginning of the year when we had a lot of 

changes there was a lot of negativity with the work load that we had. There was a lot of 

paperwork that had to be done and a lot of new things, new workshops, new piloting, new 

programs, and most of that time, we heard a lot of negative comments and just people not 

happy.” It is not surprising that teachers were complaining about additional duties, 

especially if they had been teaching at Calvary in the previous year. However, when 

teachers continued to complain through the year about these same issues and refused to 

address their concerns to the principal, other teachers began to question their level of 

commitment.  

Following the merger, teachers in the acquired school were expected to attend the 

school auction. The auction was the primary fundraiser for the year so the administration 

saw it as an event that all staff should attend. Numerous teachers from the acquired 

school felt the compulsory expectation to attend his event was unfair, especially since 

they had to purchase a $25 ticket for admission themselves. Two teachers in particular 

vented to their peers that they had to attend. One even pledged, “I’ll go, but I’m not 

giving them any money.” Other teachers who had attended in previous years (because 
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they were from the acquiring school) saw these complaints as inappropriate and lacking 

commitment. As Robin argued, “Our school relies on these fundraisers and so it would 

seem important to be there. I question the commitment level of a person who finds reason 

to not want to attend. I mean, wouldn’t you want to support the school where you work?” 

 Resistance to change can also be found in changing or adding policies, challenges 

with the principal, and being assigned new or additional duties. Two other examples 

illustrating complaining behavior are seen in perceived loss and perceived laziness. 

 Perceived loss was particularly acute following the merger between the two 

schools. For example, one teacher complained when the swimming pool was demolished 

so that a new high school building could be built. The school needed a gymnasium, 

which was included in the design of the new building. But the teacher could only see the 

loss of the pool and not the addition of a much-needed gymnasium. Sheree described it 

this way: “The first year I was here was the year of the merge and there was a lot 

of…some of it was confusion, not knowing where the boundaries were, where the school 

was headed. So there was a lot of discussion that didn’t seem healthy. I think they were 

trying to decide whether they were going to be committed. It was something new. It 

wasn’t their old school. It was a new school.” The teacher who complained about the 

destruction of the swimming pool complained that it was a waste, as in her opinion, it 

could have been used to attract new students (even though until that point it had had no 

effect on attracting new students). What further added to the view that she was simply a 

complainer with no commitment to the new school was that she complained about “every 

little thing.” She complained about the reduction in allowed field trips; she complained 

about the removal of ineffective teachers who were known by their peers as being 
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ineffective; she complained about the new board members that came along with the 

merge (even though she did not personally know any of them). It was common 

knowledge to her peers that she would not accept the reality of the merger, but also 

refused to leave the organization. She would speak fondly of the “old days,” and 

negatively of the “new days.”  

 Perceived laziness was a common criticism about complainers. Abby said that a 

lack of commitment is seen in “a lot of negativity, complaining. You know if there’s 

something that needs to be done, there’s kind of griping. You know, why can’t somebody 

else do it?” One new teacher was assigned the label of “a complainer” because she 

regularly complained to her peers about how much work was expected of teachers at 

Calvary. According to the complaining teacher, between lesson plans, curriculum guides, 

and scope and sequences, Calvary was asking too much of their teachers. Yet the 

overwhelming majority of teachers were carrying out these duties without complaint. 

Thus, her peers saw her chronic complaining about compulsory duties as laziness and a 

lack of commitment. 

 Another teacher complained about having to attend so many in-service days, 

believing her time would be better spent in her classroom. However, a teacher expressed 

frustration with her negative attitude and consistent complaining, believing the 

motivation behind the complaining was to go home, not spend time in the classroom. 

Another teacher complained that the copy machine had been moved out of her building 

and into another, making her walk further. It was a regular complaint and a regular insult 

to the teachers who had been making the “long” walk previously and had never 

complained. Both of these teachers were viewed as lacking commitment by their peers. 
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Their consistent complaints were seen as evidence for their lack of commitment to the 

school community. 

 Resistance to change was demonstrated through complaints about new or 

changing policies, challenges with the principal, new duties, perceived loss, and 

perceived laziness. Complaints offered were seen as the verbal expression of disapproval. 

Although not all complaints were seen as associated with a lack of commitment, teachers 

were seen as lacking commitment when they chronically complained, were 

noninstrumental in their complaints, complained with ulterior motives, and did not 

involve the offending party.  

Saving Face 

Another cause for complaining was saving face. In other words, when teachers 

had either failed in a task or were involved in an event or project that had not gone well, 

they would complain about other factors that contributed to the failure in order to remove 

themselves from being held responsible. There are examples in this study of teachers 

complaining about the principal, students, new policies, a lack of resources, and parents 

to accommodate or account for their own failures. 

 One teacher lamented that the struggles she was having with her parents and 

students were related to the weakness of the principal. In her initial conversation with me 

as well as ensuing conversations, she complained that what the school needed was a 

“man” who could stand up to disgruntled parents and unruly and disrespectful students. 

She felt the current principal (a woman) lacked the strength as well as wisdom to handle 

the challenges that accompanied the position of principal. Yet, in observing her 

interaction with students and parents, it appeared that she was not timid in engaging in 
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conflict, and even at times in creating conflict. She had earned a reputation amongst the 

school community (parents, students, and her peers) of being a teacher that was strong-

willed and resistant to correction. She was also viewed as confrontational in her manner 

and openly critical of those who disagreed with her position (particularly as it related to 

teaching and classroom issues). Her approach to those around her created ongoing 

conflict, which in turn, led to regular meetings with the principal. As I grew to know her, 

I discovered that blaming and complaining about the principal was her way of shifting 

responsibility from her actions to the actions (or lack of action) of the principal (e.g., not 

supporting her adequately). Eventually, she used this as a reason for leaving the school. 

 Complaining about “low-performing” students was another tactic for saving face. 

One teacher would consistently complain that her students were low-performers. In 

meetings she would say, “Well you know, he’s not the brightest bulb in the bunch!” or 

“He’s not real bright,” and the words were usually accompanied with a tone of derision. 

Her classes consistently performed amongst the lowest in the school system in the annual 

standardized tests. The next grade level teacher would express concern each year about 

acquiring these “low-performing” students, but consistently found that although the 

students were often behind, most were performing at or above grade level by year’s end. 

This complaining teacher earned the reputation of saving face in order to avoid scrutiny 

from her principal. Although her tactic did seem to be effective for several years, she was 

eventually released. Her release was due to the findings of her supervisor that her 

performance in the classroom was not preparing the students for the following year. 

 Cathy received a reprimand from her supervising principal for not adhering to 

school policies. She was viewed as a popular teacher with students but who consistently 
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failed to hold her students responsible for the classroom behavior standards outlined in 

the student handbook. Consequently, her classes were typically loud and disorganized. 

Typically, her response to the principal on these occasions was either to apologize or 

offer a friendly sarcastic rebuttal. Her responses to her peers were far less 

accommodating, complaining about the strictness of the school policies and the 

micromanaging of a teacher’s conduct. It is interesting that because of her engaging 

personality she was viewed fondly by the school community, even though it was a 

commonly held belief that she was not committed to the school or academic excellence. 

After two years following the merge, she resigned citing that she wanted to explore other 

academic opportunities and roles in other schools. Other teachers saw her resignation as 

evidence that she could no longer tolerate the scrutiny of her peers and principals that 

was the result of her failing to uphold classroom and academic standards. 

 A lack of resources was another cause for complaint and saving face. For 

example, Elma expressed to both her peers as well as her principal that a primary reason 

for her students’ consistent poor performance on the reading section of the annual 

standardized test was due to the absence of the Accelerated Reader program. Accelerated 

Reader is a supplemental reading program designed to improve reading skills. Although 

it was true that her class did not have the Accelerated Reader program, neither did the 

rest of the school. Her class was one of two in the entire school system that performed 

below the national average on reading. She blamed the lack of resources for the students’ 

poor performance, citing that public schools were much better equipped for teachers. 

 The school participates in an annual Spelling Bee contest with other schools in the 

area. One teacher volunteered to be the coordinator for the event, but according to one of 
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her peers, complained throughout the entire planning process, even though her volunteer 

parents were handling the majority of the work. Following the event, the complaints 

continued, although the nature of the complaints had shifted to why the event had been a 

failure. She lamented that the parents had not done all they could do to ensure that the 

event would be a success. According to Gwen, the “complaining teacher” was making 

excuses for the poor execution and coordination of this event. Further, according to this 

teacher, the “complaining teacher” had volunteered to enhance her image with her 

principal, but then had to make excuses to salvage her image with her principal. 

 Saving face was seen in complaints made in reference to the principal, the 

student, new policies, a lack of resources, and to parents. Each served as instruments for 

saving face and either repairing or maintaining a positive impression with others. These 

antecedents for complaints are also believed to create unhealthy outcomes at Calvary 

Christian School. These outcomes include, imposing a negative influence on the 

environment and creating division in the community. 

Outcomes of Complaints 

 Consistent comments were made in the teacher interviews that the school 

environment was a healthy and supportive place to work. Numerous teachers spoke of the 

importance of a healthy environment in their decision to remain with the school. 

Anything that endangered the viability of the school was seen as a threat. Complaining 

was viewed as a potential threat in terms of its negative influence on the environment. As 

Dorene noted, “certainly a bad apple destroys a bunch. If you’re in a group of negative 

people…that can cause some people to be negative.” Complaining was seen in this 

comment as almost contagious. If one person begins to complain, it leads to others 
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complaining, which in turn affects the environment. Corinne pointed out her reluctance to 

remain in a negative environment. She stated, “…because I feel like if there was gossip 

or backstabbing or jockeying…it would reflect the values that I am not wanting to be a 

part of…there are several teachers I’ve thought at different times, maybe I should talk to 

this person about not complaining so much because that can bring down the climate.” 

David noted the choice one has to not only complain or not complain, but remain within 

the organization. He testified that “you want to be in an environment where the people 

that you work with are excited and passionate about what they do. If they’re complaining, 

I’ve said it before in other positions I’ve had where there’s just constant complaining and 

complaining in the teacher’s lounge and I’ve finally just stopped and said, ‘You have a 

choice. No one is forcing you to be here. No one is forcing you to teach here. If you are 

so miserable about where you are teaching or what you are doing, then please, find 

something else to do because you are not helping the kids.’” This teacher pointed out that 

complaining not only affects the teachers, but also the students. Although he doesn’t 

identify how students are harmed through chronic complaining, his indictment assumes 

that the harm is understood by his audience. 

The concept of division was in stark contrast to the image of a healthy 

community. Teachers who spoke of complaining teachers noted that one of their concerns 

was the potential division it created amongst those who considered Calvary their school. 

This was particularly true in the immediate months following the merger between the two 

schools. Already separate in culture and policies, the paper agreement for one school was 

a fragile relationship at best. Simply because there was a legal agreement that brought the 

two schools together into a binding relationship did not necessarily translate into the 
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same level of relationship among those who had been working in the two different 

schools. Complaining only seemed to reinforce the lack of harmony and unity between 

the two schools. Teachers appeared to believe the contagion of complaining created 

divisions between those who wanted the merger to work and those who believed it was 

destined to fail. David noted, “Complaining creates division, and I don’t think that’s 

biblically what we’re supposed to be doing.” Referencing the biblical value of unity, 

division is contrary to the biblical view of relationships. Dorene noted that “complaining 

just set a negative tone, and it really did influence other people. I felt torn between people 

that I cared about who had conflict because it wasn’t being dealt with properly.” The 

difficulty was that there was emotional attachment with both parties and this teacher was 

being put in the position of having to choose sides. What added to the offense was that 

division was not even appropriate amongst those who shared a biblical worldview. In 

other words, the complaining created a challenge for the community. In another story, a 

teacher tells of an occasion where a veteran teacher had taken offense at what a younger 

female teacher was wearing to work. She confronted the young teacher, informing her 

that her attire was unprofessional. The younger teacher did not apologize nor acquiesce to 

the request (demand) that she purchase other, “more professional” clothes. The conflict 

created two sides, those who saw nothing wrong with the young teacher’s clothes, and 

those who did. Eventually, the younger teacher called a meeting with the principal and 

the veteran teacher. Although no immediate changes were promised, the veteran teacher 

resigned shortly after the meeting. She had been complaining about numerous other 

teachers and policies, believing the school to be going in the wrong direction as a result 

of the merge. At one point she had even lost her temper in a classroom, frustrated with 
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the behavior of her students and classroom parents. Although her teaching was reputedly 

said to be excellent, her behavior had created divisions between not only the teachers, but 

also among the parents in the school community. Though her resignation came during the 

middle of the school year, her departure appeared to contribute to increased harmony 

amongst the staff. 

In this study, teachers suggested that complaining was an example of a lack of 

commitment. Although, “putting in their time,” or “doing the minimum” were typical 

phrases used to describe one who appeared to lack commitment, teachers also noted that 

complaints were an indication that one lacked commitment. The defining characteristics 

of this individual was one who chronically complained, engaged in noninstrumental 

complaining, and did not involve the perceived offending parties. Antecedents for 

complaints included resistance to change and saving face. Resistance to change appeared 

to be the consequence of new policies, new duties, conflict with a supervisor, perceived 

loss, and perceived laziness. Saving face took place when teachers had either failed in a 

task or were involved in an event or project that had not gone well. Complaining teachers 

who appeared to be saving face referenced problems with their principal, students, new 

policies, a lack of resources, and problems with parents. Teachers also noted outcomes of 

complaining teachers which included creating a negative influence on the environment 

and divisions within the school community. These outcomes are contrary to the espoused 

biblical worldview of peace and harmony in a Christian community. 

This study supports Borman’s (1990) argument that more research should be 

conducted that addresses the commitment-performance relationship when it is not related 

to formal reward systems. This study highlights behavior that is not formally related to 
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employee promotions or benefits. Additionally, it addresses the issue that commitment or 

lack thereof, extends beyond the discussion of tardiness, absenteeism, or turnover. This 

study suggests that negative behaviors such as complaining can be perceived to 

demonstrate a lack of commitment. 
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Chapter 10 
 

Discussion 
  
 Meyer and Allen (1991) conceptualize commitment as having three components: 

affective, normative, and continuance commitment. They argue that committed 

employees will experience each of these at varying degrees during their tenure within an 

organization. Meyer and Allen (1991) note that affective commitment refers to the 

employee’s emotional attachment to and identification with the organization. The 

employee remains with the organization because she wants to do so. Further, continuance 

commitment means that the employee understands that the cost of leaving the 

organization would be greater than the cost of remaining with the organization. They 

remain with the organization because they need to do so. Finally, normative commitment 

refers to an employee’s sense of obligation to the organization. They remain in the 

organization because they ought to remain. This study has looked at commitment as it 

relates to a private elementary and secondary school. Specifically, observations and 

interviews were conducted where participants were asked questions that parsed 

commitment in terms of affective, continuance, and normative commitment.  

 Buchanan (1974) argues that there are three different stages of commitment. Once 

the employee has reached the final stage, he or she has arrived at the place of 

commitment. The first stage is known as the recruitment stage where basic training and 

recruitment takes place. The second stage is where performance takes place and the focus 

shifts to achievement. The final stage is when the employee has decided to remain within 

the organization. Mowday, et al. (1982) also argues for a three stage development process 

along the way to commitment. These include pre-entry, early employment, and middle to 
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late career. Mowday, et al. (1982) views these three stages as progressive along the way 

to commitment. None of these conceptualizations take into account how thoughts, 

feelings, and actions lead to commitment. This study found that within Calvary Christian 

School, there were five progressive aspects of commitment. Each aspect was distinct and 

each had the potential of moving the employee towards being committed to the 

organization. 

 The first aspect was the calling of the teacher to the vocation of teaching. In some 

cases, there were examples of teachers being called to work at Calvary Christian School. 

Buskist, et al. (2005) argue that a calling typically represents a compelling inward pull 

that causes an individual to engage in a specific action. Hall and Chandler (2005) propose 

that a calling is something that provides a purpose in life for an individual. Further, 

Novak (1996) argued for four qualities in a calling. The first is that the calling is unique 

to the individual. The second is that a calling will involve preexisting characteristics such 

as ability and a love for the work for which he or she is being called. A third quality 

entails enthusiasm and energy for doing the work. Finally, the calling arrives only upon 

reflection, conversation with others, trial activities, and persistence (p. 161).  

 Hall and Chandler (2005) argue that “an individual who enacts a religious calling 

perceives that she is acting and finds meaning from acting on God’s larger plan for her 

life…” (p. 163). This study found that teachers at Calvary saw their role in the school as 

more than simply imparting knowledge to children. Many saw their calling to teach as a 

divine obligation to invest in the overall development of a child, including cognitive, 

spiritual, and character development. 
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 Three elements of calling emerged in this study that suggested the calling has 

confirmations, is dynamic, and sustains commitment. The confirmation to the calling was 

associated with God’s leading, fulfillment, a love for teaching, and the desire to teach, as 

well as the ability to teach. In this study, each of these elements emerged as 

confirmations to their careers in teaching. It was interesting to find that although there 

was a degree of certainty associated with the calling, it was also seen as dynamic, 

meaning it could change as circumstances changed. For example, if the school changed 

direction in its philosophy of education, a teacher might feel less inclined to remain with 

the organization. Further, if the teacher experienced consecutive years of classroom 

hardships, he or she may feel that it is time to move to another school, or even into 

another vocation. In this study, teachers appeared to suggest that the dynamism of the 

calling was related more to a change in location than vocation. Finally, this study 

suggested that for teachers at Calvary Christian School, their calling sustained their 

commitment through the challenges that are associated with teaching. For example, in 

times of having to work long hours, or dealing with high maintenance parents, teachers 

remember their calling and the importance of the task to which they have been called. 

 The second aspect of commitment that emerged in this study was action. Once the 

calling has taken place, the teacher moves to the stage of acting upon the call. In this 

study, two categories of action emerged. These included aligning job activity with the job 

description and activity that goes beyond the job description. Researchers identify this 

activity that goes beyond the job description as “organizational citizenship behavior” 

(O’Reilly & Chatman, 1986; Organ, 1988). Organizational citizenship behavior is 

defined as behavior that is not related to a formal reward system and adds value to the 
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organization (Organ, 1988). This study found that teachers were not recognized by their 

peers for “doing their job.” However, there was special attention given to those teachers 

who went beyond the call of duty. Certain teachers were noted as well as certain 

behaviors. Sacrifice was an oft used term or concept seen in this research. Emerging from 

the study was the sacrifice of time, health, knowledge or expertise, and personal finances. 

Teachers expressed admiration for those who spent extra hours on the job or went the 

extra mile in helping another teacher. It was also noted in this study that there was a 

difference between perceived sacrifice and actual sacrifice. Some teachers talked of the 

enormous effort undertaken to carry out their job, using the term “sacrifice.” Yet they 

were merely fulfilling their job description as a Calvary Christian School teacher. At 

times, this distinction may not have been understood by teachers. For example, long 

hours were typically seen as a positive indicator that a teacher was “going the extra mile,” 

rather than a negative sign that a teacher was perhaps not using their time efficiently.  

 The third aspect of commitment was identified as conflict. DeDreu and Beersma 

(2005) present conflict as a “process that begins when an individual or group perceives 

differences and opposition between him- or herself and another individual or group about 

interests, beliefs, or values that matter to him or her” (p.106). Yet conflict found in this 

study is not reduced to interpersonal conflict. Rather, conflict was the result of the time of 

year, intolerable parents, frequent changes, exhaustion, personal circumstances, 

diminished financial rewards and benefits, policy disagreements with administration, and 

peer conflict. Each of these elements contributed to conflict for the teacher. This study 

observed that seldom would any one of these elements be cause for leaving the 
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organization. Rather, it was the cumulative and consistent experience with one or more of 

these elements. 

 The fourth aspect of commitment moved into deciding whether or not to remain 

in the organization as a result of the conflicts experienced. Teachers at Calvary Christian 

School appear to enter a phase where they wrestle with the decision to continue with the 

school or leave. Buchanan (1974) argued that during each of the three stages along the 

way to commitment, employees have to make a decision whether to continue with the 

organization or leave the organization. Factors that determine whether or not an 

employee will continue include role clarity, their early experiences in the organization, 

fear of failure, and organizational dependability (Buchanan, 1974).  In this study, the 

elements that emerged as determining factors for deciding to remain or leave included the 

time of the year, intolerable parents, frequent changes, exhaustion, philosophical 

differences with the principal, personal circumstances, and diminished financial rewards 

and benefits. As with the conflict component, teachers suggested that it is typically not 

any one factor that influences their decision to remain or leave. Although there are 

certainly occasions such as pregnancy that may affect the teacher’s decision to leave, 

most often it seemed to be more than one factor and/or more than one occasion that 

would affect the teacher’s decision. For example, Calvary teachers earn considerably less 

money than their peers in the public school. Earnings were seen as a reason to consider 

leaving, but it was seen as not the only thing to take into consideration. The Christian 

environment for many of the teachers was enough to offset the loss in wages. However, if 

the teacher perceived the environment to be hostile due to intolerable parents, or unstable, 
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due to frequent changes, the loss of wages was a more significant factor in deciding to 

stay with the school or leave. 

 The final aspect of organizational commitment was seen in perseverance. Allen 

and Meyer (1990) argue that an employee perseveres because of affective commitment 

(emotional attachment), continuance commitment (cost of leaving would be greater than 

the cost of remaining), and normative commitment (feeling of moral obligation). 

Teachers work through the components of conflict and decision along the way to 

perseverance, considering their emotional attachment, the cost of leaving, and their sense 

of obligation to the organization. This study identified two levels of perseverance, in that 

of fulfilling the annual contract and remaining with the organization beyond the annual 

contract. 

 This study found teachers remained in the organization because of relationships, 

an opportunity to make a difference, and their sense of calling. In the context of this 

study, relationships did not infer the establishing of friendships as a cause for 

commitment. Rather, teachers identified support, shared experiences, and shared values 

as primary factors in their relationships at Calvary. Evidence for support was seen in care, 

positive feedback, and protection. Teachers viewed being cared for by their peers, 

administrators, and parents as salient in their decision to remain in the school. Further, 

having shared experiences and shared values created a sense of belonging and identity for 

teachers. 

 The opportunity to make a difference was another reason teachers noted for 

remaining with the school. Calvary has a core program that emphasizes teaching students 

how to serve others. This study found that teachers referenced this program as a visible 
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expression of their own values as well as an opportunity to make a difference in the lives 

of students beyond their academic development. 

 Finally, it appeared in this study that a teacher’s sense of calling contributed 

significantly to their desire to continue working at Calvary. Interestingly, it appears in 

this study that a teacher begins with a calling to teach and then remains because of a 

calling. The teacher may not feel called to remain within the school, but still remain 

within the vocation of teaching. 

 This study suggests that these five aspects appeared to be distinct as well as 

progressive along the way to commitment. I have described these distinct constructs as 

aspects. Although there is the possibility that there are stages that move progressively 

from one to the next, I cannot make that claim here. Thus, there appears to be an 

archetype that some may go through and others may not. Future studies should be 

conducted to test the link between these aspects and the progressive nature of 

commitment. Research suggests that teacher commitment is critical to the health of a 

school. In its 2003 report, No Dream Denied: A pledge to America’s children, the 

National Commission on Teaching and America’s Future argues that there is a not a 

current teacher shortage problem, but a teacher retention problem. Further, this current 

retention problem has developed into a national crisis. The report cites high rates of 

turnover within a school as a leading cause for “a disruption of coherence, continuity, and 

community that are central to strong schools” (p. 32).  

 It is also suggested that one of the primary antecedents for teacher retention is 

their salary (Allen, 2005; Hunt & Carroll, 2003). Teachers are prone to departure from 

their school, and even the vocation, if their perception is that the salary is low. Other 
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research suggests that salary is only one factor in teacher retention (Allen, 2005; Hunt & 

Carroll, 2003). Other factors for teacher retention include support from colleagues, 

parents, and administration; school management policies; the level of participation in 

policy issues; student behavioral problems; nonteaching obligations; lack of resources; 

and job satisfaction. (Allen, 2005; Hunt & Carroll, 2003). Whereas salary is salient in 

research on teacher retention, it is clear that other factors exist. Consistent with findings 

in other research, this study found that salary (continuance commitment) was a factor in 

teacher retention. However, contrary to public school findings, few teachers made salary 

a salient reason in their staying with Calvary Christian School. Affective commitment 

and normative commitment appeared to be more important than the issue of salary in this 

school. Continuance commitment was arguably not attached to personal worth or desire 

for financial equity with their counterparts in public schools. Most often, teachers who 

lamented their salaries did not expect to be paid as much as public school teachers, nor 

other professionals in other fields. However, there were issues raised concerning family 

finances (e.g., the single parent who needs to provide for her two children) and doing less 

but making more in a public school. Nevertheless, continuance commitment was 

overshadowed by affective and normative commitments.  

Affective commitment relates to one’s emotional attachment and identification 

with the organization. The homogeneity of values represented by the teachers at Calvary 

arguably provided cogent reasons for teacher commitment. All teachers are expected to 

be of the Christian faith. Although teachers represented a continuum of Christian 

religions, there is a core set of beliefs that teachers embrace which provides the common 

denominator of Christian belief that nurture an environment of religious homogeneity. It 
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was clear in this study that having shared values with their peers was a central element in 

remaining with the school. Numerous teachers had taught in the public system and 

struggled with the constraints of not being allowed to talk about their faith while being 

expected to talk about other religions and belief systems. Further, the freedom and 

visibility of their faith found expression in times of morning devotions with their peers, 

Wednesday morning school chapel, and Bible instruction for their students. 

Consequently, these examples highlighted the school’s genuine commitment to 

promoting Christian values, which appeared to further reinforce the teacher’s 

commitment to remain in the school. Arguably, shared religious values create the glue 

between the school and the teacher. This attachment appears to establish a bond so that 

salary becomes a secondary issue. 

Normative commitment is understood as an employee feeling a sense of 

obligation or duty to the organization. There is a feeling of moral obligation. Although 

teachers did not cite their sense of moral obligation or duty as antecedents for remaining 

with the school, there was a definite sense of calling to the school and their vocation. The 

genesis of their pursuit of teaching, as well as in some cases, their application for 

employment at Calvary, began with a calling. Further, it was their sense of calling that 

caused many of them to remain in the school. Implicit in this calling is a sense of 

obligation to God, even more important than the organization. It appears that in the mind 

of the teacher, the school is supported by biblical principles of training children in 

Christian education. This biblical support then translates into a sense of obligation or duty 

towards the school. 
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Affective commitment and normative commitment each provide explanations as 

to why teachers at Calvary remain within the school. Although there are certainly 

overlaps with the public system, there are notable differences that make this study 

difficult to apply to public schools. Whereas public school and private schools may desire 

strong support from administration, parents, and peers, there is a distinct difference in 

terms of how this would be handled in terms of one’s identity. For example, a teacher at 

Calvary is required to be of the Christian faith. Additionally, parents must agree to 

support the teaching of the Christian faith within the school, even though they themselves 

may not be Christian. A public school is noted for its heterogeneous religious 

environment. Thus, a Christian, Buddhist, or Muslim teacher will arguably not receive 

the same level of support from either the parents or administration if there is any 

promotion of their own religion in the classroom. Academic development then must be 

salient in the public school, while private schools like Calvary are able to promote their 

religious beliefs along side of academic development. This also nurtures the Calvary 

teacher, as what they do for their vocation is consistent with who they are as a person. 

Ostensibly, this cannot be said of public schools because of legal liabilities and 

restrictions. Arguably, it would seem to highlight salary as a more significant tool for 

public school administrators to retain teachers and explain why salary seems to be a 

primary reason teachers remain or leave. Still, as numerous teachers at Calvary testified, 

the higher salary within the public school system was not enough to convince them that 

they should leave Calvary for the public school. Whereas in a public school, the teacher 

must compartmentalize their religious convictions from their vocation (at least within the 

classroom), the private school teacher is not expected to make this adjustment. 
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The commitment literature often discusses commitment in terms of tenure and 

absenteeism. It makes sense that one who is committed will show up to work as well as 

remain within the organization. However, researchers argue that there are more factors at 

play in determining whether an employee is committed or not (Mowday et al, 1982; 

Slocombe & Dougherty, 1998). Job performance is another factor that researchers argue 

should be considered in the study of organizational commitment (Keller, 1997; Mathieu 

& Zajac, 1990; Wright & Bonett, 2002). Siders, George, and Dhardwadker (2001) 

defined job performance as “an individual’s overall performance/task proficiency or as 

performance on specific dimensions, such as quality and quantity of work” (p. 572). 

Missing from this definition are behaviors that are unrelated to task efficiency and 

proficiency. For example, how do prosocial behaviors such as caring for a fellow-teacher 

when he or she is sick fit within this definition? Calvary teachers provided many 

numerous examples of how they supported each other and cared for each other outside of 

not only their job description, but also their work hours. Further, attitudes are not covered 

in this definition. Researchers argue for an evaluation of commitment beyond simply 

tenure, absenteeism, and job performance (Borman, 1990; Somers & Birnbaum, 1998). 

Somers and Birnbaum (1998) argue that there should be evaluation of behaviors and 

attitudes that are detrimental to the organization. This study looked at the negative 

behavior of complaining as it related to commitment. 

A complaint was defined as the expression of personal dissatisfaction because of 

unmet expectations (Kowalski, 1996). Two distinct forms of complaints are seen in the 

forms of instrumental and noninstrumental complaining (Heck, Bedian, & Day, 2005). 

Heck, Bedian, and Day (2005) argue that instrumental complaints are designed to bring 
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about change, while noninstrumental is concerned more with social expression than 

change.  

This study found that although teacher commitment was observed through 

behavior, a lack of commitment was seen through negative communication. Specifically, 

teachers noted that those who lacked commitment are often defined by their chronic 

complaining or grumbling. Whereas behaviors that contributed to the betterment of the 

school were lauded, complaining was seen as detrimental to the school. The distinction of 

instrumental and noninstrumental complaining was important in separating “the 

complainer” from the person who was simply trying to make Calvary a better place or 

who was in need of encouragement. The person who complained for the sake of 

complaining, without any intention of contributing to positive change, was seen as 

lacking commitment to the school.  

Antecedents for complaining, found in this study, included a resistance to change 

and saving face. This study found that teachers may complain if the administration 

implements changes such as policy or duty changes. Further, micromanaging, reducing 

the sense of community, the implementation of policies that were perceived to not make 

sense, challenges with the principal, and perceived loss were additional reasons for 

teacher complaints. Although it is fair to say that all teachers complain at times, it was 

also suggested that teachers who chronically complained, without going to the offending 

party, and used a noninstrumental form of complaining, were seen as lacking 

commitment to the school. Additionally, a further indictment of a “complaining” teacher 

may have been due to the perception that the teacher was being lazy. Saving face was 

another cause for complaining. This study found that when teachers had either failed in a 
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task or were involved in an event or project that had not gone well, they would complain 

about other factors that were responsible for the failure. In this way, the teacher was able 

to “save face” or remove themselves from being in the place of responsibility. 

This study also found that teachers believed that complaining could have an 

adverse effect on the school community. Numerous teachers mentioned their concern 

about the nascent school being divided by those who failed to see the value in a 

harmonious and unified school staff. The concept of division is commonly understood by 

the teachers of Calvary due to its importance within New Testament teaching as well as 

the employee handbook. Teachers are often reminded by their principals that all offenses 

should be handled by the parties of those involved in the offense. 

This finding regarding complaining and a lack of commitment adds to extant 

research that argues that commitment should be evaluated beyond tenure and 

absenteeism. Although this study has identified five aspects of commitment, the finding 

on complaining and its connection with a perception of a lack of commitment suggests 

that the outcome of perseverance may not necessarily translate into perceived 

commitment. A teacher could arrive at the perseverance stage and be perceived by his or 

her peers as lacking commitment if they are engaged in behavior that is detrimental to the 

organization. Beyond the behaviors of in-role and extra-role, there are the expectations 

that a teacher will complain in a fashion that does not damage the community. 

This finding may be explained by the common perception at Calvary that teaching 

is a calling. Given that the calling is often associated with something sacred and 

significant, teachers are expected to behave in a manner that is consistent with the 

sacredness or significance of the role. Although the calling can include the location, it 
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appears to supersede the location and reference the larger calling of being called to the 

vocation. This means if a teacher is frustrated with his or her environment, including their 

principal, policies, or work load, they are at liberty to leave that same environment and 

move to another school.  

Arguably, it seems as if the contentment of those not complaining is threatened by 

the complaining of those who are discontented. This heightens the importance of 

protecting the environment from those who, either intentionally or unintentionally, will 

harm the climate of the organization. It appears that to the teacher, complaining is 

considered more destructive to the environment than a lack of performance. Although an 

administrator may disagree, the teacher may view this is such due to the affect 

complaining has on the relationships amongst the staff. Whereas a minimal work effort 

may affect the classroom of the respective teacher, it may not affect the overall 

environment of the school or the immediate relationships with his or her peers. 

Whereas commitment is, in a sense, defined by the administrator and fellow 

teacher, it is also self-defined by the employee. This would seem to be different as it 

pertains to behaviors such as complaining, where it appears to be defined more by those 

who work with the complainer, rather than the complainer. Thus, the chronic complainer 

may still view himself or herself as committed even though his or her peers may not. This 

would seem to suggest that commitment is something that requires both the employee as 

well as those in contact with the employee to see it as such. Practically speaking, one 

could be committed to the organization and yet be perceived to lack commitment by their 

supervisor because he or she complains too much. This could, in turn, serve as cause for 

reprimand or even dismissal. 
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Future Research  

 This study contributes to research on organizational commitment. Specifically, it 

adds to understanding related to the process of commitment, particularly as it relates to 

teachers. However, the uniqueness of a private school begs the question as to the extent 

of applicability to a public school setting. Certainly there are many points of contact 

between private and public schools. However, these findings should be further evaluated 

within the public school setting to determine similarities and differences between the two. 

Understanding the process of a teacher’s commitment may contribute to not only better 

understanding how a teacher arrives at commitment, but also prepare educational leaders 

to create programs and systems that will increase teacher retention. Three examples 

emerge from this research. These include the socialization process, network centrality, 

and mentoring. 

 Researchers argue that the early months of employment are important in work 

attitudes and ultimately the level of commitment to the organization (Buchanan, 1974; 

Caldwell, Chatman, & O’Reilly, 1990; Meyer & Allen, 1988; Mowday et al., 1982). 

Caldwell, Chatman, and O’Reilly (1990) state that “an individual’s commitment to an 

organization may be shaped by the process through which he or she enters the 

organization (recruitment) and by those steps the organization takes to teach him or her 

about the organization values and how work is done (socialization)” (p. 246). Although 

public and private schools each use orientation strategies to prepare teachers for the year, 

research on socialization may have particular significance for teacher commitment and 

retention. Additionally, the concept of a calling should be explored further within the 

public school setting to evaluate not only its presence, but also its potential as a launching 
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point for the socialization process. Arguably, if teachers have a sense of calling, there is 

an inherent advantage for administrators in the areas of teaching, motivating, and 

preparing teachers for the year. 

 Additionally, this study highlights the value of relationships and the significance 

of communication between personnel. Research evaluates the importance of these 

communication relationships as they relate to organizational commitment. Monge and 

Contractor (1997) conceptualize these communication relationships as a form of network 

which is seen as “the patterns of contact between communication partners that are created 

by transmitting and exchanging messages through time and space” (p. 440). Feeley and 

Barnett (1997) introduced a model of turnover behavior based on network centrality. 

Their Erosion Model predicts that employee turnover is a result of network position. The 

results of a study of turnover behavior in a large supermarket suggested it is network 

centrality that bests determines turnover. They found that those who were more in the 

communication network tended to remain in their position, while those on the periphery 

of the communication network left the organization. The authors explain it as, 

“employees at the periphery receive less information about organization activities and 

may feel less committed because of this lack of information, which justifies social tasks 

and rewards” (Feeley & Barnett, 1997, p. 374). In this explanation, Feeley and Barnett 

(1997) suggest that organizational commitment is a result of network centrality. 

Research in education demonstrates that teacher retention is higher when teachers 

are invited into the process of decision making in issues related to policies and 

procedures (Ingersoll & Smith, 2003; Stockard & Lehman, 2004). Arguably, teachers 

may feel more involved with the network of communication when involved in decision 
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making. Since public schools are often considerably larger than private schools, 

involving teachers in the decision making process may be more difficult to achieve. 

Although all schools establish committees of design that influence policies and 

procedures, educational research suggests that an ongoing challenge within the public 

school system is that many  teachers are not feeling a part of the decision making process 

within their respective schools (Ingersoll & Smith, 2003; Stockard & Lehman, 2004).  

 There was evidence in this study that teachers were frustrated at times by their 

perceived lack of sensitivity or wisdom in decisions made by the administration. Still, the 

level of communication within relationships appeared to overshadow this frustration. The 

size of the school for this study would appear to allow for an easier level of participation 

in the network of communication. This study raises the question whether decision making 

is secondary to communication relationships with principal and peers. If teachers feel 

alienated, does it matter if they are playing a part in making decisions for the school? Or 

if teachers are involved or engaged in healthy communication relationships, does it 

matter if they are involved in making decisions on behalf of the school? Future studies 

should look at the importance of teachers being involved in communication relationships 

(being a part of the communication network) as it relates to teacher retention. 

 Related to this concept of network centrality is the educational construct of 

mentoring. Educational research identifies the role of mentoring as salient in teacher 

retention (Ingersoll & Smith, 2004; Vierstraete, 2005; Watkins, 2005). Although the 

research is limited, there is a growing body of literature that supports the notion that 

teachers who are mentored are more likely to remain within their respective school 

(Ingersoll & Smith, 2004; Vierstraete, 2005; Watkins, 2005). Mentoring is defined as    
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“helping novices speed up the learning of a new job or skill and reduce the stress of 

transition, improving instructional performance of novices through modeling by a top 

performer, and socializing novices into the profession of teaching” (Podsen & Denmark, 

2000, p. 31). Although Calvary uses a limited exposure to mentoring, it is not enough to 

evaluate its effectiveness in the school. However, mentoring is an activity that implicitly 

aims at building communication relationships with peers. Again, the question this study 

raises is whether or not mentoring is the catalyst for teacher retention as believed by 

many researchers. Instead, perhaps the most important aspect of mentoring is the 

communication relationship that is established between peers. Mentoring may simply be 

the vehicle for these relationships to take place. 

 Beyond commitment and positive forms of communication is the problem of 

negative communication, such as complaining. Further study is needed to see how this 

finding would affect a larger public school setting. Complaining may be more noticeable 

in a smaller school designed according to Christian ideals. Commitment in educational 

research focuses on retention rather than performance. Further, negative communication 

behaviors need more attention in educational research, particularly as they relate to 

teacher retention. 

 This study examined an elementary and secondary school. The transfer of its 

findings to a public school setting would appear to be a natural fit. However, this study 

does expand on the ideas of the process of commitment as well as negative 

communication. Both of these concepts can be and should be applied to other settings, 

such as business and healthcare. Although the concept of a calling may appear to be 

foreign to other professions, there are arguably vocations that may use language that 
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speaks of a calling. For example, a nurse may feel called to care for others or an attorney 

may feel called to represent the underprivileged. 

Limitations to the Study 

 There are three primary limitations to this study. These include a lack of 

generalizability, the sample, and the fact that I am an employee of this organization. This 

study was conducted at a private school. It used both ethnographic and interview methods 

for data collection. The aim was to observe and analyze the organizational life of a 

school, particularly as it related to organizational commitment. The consequence of using 

this site and method is the inability to offer generalizable suggestions for a broader 

audience. Further, the specific finding of the calling, while noteworthy, is problematic in 

making sense within the wider swath of organizations. 

 The sample provides challenges, given the small niche it finds within 

organizations, particularly within the field of education. Private schools make up about 

ten percent of the overall student population. This means that this study looks at an 

extremely small population within not only education, but also organizations as a whole.  

 Another limitation to this study is that I work at this field site. Although measures 

were taken to reduce the likelihood of contaminating the data (e.g., graduate students 

were used to conduct all interviews), I was still an ethnographer evaluating a setting of 

which I was the supervisor. However, the primary data used in this study was the 

interviews conducted by the graduate students. The data collected from the ethnography 

was used as primarily supporting material for the findings from the interviews. 



 185

Chapter 11 

Summary 

 This study has looked at organizational commitment and communication. Calvary 

Christian School was used as the field site and both elementary and secondary teachers 

were observed and interviewed in order to learn more about the topic of organizational 

commitment in a private school. The process of becoming a committed employee 

emerged from the results of this study. The stages identified which moved the employee 

towards commitment were the individual’s calling, action, conflict, decision, and 

perseverance. Further, negative communication in the form of complaining was seen as 

demonstrating a lack of commitment. A distinction was found between complaining for 

the sake of change and complaining for the sake of complaining. The latter was seen as 

exhibiting a lack of commitment. 

 Organizational commitment has been defined in a number of different ways. 

Common themes emerged from various researchers’ conceptualizations of this term 

which include: (a) an identification with goals and values of the organization, (b) an 

attachment to the organization’s goals and values with a desire to remain in the 

organization, (c) an internalization of the organization’s goals and values, and (d) 

willingness to exert effort on the behalf of the organization in order to serve its goals and 

values. Meyer and Allen’s (1991) conceptualization was used as the basis for this paper. 

These authors made a distinction between three kinds of commitment: affective 

commitment, continuance commitment, and normative commitment.  

Affective commitment refers to the employee’s emotional attachment to, 

identification with, and involvement in the organization. Employees with a strong 
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affective commitment continue employment with the organization because they 

want to do so. Continuance commitment refers to an awareness of the costs 

associated with leaving the organization. Employees whose primary link to the 

organization is based on continuance commitment remain because they need to do 

so. Finally, normative commitment reflects a feeling of obligation to continue 

employment. Employees with a high level of normative commitment feel that 

they ought [italics added] to remain with the organization (p. 67). 

Meyer and Allen (1991) argued that an employee can experience all three forms of 

commitment to varying degrees. This definition was used as it appears to clearly capture 

the four elements commonly noted in the defining of organizational commitment: 

attachment, identification, internalization, exerting effort on behalf of the organization 

and in exchange for benefits and rewards. 

 This paper also looked at antecedents of organizational commitment. Salient 

antecedents for commitment were identified that included personal characteristics and 

work characteristics. Researchers identify personal characteristics such as age, gender, 

and education as contributing to an individual’s commitment level to the organization 

(Angle & Perry, 1981; Bedain, Ferris, & Kacmar, 1992; Bruning & Snyder, 1983; King, 

2000; Liou & Nyhan, 1994; Mottaz, 1988; Shore, Barksdale, & Shore, 1995; Smith, 

Gregory, & Cannon, 1996). Work characteristics identified include job satisfaction, 

perceived organizational support, socialization, employee’s investments, and alternatives 

for employment (Caldwell, Chatman & O’Reilly, 1990; Cook & Wall, 1980; French & 

Rosenstein, 1984; Hackett, Bycio, & Hausdorf, 1994; Konovsky & Cropanzano, 1991; 

Rusbult & Farrell, 1983). 
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 Outcomes of organizational commitment were also identified in this paper. 

Research has identified outcomes to commitment such as attendance at work, tardiness, 

absenteeism, in-role behaviors, and organizational citizenship behaviors (Angle & 

Lawson, 1993; Angle & Perry, 1981; Blau, 1986; Feather & Rauter, 2004). Being 

committed to one’s organization should lead to working harder, showing up to work on 

time, and performing beyond the stated job description. Researchers argue that this is 

more likely for those with affective commitment to the organization (Hackett, Bycio, & 

Hausdorf, 1994; Kim & Mauborgne, 1993; Meyer, Allen, & Smith, 1993; Organ & Ryan, 

1995; Somers, 1995). When an employee lacks commitment, tardiness, absenteeism, poor 

performance, and even turnover is more likely.  

 This study also addressed the discussion among researchers as to the similarities 

and differences between identification and organizational commitment. Mowday, Porter, 

and Steers (1982) argued that organizational commitment is “the relative strength of an 

individual’s identification with and involvement in a particular organization” (p. 226). 

Meyer and Allen (1991) conceptualized organizational commitment as a broader 

construct, seeing it as not only related to identification, but also to rewards, benefits, and 

a moral obligation or sense of duty. Mael and Ashforth (1992) defined organizational 

identification as “the perception of oneness with or belongingness to an organization, 

where the individual defines him or herself in terms of the organization(s) in which he or 

she is a member” (p. 104). Cheney and Tompkins (1987) argue for the distinctness or 

independence of organizational commitment and identification. They argue that 

organizational identification suggests “both process (identifying) and product (in 

identification),” whereas “commitment tends to narrow the scope of something one has or 
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makes at a particular point in time” (p. 8). They also argue that one can be somewhat 

identified with the organization and still not be committed to it. The opposite can be true 

as well in that an employee can be committed to an organization and not be identified 

with it. In brief, although researchers debate similarities and differences, there appears to 

be agreement that there is some level of distinctiveness between the two concepts. 

 Qualitative methods were used in this study. Essentially, I assumed a learning role 

in this study. I took the position, as if I was standing on the edge of a village wondering, 

“Who are these people and what are they doing?” (Agar, 1986). Tolman and Brydon-

Miller (2001) purport that “the heart of a qualitative stance is the desire to make sense of 

a lived experience” (p. 29). This study aimed, through the use of qualitative methods, to 

“make sense” of the lived experience of private school employees. 

 The site used for this study was Calvary Christian School. Calvary is five years 

old and the product of two schools merging together. It is a private, independent, pre-

kindergarten through twelfth grade school. The school is under the governance of a nine 

member board of directors. The school is fully accredited, consisting of 75 employees, 49 

of which are teachers. There are two campuses which stand about seven miles from each 

other. There are currently two elementary schools and one secondary school. The school 

has 99 churches represented, including Baptist, Catholic, Episcopalian, Presbyterian, 

Charismatic, Methodist, Church of Christ, Lutheran, and non-denominational. Although 

being a member of the Christian faith is not a requirement for entrance into the school, 

parents must be willing to support the Christian faith statement. The core values of the 

school are quality academics, character development, and Impact education. Impact 

education focuses on service to others. Each of these values is intended to develop a well-



 189

rounded student who is not only successful academically, but also makes a positive 

contribution to his world. 

 I was a parent of children in the school before I became the superintendent. 

Following two studies of the merger between the schools, I was offered and accepted the 

position of school superintendent. The merge between the schools was not well received 

by many parents, including a number of board members. Each school had established 

their own culture and educational philosophy. The differences during the transition made 

for a hostile and unsafe environment for teachers in particular. During the first two years 

of the merge there was significant teacher turnover. However, in the last several years the 

board has stabilized, salaries have increased, and teachers have been offered health 

insurance benefits. These changes have led to the growth of the student body and the 

retention of teachers and staff. 

 Data gathering methods for this study included primarily ethnography and 

interviewing. I used multiple methods in order to achieve a more objective and accurate 

portrayal of the teachers in this school. Because I am the superintendent of the school, 

there was concern of researcher bias in the ethnographical accounts. Thus, interviews, 

conducted by two doctoral students, were used as the primary method of data collection. 

The ethnographical accounts were used primarily as support for the findings from the 

interviews. Observations were conducted over a one year period. 

 McCracken (1988) suggests that in-depth interviews are an effective way of 

collecting data that would not be obtained simply by observing the activities of people.  

Kvale (1983) defines the qualitative interview as “an interview, whose purpose is to 

gather descriptions of the life-world of the interviewee, with respect to interpretation of 
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the meaning of the described phenomena” (p. 174). In other words, the interviewer is 

attempting to gather life stories, stories that allow the investigator to better understand the 

individual. This study used semi-structured questions, which meant that although 

questions were provided for the interviewer, they were instructed to ask probing 

questions of the interviewee when answers seemed incomplete or void of narratives. Only 

full-time classroom teachers were used for the interviews. Interviews lasted up to 45 

minutes in length. Seventeen questions were asked of the participant. These questions 

included questions that addressed defining commitment, descriptions of those who 

demonstrate commitment and those who don’t, and questions that introduced the 

components of affective, continuance, and normative commitment. Questions also 

addressed the topic of communication with parents, peers, administration, and the board 

of directors. 

 There were several challenges to this study. Chief among them was my role as 

superintendent of the school. In response to this challenge, I used the interviews 

conducted by the doctoral students as my primary source of data. Further, another party 

transcribed the tapes so that I only saw the final transcripts minus all of the names. 

Additionally, I regularly engaged teachers in informal settings, such as the teachers’ 

lounge, so as to become more a part of the daily fabric of the teachers’ day. These, 

combined with the fact that I did not record any accounts in the presence of teachers, 

were attempts to blend into the environment and create a more natural and safe 

environment for teachers to talk about professional and personal topics. 

 Grounded Theory was used as the research method for this study. Grounded 

Theory is a research method in which theory and concepts emerge from the research data 
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(Glaser & Strauss, 1967). I used the Constant Comparative Method described by Glaser 

and Strauss (1967). In this method, I looked to establish categories from the data that 

emerged from the analysis. Glaser and Strauss (1967) argue that, “as categories and their 

properties emerge, the analyst will discover two kinds: those that he has constructed 

himself; and those that have been abstracted from the language of the research situation” 

(p. 107). This study demonstrated both categories. In the chapters that discussed the 

process towards commitment, the properties emerged, while in the chapter on negative 

communication, “complaining” and “grumbling” were pulled from the words used by the 

interviewees. 

 The first salient finding in this study was the process a teacher at Calvary goes 

through to reach the point of commitment. Although research emphasizes antecedents to 

organizational commitment in the form of personal characteristics and work 

characteristics, there is a paucity of literature that addresses processes or the thoughts, 

feelings, and actions that an individual experiences along the way to becoming 

committed to a certain organization (Buchanan, 1974; Meyer & Allen, 1988; Mowday, 

Porter, & Steers, 1982; Stumpf & Hartman, 1984). This study attempts to address these 

issues. Five distinct aspects were identified along the way to commitment. The aspects 

include calling, action, conflict, decision, and perseverance.  

 Although the term “calling” has a religious connotation, it is also used in 

mundane settings such as one’s vocation. Hall and Chandler (2005) conceptualize calling 

as “work that a person perceives as his purpose in life” (p. 160). Buskist, Benson, and 

Sikorski (2005) purport that “a calling generally is thought to represent an inner urge or 

prompting that compels an individual to undertake a specific course of action” (p. 112). A 
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calling is defined by its qualities. Novak (1996) identified four qualities: (a) unique to the 

individual, (b) will involve preexisting characteristics such as ability, availability to the 

calling, as well as a love for the work for which one is being called, (c) a genuine 

enthusiasm and energy for doing the work, and (d) the calling does not arrive without 

much reflection, conversation with others, trial activities, and persistence (p. 161). 

Researchers have moved toward a more secular view of calling (Hall & Chandler, 2005; 

Lips-Wiersma, 2002). The distinction between the two views is seen in the source of the 

calling, the purpose of the calling, and who is served by the calling. Additionally, the 

religious view sees the calling as part of a divine plan, whereas the secular view sees the 

calling as part of the quest for personal fulfillment. 

 In this study, calling emerged as a primary term in the process towards 

commitment.  Three aspects of the calling emerged: 1) the calling has confirmations, 2) 

the calling is dynamic, and 3) the calling sustains commitment. The calling has 

confirmations that include God’s leading, a sense of fulfillment, a love for teaching, a 

desire to teach, and the abilities to carry out the task. Each of these supports the teacher’s 

move into their vocation and provides a foundation for their commitment to teaching. 

Further, the calling was seen as dynamic. In other words, teachers talked of their calling 

as something that could change depending upon circumstances. For example, if the 

values of the school changed, the teacher may no longer sense a calling to the school. 

Finally, the calling sustains commitment. In other words, when teachers are experiencing 

burnout or going through extensive periods of conflict, they reflect back on their calling 

to sustain them through such times. 
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 The second aspect in the process towards commitment is action. This is the phase 

of enacting the call. It is as one teacher noted, “putting a voice on my contract.” In this 

study, two categories of action emerged. These included aligning job activity with the job 

description and activity that goes beyond the job description. Researchers have identified 

these categories as in-role and extra-role behaviors (Becker & Kernan, 2003; Williams & 

Anderson, 1991). In-role behaviors are directly related to the formal tasks, duties, and 

responsibilities of the employee (Williams & Anderson, 1991). Researchers use 

“organizational citizenship behavior” when discussing extra-role behaviors (O’Reilly & 

Chatman, 1986; Organ, 1988). Organ (1988) conceptualizes this form of behavior as 

“individual behavior that is discretionary, not directly or explicitly recognized by the 

formal reward system…” (p. 4). Smith, Organ, and Near (1983) purport that these 

behaviors are important to the organization because they “lubricate the social machinery 

of the organization; provide the flexibility needed to work through many unforeseen 

contingencies; and enable participants to cope with the otherwise awesome condition of 

interdependence on each other” (p. 654). Organizational citizenship behaviors include 

dimensions such as altruism, courtesy, organizational loyalty, organizational compliance, 

individual initiative, and self-development (Organ, 1988; Podsakoff, Mackenzie, Paine, 

and Bachrach, 2000). In this study, teachers demonstrated both in-role and extra-role 

behaviors. However, it is the second category that garnered the most attention from 

teachers as the sacrifice of teachers was perceived to be a certain sign of commitment. 

 The third aspect in the process towards commitment is conflict. DeDreu and 

Beersma (2005) argue that conflict is a “process that begins when an individual or group 

perceives differences and opposition between him- or herself and another individual or 
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group about interests, beliefs, or values that matter to him or her” (p. 106). Potter, Swenk, 

Shrump, Smith, and Weekly (2001) argued that teachers are facing increasing classroom 

challenges, from state mandated programs to language immersion classrooms. Conflict is 

also a part of a private school teacher’s life. Numerous antecedents of conflict emerged 

from this study. These included the time of the year, intolerable parents, frequent 

changes, exhaustion, personal circumstances, diminished financial rewards and benefits, 

policy disagreements with administration, and peer conflict. 

 The fourth aspect of commitment is decision. Buchanan (1974) identified 

different issues that an employee faces throughout their tenure in an organization. These 

issues include role clarity and reality shocks within the first stage, fear of failure and 

personal importance in the second stage, and organizational dependability within the last 

stage. During each of the stages, the individual makes the decision to remain or leave the 

organization. Other issues for deciding to remain or leave the organization include being 

involved in the decision-making process, communication with the supervisor, 

empowerment, being given an opportunity to make an impact on the organization, and 

family (Bateman & Strasser, 1984; Feeley, 2000; Janssen, 2004; Lewis & Cooper, 1998). 

This study found that decisions to remain with or leave Calvary Christian School are 

made throughout the year in the form of iterative decisions that ultimately cumulate into a 

final decision. Further, it was found that teachers in this school based their decision to 

remain with or leave the school based upon the time of the year, intolerable parents, 

frequent changes, exhaustion, philosophical differences with the principal, personal 

circumstances, and diminished financial rewards and benefits. 
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 The final phase in the process of commitment is the perseverance phase. At this 

point, the teacher has decided to remain with the school. They have been called, engaged 

in role activity, experienced conflict, evaluated their commitment, and now arrived at the 

place of perseverance. Allen and Meyer (1990) identify factors of perseverance as 

affective, continuance, and normative commitment. These broad categories are reasons 

for an individual to persevere through the conflict and decision stages. This study found 

that teachers persevered because of relationships, the opportunity to make a difference, 

and their calling. Relationships were not found to be the same as friendships in this study. 

Rather, relationships referred to being supported, shared experiences, and shared values. 

In terms of having an opportunity to make a difference, this study found that teachers 

testified that in spite of challenges through the year, they viewed it as their responsibility 

as well as a privilege to be in a position to make a difference in the lives of their students.  

Finally, the calling brings us full circle, back to the first stage. It was the calling that 

began the journey towards teaching and it is the calling that was found to sustain the 

teacher in their role of teaching. 

 I have described these distinct constructs as aspects. Although there is the 

possibility that there are stages that move progressively from one to the next, I cannot 

make that claim here. Thus, there appears to be an archetype that some may go through 

and others may not. Future studies should be conducted to test the link between these 

aspects and the progressive nature of commitment. 

 The chapter on negative communication focuses on “complaining” or 

“grumbling.” This chapter looked at job activities that were not linked to performance or 

task proficiency. Siders, George, and Dharwadkar (2001) defined job performance as “an 
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individual’s overall performance/task proficiency or as performance on specific 

dimensions, such as quality and quantity of work” (p. 572).  Yet, missing from this 

definition are actions and behaviors that take place in the organization but are unrelated 

to performance or task proficiency. This could include positive behaviors, such as 

organizational citizenship behavior, or negative behaviors, such as complaining or 

grumbling. These types of behavior may not receive reward or punishment respectively, 

yet they are an ever present part of organizational life.  

This study looked at the specific negative behavior of complaining. Kowalski (1996) 

conceptualized complaining as the expression of personal dissatisfaction because of unmet 

expectations. Heck, Bedian, and Day (2005) noted two types of complaints: instrumental and 

noninstrumental. Instrumental complaints are offered with the intent of bringing about 

change, whereas noninstrumental complaints are complaining for the sake of complaining. 

This study found that teachers saw their peers who complained for the sake of complaining 

as lacking commitment. Whereas complaints to bring about change were considered 

acceptable, noninstrumental complaining was seen as having a negative influence on the 

environment as well as creating division within the school. This study also found that 

teachers complained as a form of resistance to change and in order to save face. Resistance to 

change was perceived to be the result of new policies, new duties, conflict with a supervisor, 

perceived loss and perceived laziness. Saving face took place when teachers had either failed 

in a task or were involved in an event or project that had not gone well. Saving face was a 

way in which they were attempting to remove themselves from responsibility. Examples of 

saving face that emerged in this study included complaints about the principal, students, new 

policies, a lack of resources, and parents. This study found that teachers viewed the outcome 
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of complaining as that which has a negative influence on the environment and that which 

creates division in the community. It should be noted that all of the discussion on 

complaining or grumbling was ascribed from one teacher about another teacher. No teacher 

defined themselves as a complainer or grumbler. 

In the discussion chapter, I reminded the reader of the landscape that has been 

covered in this paper. I also identified implications for this study. This study adds to 

research completed on teacher retention. The 2003 report, No Dream Denied: A pledge to 

America’s children, the National Commission on Teaching and America’s Future, notes 

that there is not a teacher shortage problem in this country, but a teacher retention 

problem. The report argues that high rates of teacher turnover with a school cause “a 

disruption of coherence, continuity, and community that are central to strong schools” (p. 

32). Although research argues that a salient reason for teacher turnover is related to their 

perceived low salaries, other factors such as support from colleagues, parents,  

administration, and school management policies are involved (Allen, 2005; Hunt & 

Carroll, 2003).  Consistent with findings in other research, this study found that salary 

(continuance commitment) was a factor in teacher retention. However, in contrast to 

public school findings, few teachers made salary a primary reason in their staying with 

Calvary Christian School. It appeared that affective commitment and normative 

commitment were more important than the issue of salary in this school.  

This study regarding complaining and a lack of commitment furthers extant 

research that argues for commitment to be evaluated beyond tenure and absenteeism. 

This finding on complaining also casts a shadow on the notion that commitment is 

demonstrated upon reaching the perseverance stage. A teacher could arrive at the 
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perseverance stage and still be perceived to lack commitment by his or her peers if they 

chronically engage in noninstrumental complaining. There is an expectation within the 

school community that complaints be offered in a fashion that does not damage the 

school community. This finding also suggests that commitment is not only self-defined, 

but also defined by those who work with the teacher.  

The paper ends with a look at possible future research. Future studies should apply this 

work to a public school setting. A limitation to this study is that it was conducted in a 

private school setting. Arguably, there would be overlap between public and private 

school settings. However, further research is needed to be able to determine the degree of 

similarities and differences between the two different settings. 
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