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The purpose of the present study was to examine the distinctive relationships of teacher
professional and organizational commitment with participation in decision making and
with organizational citizenship behavior (OCB). The data were collected through ques-
tionnaires from a sample of 983 teachers at 25 middle schools and 27 high schools in
Israel. The results of the structural equation model confirmed the main hypotheses and
depicted distinctive patterns of relationships regarding professional commitment and
organizational commitment in schools. First, whereas participation in the managerial
domainwas positively associatedwith both the professional and the organizational com-
mitment, participation in the technical domain was positively related with only teachers’
professional commitment. Second, professional commitment was positively associated
with OCB toward the student, whereas organizational commitment was positively asso-
ciated with all three dimensions of OCB (toward the student, the team, and the organiza-
tion). Implications of the study findings are discussed in relation to teachers and admin-
istrators in schools.

The restructuring movement, which pursues new strategies and reforms to
adapt to the changing environment, confronts schools and teachers with ever
more and various demands (J. Blase & Blase, 1996; Boyle, Boyle, & Brown,
1999; Broillette, 1997; Clement & Vandenberghe, 2000; Reitzug, 1994; Wall
& Rinehart, 1998). In this process, schools will have to be more dependent on
teachers who are committed to school goals and values, more willing to exert
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considerable effort beyond minimal expectations, and strongly desirous of
remaining in the organization. However, recent evidence (e.g., Easley, 2000;
Fox & Certo, 1999) has revealed that teacher retention is a growing area of
concern, stressing the urgency and the importance of exploring the anteced-
ents and the consequences of teachers’ commitment to their profession and
their organization.

Commitment has received a great deal of attention in business and organi-
zational studies for important reasons (Kacmar, Carlson, & Brymer, 1999;
Keller, 1997). The outcomes of commitment are fairly clear. Committed peo-
ple are more likely to remain with the organization, work toward organiza-
tional goals, and invest more effort in their job (Mayer & Schoorman, 1992;
Yousef, 2000). Commitment is significantly and negatively associated with
turnover and, to a lesser extent, other withdrawal behaviors such as decreased
performance and increased absenteeism (Ostroff, 1997). Relatively little
research, however, has addressed commitment among teachers (e.g.,
Billingsley & Cross, 1992; Grady, 1989). Moreover, although recently there
have been attempts to trace the diverse construct of commitment (Firestone &
Rosenblum, 1988), most research on teachers’ commitment examined it as a
generic construct (e.g., Niehoff, 1997; Reames & Spencer, 1998). The pres-
ent study was designed to supplement this niche in the literature by examin-
ing two dimensions of teacher commitment, professional commitment and
organizational commitment, and their distinctive relationships with the dif-
ferent domains of decision making in schools (commitment’s antecedents)
and with the different dimensions of teachers’ organizational citizenship
behavior (OCB) (commitment’s consequences).

Organizational and Professional Commitment

There are two distinct approaches to the definition of commitment in the
literature: an exchange approach (continuance commitment), which views
commitment as an outcome of an inducements-contributions transaction
between an individual and an object (i.e., the organization) (e.g., Morris &
Sherman, 1981; Stevens, Beyer, & Trice, 1978), and a psychological
approach (affective commitment), which depicts a positive, high-intensity
orientation toward an object (Mowday, Porter, & Steers, 1982). The most
widely accepted and used theme in most definitions of commitment focuses
on the psychological bond or identification of the individual with an object
that takes on a special meaning and importance and that goes beyond calcu-
lated involvement (Buchanan, 1974; Etzioni, 1961; Mowday et al., 1982).
Objects of commitment vary considerably. Committed teachers may have
strong psychological ties to their school, their students, or their subject
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matter, and their patterns of behavior might vary depending on which com-
mitments are stressed (Cohen, 2000; Firestone & Pennell, 1993; Firestone &
Rosenblum, 1988). Researchers (e.g., Billingsley & Cross, 1992; Cohen,
1999; Firestone & Pennell, 1993) have distinguished between commitment
to the organization and commitment to the profession.

Organizational commitment has been defined differently by different
scholars depending on their backgrounds (Yousef, 2000). However, the most
widely used definition in the literature is Mowday, Steers, and Porter’s (1979)
definition. They defined organizational commitment as the relative strength
of the identification of the individual and his or her involvement in a particu-
lar organization. According to this definition, organizational commitment
has three basic components: a strong belief in and acceptance of the organiza-
tion’s goals and values (identification), a willingness to exert considerable
effort on behalf of the organization (involvement), and a strong intent or
desire to remain with the organization (loyalty). Teachers who are highly
committed to their school should be expected to engage in behaviors that
would help the employing organization achieve its goals, to exert consider-
able effort beyond minimal expectations, and to remain in the organization.

Definitions of the professional commitment construct have ranged from
the extent to which one is engaged in carrying out the specific tasks in the
present work environment to the degree of importance that work plays in
one’s life (Brown & Leigh, 1996; Manheim & Papo, 2000; Paullay, Alliger, &
Stone-Romero, 1994). The present research applied the widely used Lodahl
and Kejner (1965) conceptualization of involvement in the present job and
the importance of work in general. According to Weick and McDaniel
(1989), a profession requires a deep commitment by all members that goes
beyond a desire for pecuniary gain and that requires the adoption of specific
values. This commitment is necessary in part because practitioners in profes-
sions as diverse as medicine, the military, and education have to make spur-
of-the-moment decisions that cannot be easily inspected by third parties and
that clients do not know enough to second guess. Moreover, schools as
loosely coupled organizations have difficulties in observing teachers, assess-
ing performance, and mandating specific practices; therefore, teachers’ pro-
fessional commitment is crucial for achieving good instruction (Firestone &
Pennell, 1993).

Although both types of the commitment—to the organization and to the
profession—are necessary for accomplishing school objectives, improving
teachers’ professionalism, and pursuing changes in teachers’ practice, orga-
nizational and professional commitments may also be in conflict (Bredeson,
Fruth, & Kasten, 1983; Firestone & Pennell, 1993; Wallace, 1993). Teachers
who are more committed to the profession and its goals are less likely to be
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highly committed to the organization (Wallace, 1993). This approach sug-
gests that professional commitment has a negative association with organiza-
tional commitment, because the professional value system is believed to
emphasize values, such as client orientation, loyalty, professional autonomy,
conformity to professional standards, and ethics. In contrast, organizational
commitment is said to emphasize conformity to organizational norms and
regulations and to organizational loyalty (Wallace, 1993). For example, com-
mitment to the profession may lead teachers to invest their efforts mostly
within their own classroom, independently from the needs of the school as a
whole, whereas a commitment to the organization may have the opposite
effect. As organizational commitment may encourage teachers to cooperate
and share to attain the organizational goals, professional commitment may
foster individualistic modes of work.

The present study proposes a model (see Figure 1) that examines (a) the
relationships between the domain of teachers’participation in decision mak-
ing and organizational and professional commitment and (b) the relation-
ships between organizational and professional commitment and different
dimensions of organizational citizenship behavior. Specific research hypoth-
eses are discussed in the following sections.

The Relationship Between Participation and Commitment

Participation in decision making is defined as joint decision making or at
least shared influence in decision making by a superior and his or her
employee (Koopman & Wierdsma, 1998). Research in general supports a
link between participation in decision making and commitment (e.g., John-
son, 1990; Louis & Smith, 1991, 1992; Reyes, 1990). For example, Louis’s
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(1991) and Louis and Smith’s (1991, 1992) studies of restructuring schools
found associations between teacher participation and commitment in both
qualitative and quantitative data. Bacharach, Bamberger, Conley, and
Bauer’s (1990) survey of National Education Association members found a
significant negative relationship between secondary school teachers’sense of
deprivation in decision making on school policies and organizational goal
commitment. Hoy, Tartar, and Bliss’s (1990) study of 58 New Jersey schools
found that commitment was higher at schools where principals acted on
teacher suggestions.

Theoretically, participation in decision making could create commitment
through motivational mechanisms. For example, Evers (1990) suggested that
the success of teachers’participation might lie in the sense of ownership they
enjoy through the initiation of ideas, as opposed to responding to the propos-
als of others. Decisions that are generated by active participation are essen-
tially self-discovered (Fishbein & Azjen, 1975). This source of information
enhances involvement and commitment because individuals tend to place
greater trust and a higher level of acceptance in information discovered by
themselves (Armenakis, Harris, & Mossholder, 1993; Beckhard & Harris,
1987; Fullan, 1997). However, a review of the empirical literature revealed
that most research examined the relationship between participation and orga-
nizational commitment (e.g., Bacharach et al., 1990), albeit neglecting the
link between participation and professional commitment.

Regarding teachers’ participation in decision making, most educational
scholars (e.g., Duke & Gansneder, 1990; Herriott & Firestone, 1984; Schnei-
der, 1985) identify two main domains of decision making in schools: the
technical domain, which deals with students and instruction (e.g., instruc-
tional policies, classroom discipline policies, resolving learning problems),
and the managerial domain, which deals with school operations and adminis-
tration (e.g., setting school goals, hiring staff, allocating budget, evaluating
teachers). Theoretically, one might suggest that participation in the technical
domain reflects different considerations (motivation) from participation in
the managerial domain, therefore fostering different dimensions of commit-
ment (organizational/professional commitment). Participation in the techni-
cal decisions refers to those decisions that have an immediate relevance to the
teacher’s own classroom. Teachers, as professionals, work normatively to
improve classroom performance, to enhance their ability to deal with student
discipline, and to strengthen their awareness of student needs (J. Blase, 1993;
Soodak & Podell, 1996). Being involved in the classroom environment
includes selecting materials, planning the daily agenda, exerting classroom
discipline, and affecting students’ learning (e.g., Ashton & Webb, 1986;
Ross, Cousins, & Gadalla, 1996). Therefore, the considerations that affect
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the participation of teachers in technical issues are based on the notion that
their influence in technical issues will lead to decisions that enhance the con-
ditions for experiencing success. Because teachers are expected to under-
stand work processes and challenges better than administrators or policy
makers do, their participation ensures that better information will be avail-
able for making decisions that facilitate successful teaching (Conley &
Bacharach, 1990; Firestone & Pennell, 1993). Accordingly, we hypothesized
that participation in technical decisions would be positively related to profes-
sional commitment (Hypothesis 1).

Participation in the managerial domain refers to those activities that refer
to the school as a whole. Being involved in the organization environment,
which includes setting school goals, hiring staff, allocating budget, and eval-
uating teachers, might widen the viewpoint and the role of teachers in school.
Participation in managerial issues widens the focus of teachers from the
immediate outcomes of their own classroom to the organization as a whole.
Through managerial participation and the exercise of influence, teachers
become more committed to organizational decisions and, in the long run, to
the organization as a whole (e.g., Firestone & Pennell, 1993; Smylie, 1992).
Moreover, teachers’participation can enhance a sense of fairness and trust in
the organization both because teachers can protect their own interests and
because they get information on the shaping of decisions to which they would
not otherwise be privy (Cropanzano & Folger, 1996). This process of partici-
pation might strengthen teachers’ identification with the goals and values of
the organization. Accordingly, we hypothesized that managerial participa-
tion would be positively related to organizational commitment (Hypothesis
2).

The Relationship Between Commitment and OCB

OCB refers to those discretionary behaviors that go beyond existing role
expectations and are directed toward the individual, the group, or the organi-
zation as a unit to promote organizational goals (Organ, 1990). This defini-
tion highlights the multidimensional nature of OCB: (a) OCB toward the stu-
dent (e.g., acquiring expertise in new subjects that contribute to teaching,
enhancing the ability to deal with students’ special needs), (b) OCB toward
the team (e.g., helping other teachers who have heavy work loads, orient new
teachers), and (c) OCB toward the organization as a whole (e.g., volunteering
for unpaid tasks, making innovative suggestions to improve the school). This
multidimensional approach means that the predictions of the antecedents and
the consequences of OCB should be level dependent.
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OCB has received a great deal of attention in business and organizational
studies in general (e.g., Podsakoff, MacKenzie, Paine, & Bacharach, 2000;
Van Dyne, Cummings, & Parks, 1995) and especially regarding its relation-
ship with commitment, but to our knowledge, no study so far has addressed
this link in schools. Furthermore, most research examines the relationship
between organizational commitment and OCB (e.g., Pillai, Schriesheim, &
Williams, 1999; Schappe, 1998; Schaubroeck & Ganster, 1991; Williams &
Anderson, 1991) while neglecting the link between professional commit-
ment and OCB. A review of the empirical literature (e.g., Schappe, 1998;
Williams & Anderson, 1991) revealed that organizational commitment has
mixed evidence regarding its relationship with OCB. Research by Schappe
(1998) and Schaubroeck and Ganster (1991) indicated a positive relationship
between organizational commitment and OCB, whereas a study by Williams
and Anderson (1991) found no significant relationship. Manogran and
Conlon’s (1994) meta-analysis of 12 studies found a true score correlation of
.21 between organizational commitment and OCB but with a 90% confi-
dence interval of –.01 to .44. Using a multidimensional approach to OCB as
well as to commitment might clarify the inconsistent findings in the literature
on OCB (George, 1996; Somech & Drach-Zahavy, 2000).

Within the school setting, teachers’ professional commitment is deter-
mined by their sense of involvement in the process of instruction, which
determines the amount of effort they put into teaching to promote students’
learning and well-being (Firestone & Pennell, 1993). Highly committed pro-
fessional teachers are expected to acquire expertise in new subjects that con-
tribute to their work, to enhance their ability to deal with students’ special
needs, and to improve their classroom performance. Therefore, we hypothe-
size that professional commitment will be positively correlated with OCB
toward the student (Hypothesis 3). Regarding organizational commitment,
teachers who are committed to their schools are expected to engage in behav-
iors that would help the employing organization achieve its goals, regardless
of whether these behaviors are part of the teachers’ role. These behaviors
should be oriented toward the team, such as working collaboratively with
others and orienting new teachers, as well as toward the organization as a
whole, by volunteering for roles and tasks that are not a prescribed part of
their job. Therefore, organizational commitment should be positively corre-
lated with OCB toward the team and the organization (Hypothesis 4).

To sum, these theoretical perspectives suggest a model to study the role of
professional and organizational commitment as mediating the participation-
OCB relationship (Hypothesis 5). The model postulates that participation in
technical decisions functions to enhance OCB toward the student through the

Somech, Bolger / ANTECEDENTS AND CONSEQUENCES 561



mechanism of professional commitment (Hypothesis 5a), whereas participa-
tion in managerial decisions functions to enhance OCB toward the team and
the organization as a whole through the mechanism of organizational com-
mitment (Hypothesis 5b). This model allows but does not articulate poten-
tially important relationships among the mechanisms themselves. Nor does
the model represent possible recursive relationships among its elements.
These matters are left for future inquiry.

METHOD

To test our model, we examined data from a wide cross section of middle
and high schools in Israel. The sample, the measures of the variables, and the
data collection procedures are described below.

Participants

The teachers in this study were sampled from a random sample of schools
located in the northern and middle parts of Israel. Out of 2,400 teachers from
25 middle schools (Grades 7 through 9) and 27 high schools (Grades 10
through 12), 983 responded and returned usable questionnaires (41% return
rate). Although it was not possible to select a random sample of all the sec-
ondary and high schools in Israel, care was taken to select urban, suburban,
and rural schools from diverse populations that represent the composition of
teachers in Israel with regard to gender, religion, age, and education. Sev-
enty-two percent were women, 718 (73%) were Jewish, and 265 (27%) were
Arab. The average age was 38.5 years, with an average of 10 years of senior-
ity in the current school and 13.5 years of seniority as teachers. Sixty-four
percent had a bachelor’s degree, 26% had a master’s degree, and 10% had a
professional degree (equivalent to a junior college diploma, with teaching
credentials). These demographic characteristics were similar to those found
in comparable studies on teachers in Israel (Rosenblatt, 2001; Somech &
Drach-Zahavy, 2000).

Instruments

A quantitative questionnaire using Likert-type scales was administrated in
2001 to 2,400 teachers. The respondents were instructed to refer to their cur-
rent school and to fill out a questionnaire that asked a range of questions
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about their involvement in decision making, their perceptions and feelings
about school and teaching occupation, and their engagement in OCBs.

Teacher Participation in Decision Making

Teacher participation in decision making is operationally defined as “par-
ticipation by teachers in making decisions about issues that affect their activi-
ties or job assignments” (Taylor & Bogotch, 1994, p. 307). To measure par-
ticipation, a questionnaire developed by Bacharach, Bauer, and Shedd (1986)
measuring teachers’ involvement on 19 decision items was used. To identify
which domains of participation in decision making emerge from the present
data, a principal component analysis with varimax rotation was performed on
the 19 items of the questionnaire. Two factors emerged, accounting for 56.4%
of the variance, with eigenvalues greater than 1. Factor 1 appeared to repre-
sent decisions relating to issues concerning what and how to teach and stu-
dents’ discipline and grades. This factor represents the technical domain of
participation. Factor 2 reflected decision areas traditionally in the purview of
management, such as budgeting and hiring and evaluating teachers. This sug-
gested that Factor 2 represented a managerial domain of participation.

Based on the factor analysis results, two subscales of participation were
determined: (a) The technical domain contains 9 items: what to teach, how to
teach, texts/workbooks available, texts/workbooks used, student discipline
codes, standardized testing policy, grading policies, reporting student
achievement, and student rights. The reliability level of alpha was .82. (b)
The managerial domain contains 10 items: teacher’s assignment to school,
teacher’s subject/grade assignment, students’ assignment to class, removal
for special instruction, designing facilities, budget developing, spending pri-
orities, staff hiring, staff development, and teacher’s performance evaluation.
The reliability level of alpha was .91.

Teachers were asked to indicate the extent to which they actually partici-
pate in decision making in each issue. Each subscale was measured by the
mean response to the relevant items rated on a 5-point Likert-type scale rang-
ing from 1 (very seldom) to 5 (very often), and the middle response 3
(sometimes).

Organizational Commitment

To measure teachers’ organizational commitment, we adapted Mowday
et al.’s (1979) Organizational Commitment Questionnaire, which was
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specifically adjusted to suit the educational setting context. This instrument
consists of 15 items and refers to the strength of an individual’s identification
with and involvement in a particular organization. Example items are “I talk
about this school to my friends as a great school to work for” and “I feel very
little loyalty to this school” (reverse code). The reliability level of alpha was
.87.

The respondents used a 7-point Likert-type scale to indicate their agree-
ment (1 = strongly disagree, 4 = neither disagree nor agree, and 7 = strongly
agree) with each of the items in the scale. The scale was measured by the
mean response to the 15 items.

Professional Commitment

To measure teachers’ professional commitment, we adapted Lodahl and
Kejner’s (1965) questionnaire, which was specifically adjusted to suit the
educational setting context. This instrument consists of 20 items and focuses
on teachers’involvement in the present job and on the importance of the work
as a teacher in general. Example items are “I live my job as a teacher 24 hours
a day” and “Most things in my life are more important than my work”
(reverse code). The reliability level of alpha was .87.

The respondents used a 5-point Likert-type scale to indicate their agree-
ment (1 = strongly disagree, 3 = neither disagree nor agree, and 5 = strongly
agree) with each of the items in the scale. The scale was measured by the
mean response to the 20 items.

OCB

To measure teachers’ OCB, the 23-item scale of Somech and Drach-
Zahavy (2000) was used. This questionnaire was specifically developed and
validated in the context of schools. It refers to those discretionary behaviors
that go beyond existing role expectations and are directed toward the individ-
ual, the group, or the organization as a unit. The questionnaire consists of
three subscales: (a) 8 items of OCBs toward the student (e.g., stay after school
hours to help students with class materials, with reliability level of alpha =
.80; (b) 7 items of OCBs toward the team (e.g., help an absent colleague by
assigning learning tasks to the class), with reliability level of alpha = .77; and
(c) 8 items of OCBs toward the school as a unit (e.g., make innovative sugges-
tions to improve the school), with reliability level of alpha = .87. Each
subscale was measured by the mean response to the relevant items rated on a
5-point Likert-type scale ranging from 1 (strongly disagree) to 5 (strongly
agree), with the middle response 3 (neither disagree nor agree).
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Data Collection

Data were collected from teachers at regularly scheduled faculty meet-
ings. The purpose of the study was explained in general terms, anonymity
was guaranteed, and the importance of candid response was emphasized.

RESULTS

Preliminary analyses of t tests were performed to determine whether there
were gender and type of school (secondary/high schools) differences with
regard to the research variables (i.e., participation in decision making, orga-
nizational commitment, professional commitment, and OCB). The results
revealed no significant differences (p > .05). In addition, the correlations
between the other demographic variables (education, length of tenure, and
education) and the research variables were marginal (below .09); hence, we
treated the participants as one group.

Table 1 presents the descriptive statistics and intercorrelations for all the
key variables included in the analysis.

An examination of the mean and intercorrelation patterns shown in
Table 1 revealed several insights. First, regarding the participation’s
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TABLE 1
Descriptive Statistics and Intercorrelations Matrix for Research Variables

M SD 1 2 3 4 5 6 7

1. PDM in the
technical domain 3.2 0.85 1.00 .54** .06 .16** .48** .31** .29**

2. PDM in the
managerial domain 2.1 0.88 1.00 .28** .33** .29** .42** .31**

3. Organizational
commitment 4.3 0.83 1.00 .53** .28** .40** .39**

4. Professional
commitment 3.4 0.59 1.00 .28** .06 .19**

5. OCB toward
the student 2.8 0.72 1.00 .54** .58**

6. OCB toward
the team 3.4 0.80 1.00 .61**

7. OCB toward
the organization 3.0 0.92 1.00

NOTE: PDM = participation in decision making; OCB = organizational citizenship behavior.
**p < .0001.



domains, consistent with previous research (e.g., Duke & Gansneder, 1990;
Taylor & Bogotch, 1994), the mean of participation in technical decisions
was higher than the mean of participation in managerial decisions (M = 3.2
andM = 2.1, respectively). This result indicated that teachers reported them-
selves to be more involved in issues concerning students and instruction (e.g.,
how to teach, what to teach) than in decisions related to school operations and
administration (e.g., setting school goals, hiring staff, allocating budget).
Second, among the three scales of OCB, the scale with the highest mean was
OCB toward the team, which refers to those behaviors that were intentionally
directed at helping a specific teacher. The second scale was OCB toward the
organization, which refers to a more impersonal form of behaviors that did
not provide immediate aid to any one specific person but rather were directed
to the benefit of the whole organization. Finally, the lowest scale mean was
OCB toward the student, which pertained to behaviors directly and intention-
ally aimed at improving the quality of teaching (M = 3.4, M = 3.0, and M =
2.8, respectively). This OCB pattern of means was also found in a sample of
elementary school teachers (Somech & Drach-Zahavy, 2000). Finally, in
relation to the commitment dimensions, the results indicated a positive and
significant correlation between professional commitment and organizational
commitment (r = .53, p < .0001).

To test the study hypotheses, we conducted a structural equation modeling
(SEM) using the LISREL 8 computer program. By means of SEM, we exam-
ined the level of overall prediction of each of the variables suggested in the
model and the exclusive, separate contribution of each variable to each
dimension of OCB. This model enables examination of a series of simulta-
neous dependent relationships and of simultaneous relationships between
independent and dependent variables. The overall model describes relation-
ships between participation (an independent variable) and commitment (a
mediating variable) and between commitment and OCB (a dependent vari-
able). The results of the improved model with completely standardized path
coefficients for the model are presented in Figure 2. The model showed a per-
fect fit with the data, χ2 = 5.83, df = 5, p = .32; goodness-of-fit index = 1.00;
nonnormed fit index = 1.00; comparative fit index = 1.00.

Hypotheses 1 and 2 were related to the relationships between participation
and commitment. The results of the analysis (see Figure 2) revealed that par-
ticipation in technical decisions was positively and significantly related to
professional commitment (β = .23, p < .001), whereas participation in mana-
gerial decisions was positively and significantly related both to professional
commitment and to organizational commitment (β = .11, p< .001; β = .34, p<
.0001, respectively). These results supported the first two hypotheses con-
cerning a positive relationship between participation in technical decisions
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Figure 2: Standardized Parameter Estimates for the Revised Theoretical Model
NOTE: OCB = organizational citizenship behavior. Only statistically significant values are presented.
*p < .001. **p < .0001.
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and professional commitment, as well as a positive relationship between par-
ticipation in managerial decisions and organizational commitment. How-
ever, unexpectedly, the results also indicated a positive relation between par-
ticipation in managerial decisions and professional commitment.

Hypotheses 3 and 4 concerned the relationships between commitment and
OCB. Positive and significant relationships were found between organiza-
tional commitment and OCB toward the student (β = .13, p < .001), toward
the team (β = .42, p< .0001), and toward the organization (β = .50, p< .0001).
A positive and significant relationship was found between professional com-
mitment and OCB toward the student (β = .38, p < .0001). These results sup-
ported the second hypothesis concerning a positive relationship between pro-
fessional commitment and OCB toward the student, as well as positive
relationships between organizational commitment and OCB toward the team
and the organization. However, unexpectedly, the results also indicated a pos-
itive relationship between organizational commitment and OCB toward the
student.

Finally, the fifth hypothesis suggested that professional commitment
would serve as a mediator in the technical participation, OCB toward the stu-
dent relationship (Hypothesis 5a), whereas the organizational commitment
would serve as a mediator in the managerial participation, OCB toward the
team, and the organization relationship (Hypothesis 5b). The results of the
analysis indicated that in all cases the direct (participation-OCB) and indirect
(participation-commitment-OCB) effects were significant. Specifically, the
results indicated that professional commitment partly mediated the relation-
ship between participation in technical decisions and OCB toward the stu-
dent and organizational commitment partly mediated the relationship
between participation in managerial decisions and OCB toward the student,
the team, and the organization.

DISCUSSION

The results of the present study depicted distinctive patterns of relation-
ships regarding professional commitment and organizational commitment in
schools. These results augment the existing literature in several important
respects.

First, the results of the present study indicated a positive relationship
between organizational and professional commitment. This finding is con-
sistent with recent studies that revealed moderately strong positive relation-
ships between these two dimensions of commitment (e.g., Cohen, 2000).
Accordingly, we argue that there is no inherent conflict between commitment
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to the profession and commitment to the organization if the individual’s pro-
fessional work expectations and goals are met by the employing organization
(Wallace, 1993). In other words, it might be that there is a growing
interpenetration of professional and organizational characteristics of work,
because schools have started to modify their structure to provide more pro-
fessional incentives and less organizational control for the professional
teacher (Malen, Ogawa, & Kranz, 1991). However, demonstrating a positive
relation does not necessarily mean that there is no tension between the two
commitments (Aranya & Ferris, 1984).

Second, the results of the present study demonstrated that professional
commitment and organizational commitment have different patterns of rela-
tionships with the two domains of decision making in schools, as well as with
the three dimensions of OCB. These results highlighted the importance of
investigating commitment as a multidimensional concept and also empha-
size the importance of examining the antecedents and determinants of each
construct separately.

Participation-Commitment Relationship

Regarding the relationship between participation in decision making and
commitment, we found that participation in the technical domain was posi-
tively associated with teachers’ professional commitment, whereas partici-
pation in the managerial domain was positively associated with both the pro-
fessional and the organizational commitment. Overall, these results support
previous research, which suggests that work conditions are significant pre-
dictors of commitment (e.g., Firestone & Pennell, 1993; Hackman &
Oldham, 1980; Mowday et al., 1982). This literature suggests that objective
work elements such as task variety or opportunity to participate in decision
making affect psychological states, such as the meaning attributed to work or
experiencing a sense of responsibility, which mediate between work condi-
tions and commitment.

Concerning the positive relation between participation in the technical
domain and professional commitment, this finding might suggest that from
the teachers’ perspective, to be involved in issues relating to students and
instruction is in congruence with their professional standards and ethics. In
other words, it seems that as part of the norms of the profession, technical
issues fell within teachers’ interest whereas managerial issues fell outside it.
Accordingly, teachers’ influence in technical issues ensures that better deci-
sions concerning their own classroom will be made. This will facilitate suc-
cessful teaching, which is the meaning of being committed to their profession
as teachers (Conley & Bacharach, 1990; Firestone & Pennell, 1993; Rice &
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Schneider, 1994). However, regarding the managerial domain, the present
results showed that both organizational commitment and professional com-
mitment were positively associated with participation in the managerial
domain. These results might suggest that involving teachers in areas related
to school operation and administration, such as school policy, staff hiring,
and budget allocation, enhances opportunities to develop an organizational
system approach, which expands teachers’ perspectives from the immediate
outcomes of their own classroom to the organization as a whole (Senge,
1990) consequently fostering both professional and organizational commit-
ment. That is, through involvement in managerial issues, teachers see their
role not only as instructors within their own classes but also as members of
the whole organization. This point of view strengthens their identification
with their professional goals as well as with their organizational goals. These
results challenge the repeated claim in the literature that both teachers and
administrators see teachers’ interest and expertise in areas related to students
and instructions (the technical domain) and the administrators interest and
expertise in areas related to management (e.g., Conley & Rhoades, 1990;
Rice & Schneider, 1994). This dichotomous differentiation in participation
preserves the traditional role of teachers as involved only in the technical
domain of a school’s issues. Our results imply that by involving teachers in
technical as well as in managerial issues, one might restructure the teachers’
role. Restructuring teachers’ roles might have an important impact on both
professional and organizational commitment (Keedy & Achilles, 1997;
Reitzug & Capper, 1996).

Commitment-OCB Relationship

As to the relationship between commitment and OCB, overall, the present
results indicated that teachers who were highly committed to their organiza-
tion and/or to their profession reported themselves to be more engaged in
OCBs than were teachers with low organizational and/or professional com-
mitment. These results supported the theoretical models of Scholl (1981) and
Weiner (1982), which suggested that because commitment maintains behav-
ioral direction when there are low expectations of formal rewards for perfor-
mance, commitment is likely to affect OCB. Specifically, we found that pro-
fessional commitment was positively associated with OCB toward the
student, whereas organizational commitment was positively associated with
all three dimensions of OCB: toward the student, the team, and the
organization.

Regarding the positive relation between professional commitment and
OCB toward the student, this finding supported previous literature (e.g.,
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J. Blase, 1993; Lee, Dedrick, & Smith, 1991), which argued that teachers per-
ceive their main role as promoting students’ learning and well-being.
Namely, teachers, as professionals, work normatively to improve classroom
performance, to enhance their ability to deal with students’discipline, and to
strengthen their awareness of the students’ needs. Therefore, teachers who
are highly committed to their profession will tend to invest extra effort in
acquiring expertise in new subjects that contribute to teaching and will
enhance the ability to deal with students’ special needs. These behaviors
reflect OCB toward the student, rather than OCBs toward the team or the
organization. With regard to organizational commitment, our findings
revealed that all three dimensions of OCB were inspired by teachers’identifi-
cation with the organization. That is, teachers who were highly committed to
their school were more engaged in OCBs toward the student, the team, and
the organization than teachers with low commitment were. These distinctive
patterns of results demonstrated that professional commitment enhanced
only OCBs inside the classrooms, whereas organizational commitment
enhanced pedagogical, collegial, and organizational OCBs. These findings
stress the importance of enhancing teachers’ identification and involvement
with the objectives and goals of their schools as a whole.

Finally, the value of the present study is in improving the understanding of
the process that explains how participation in decision making is related to
OCB. In regard to the participation in the technical domain, our results indi-
cated that teachers’ participation in this domain was associated with OCB
toward the student directly but also indirectly through professional commit-
ment. Participation in the technical domain is associated with professional
commitment, probably because the opportunity to participate in these issues
implies respect for the teacher’s professionalism and expertise. By engaging
in OCBs in the classroom, teachers may have the opportunity to exhibit their
involvement in teaching and its importance in their life. In relation to teach-
ers’ participation in the managerial domain, our results indicated that this
domain was associated with OCB toward the student, the team, and the orga-
nization directly but also indirectly through organizational commitment and
professional commitment. These results suggest that the opportunity to par-
ticipate in decision making in all areas of a school expands teachers’perspec-
tives from the outcomes of their own classroom to the organization as a
whole, therefore enhancing teachers’ identification with a school’s goals as
well as with the profession’s objectives. This in turn fosters teachers’willing-
ness to assume responsibilities that are not a prescribed part of their job on
behalf of the organization in order to accomplish its goals (VanYperen,
Berg, & Willering, 1999).
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SUMMARY AND CONCLUSIONS

The present study focused on examining the roles of professional and
organizational commitment in explaining the participation-OCB relation-
ship. Our findings suggest that commitment should be addressed as a multidi-
mensional concept and consequently the antecedents and the outcomes of
commitment should be dimension dependent.

With respect to managerial implications, our results imply that although
highly committed teachers go beyond what is expected of them in their work,
others who do not feel highly committed to their school are not truly engaged
and involved in their schools and perform only the minimum amount of work.
It seems that these withdrawal teachers are the real concern to schools. There-
fore, to foster organizational commitment, our findings emphasize the
importance of shaping organizational conditions under which teachers work
in order to enhance professional and organizational commitment. Principals
should involve teachers not only in the technical domain of decision making
but also in the managerial domain. Another important issue is how to better
manage and promote the relationship between meaningful job attitudes, such
as professional and organizational commitment, and beneficial organiza-
tional behavior, such as OCB. Given that OCBs are not mandated by job
descriptions and that they are not formally rewarded, principals need to rec-
ognize that the feeling that teachers have toward their schools and their pro-
fession may be manifested through the OCBs (Schappe, 1998). The results of
the present study may suggest that enhancing teachers’ opportunities to be
involved in managerial issues can have a positive effect on organizational
commitment, which in turn increases teachers’ engagement in OCB toward
the student, the team, and the organization.

Finally, the findings and conclusions of this study should be interpreted
while keeping in mind a few limitations. First, as all the measures used were
self-reports, common method variance is a problem as well as social desir-
ability effects. Second, although in selecting the sampled teachers, care was
taken with regard to the representation of the composition of teachers in
Israel (gender, religion, age, and education), the return rate was not high
(41%). A further study with a random and more representative sample is war-
ranted. In addition, the present study used teachers’subjective perceptions of
OCB. The unique structure of schools restricts the ability of principals to
monitor and supervise teachers’ in-role performance and, all the more,
extrarole performance. Therefore, the main source of information about
these behaviors can only be the teachers themselves. Previous research has
revealed that the correlations between different raters (e.g., the principal,
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coworkers) are weak (e.g., Morrison, 1994). Each source of ratings seems to
present its own form of bias, and it is not evident a priori which source should
be more valid (Organ, 1990). Further research should use other sources as
well as objective measures for evaluating OCB. Finally, the cross-sectional
design of the present study raises the issue of causality. One cannot determine
the nature of the relationship between participation, commitment, and OCBs.
Do teachers who engage in OCBs also tend to be more committed to the orga-
nization and/or to their profession? Do principals tend to encourage the par-
ticipation of committed teachers in the process of decision making? Longitu-
dinal studies are clearly required to explore the nature of these relationships
further.

REFERENCES

Aranya, N., & Ferris, K. R. (1984). A re-examination of accountants’organizational-professional
conflict. Accounting Review, 59, 1-15.

Armenakis, A. A, Harris, S. G., & Mossholder, K. W. (1993). Creating readiness for organiza-
tional change. Human Relations, 46, 681-703.

Ashton, P. T., & Webb, R. B. (1986). Making a difference: Teacher’s sense of efficacy, and stu-
dent achievement. New York: Longman.

Bacharach, S. B., Bamberger, P., Conley, S. C., & Bauer, S. (1990). The dimensionality of deci-
sion participation in educational organization: The value of multi-domain evaluative
approach. Educational Administration Quarterly, 26, 126-167.

Bacharach, S. B., Bauer, S. C., & Shedd, J. B. (1986). The learning workplace: The conditions
and resources of teaching. (ERIC Document Reproduction Service No. ED279614)

Beckhard, R., & Harris, R. (1987). Organizational transitions: Managing complex change.
Reading, MA: Addison-Wesley.

Billingsley, B. S., & Cross, L. H. (1992). Predictors of commitment, job satisfaction, and intent
to stay in teaching: A comparison of general and special educators. Journal of Special Edu-
cation, 25, 453-471.

Blase, J. (1993). The micropolitics of effective school-based leadership: Teachers’perspectives.
Educational Administration Quarterly, 29, 142-163.

Blase, J., & Blase, J. (1996). Facilitative school leadership and teacher empowerment: Teacher’s
perspective. Social Psychology of Education, 1, 117-145.

Boyle, R., Boyle, T., & Brown, M. (1999, April).Commonalties between perceptions and prac-
tice in models of school decision-making systems in secondary schools in England and
Wales. Paper presented at the annual meeting of the American Educational Research Associ-
ation, Montreal, Canada.

Bredeson, P. V., Fruth, M. J., & Kasten, K. L. (1983). Organizational incentives and secondary
school teaching. Journal of Research and Development in Education, 16, 52-58.

Brouillette, L. (1997). Who defines “democratic leadership?”: Three high school principals
respond to site-based reforms. Journal of School Leadership, 7, 569-591.

Brown, S. P., & Leigh, T. W. (1996). A new look at psychological climate and its relationship to
job involvement, effort, and performance. Journal of Applied Psychology, 81, 358-368.

Somech, Bolger / ANTECEDENTS AND CONSEQUENCES 573



Buchanan, B. (1974). Building organizational commitment: The socialization of managers in
work organizations. Administrative Science Quarterly, 19, 533-546.

Clement, M., & Vandenberghe, V. (2000). Teachers’ professional development: A solitary or
collegial (ad)venture? Teacher and Teaching Education, 16, 81-101.

Cohen, A. (1999). Relationships among five forms of commitment: An empirical assessment.
Journal of Organizational Behavior, 20, 285-308.

Cohen, A. (2000). The relationship between commitment forms and work outcomes: A compari-
son of three models. Human Relations, 53, 387-417.

Conley, S. C., & Bacharach, S. B. (1990). From school-site management to participatory school-
site management. Phi Delta Kappan, 71, 539-544.

Conley, S. C., & Rhoades, G. (1990, April).Prospective principals and school leadership. Paper
presented at the annual meeting of the American Educational Research Association, Boston.

Cropanzano, R., & Folger, R. (1996). Procedural justice and worker motivation. In R. M. Steers,
L. W. Porter, & G. A. Bigley (Eds.), Motivation and leadership at work (pp. 72-83). New
York: McGraw-Hill.

Duke, D. L., & Gansneder, B. (1990). Teacher empowerment: The view from the classroom.
Educational Policy, 4, 145-160.

Easley, J. (2000).Teacher attrition and staff development for retention. (ERIC Document Repro-
duction Service No. ED4460054)

Etzioni, A. (1961). A comparative analysis of complex organization on power, involvement and
their correlates. New York: Free Press.

Evers, C. W. (1990). Schooling, organizational learning and efficiency in the growth of knowl-
edge. In J. Chapman (Ed.), School-based decision-making and management. London:
Falmer.

Firestone, W. A., & Pennell, J. R. (1993). Teacher commitment, working conditions, and differ-
ential incentive policies. Review of Educational Research, 63, 489-525.

Firestone, W. A., & Rosenblum, S. (1988). Building commitment in urban high schools.Educa-
tional Evaluation and Policy Analysis, 10, 285-299.

Fishbein, M., & Azjen, I. (1975). Belief, attitude, intention, and behavior: An introduction to
theory and research. Reading, MA: Addison-Wesley.

Fox, J. E., & Certo, J. (1999). Recruiting and retaining teachers: A review of the literature.Met-
ropolitan Educational Research Consortium, 3, 1-48.

Fullan, M. G. (1997). Change forces. London: Falmer.
George, J. M. (1996). Group affective tone. In M. A. West (Ed.), Handbook of work group psy-

chology (pp. 77-94). New York: John Wiley.
Grady, T. L. (1989). Determinants of career commitment and turnover behavior. Journal of

Vocational Education Research, 14, 1-21.
Hackman, J. R., & Oldham, G. R. (1980). Work redesign. Reading, MA: Addison-Wesley.
Herriott, R. E., & Firestone, W. A. (1984). Two images of schools as organizations: A refinement

and elaboration. Educational Administration Quarterly, 20, 41-57.
Hoy, W. K., Tartar, C. J., & Bliss, J. R. (1990). Organizational climate, school health, and effec-

tiveness: A comparative analysis. Educational Administration Quarterly, 25, 260-279.
Johnson, S. M. (1990). Teachers at work: Achieving success in our schools. New York: Basic

Books.
Kacmar, K. M., Carlson, D. S., & Brymer, R. A. (1999). Antecedents and consequences of orga-

nizational commitment: A comparison of two scales. Educational and Psychological Mea-
surement, 59, 976-994.

Keedy, J. L., & Achilles, C. M. (1997). The need for school-constructed theories in practice in
US school restructuring. Journal of Educational Administration, 35, 102-121.

574 Educational Administration Quarterly



Keller, R. T. (1997). Job involvement and organizational commitment as longitudinal predictors
of job performance: A study of scientists and engineers. Journal of Applied Psychology, 52,
539-545.

Koopman, P. L., & Wierdsma, A. F. M. (1998). Participative management. In P. J. D. Doentu,
H. Thierry, & C. J. de-Wolf (Eds.), Personnel psychology: Handbook of work and organiza-
tional psychology (Vol. 3, pp. 297-324). Hove, UK: Psychology Press.

Lee, V. E., Dedrick, R. F., & Smith, J. B. (1991). The effect of the social organization of schools
on teachers’ efficacy and satisfaction. Sociology of Education, 4, 190-208.

Lodahl, T. M., & Kejner, M. (1965). The definition and measurement of job involvement. Jour-
nal of Applied Psychology, 49, 24-33.

Louis, K. S. (1991, April). The effects of teacher quality of work life in secondary schools on
commitment and sense of efficacy. Paper presented at the annual meeting of the American
Educational Research Association, Chicago.

Louis, K. S., & Smith, B. (1991). Restructuring, teacher engagement and school culture: Per-
spectives on school reform and the improvement of teacher’s work. School Effectiveness and
School Improvement, 2, 34-52.

Louis, K. S., & Smith, B. (1992). Cultivating teacher engagement: Breaking the iron law of
social class. In F. Newmann (Ed.), Student engagement and achievement in American sec-
ondary schools (pp. 119-152). New York: Teachers College Press.

Malen, B., Ogawa, R. T., & Kranz, J. (1991). What do we know about school-based manage-
ment? A case study of the literature: A call for research. In W. H. Clune & J. F. Witte (Eds.),
Choice and control in American education (Vol. 2). New York: Falmer.

Manheim, B., & Papo, E. (2000). Differences in organizational commitment and its correlates
among professional and nonprofessional occupational welfare workers. Administration in
Social Work, 23, 119-137.

Manogran, P., & Conlon, E. G. (1994, August). A meta-analysis of the relationship between
organizational citizenship behaviors and job satisfaction, commitment, procedural and dis-
tributive justice and conscientiousness. Paper presented at the annual meeting of the Acad-
emy of Management, Dallas, TX.

Mayer, R. C., & Schoorman, F. D. (1992). Predicting participation and production outcomes
through a two-dimensional model of organizational commitment. Academy of Management
Journal, 35, 671-684.

Morris, J. M., & Sherman, D. J. (1981). Generalizability of an organizational commitment
model. Academy of Management Journal, 24, 512-526.

Morrison, E. W. (1994). Role definitions and organizational citizenship behavior: The impor-
tance of the employee’s perspective. Academy of Management Journal, 37, 1543-1567.

Mowday, R. T., Porter, L. W., & Steers, R. M. (1982).Employee-organization linkages: The psy-
chology of commitment, absenteeism and turnover. New York: Academic Press.

Mowday, R. T., Steers, R. M., & Porter, L. W. (1979). The measurement of organizational com-
mitment. Journal of Vocational Behavior, 14, 224-247.

Niehoff, R. L. (1997, June). Job satisfaction, organizational commitment, and individual and
organizational mission values congruence: Investigating the relationships. Paper presented
at the annual meeting of the National Catholic Educational Association, Minneapolis, MN.

Organ, D. W. (1990). The motivational basis of organizational citizenship behavior. Research in
Organizational Behavior, 12, 43-72.

Ostroff, C. (1997). The relationship between satisfaction, attitudes, and performance: An orga-
nizational level analysis. Journal of Applied Psychology, 77, 963-974.

Somech, Bolger / ANTECEDENTS AND CONSEQUENCES 575



Paullay, I. M., Alliger, G. M., & Stone-Romero, E. F. (1994). Construct validation of two instru-
ments designed to measure job involvement and work centrality. Journal of AppliedPsychol-
ogy, 79, 224-228.

Pillai, R., Schriesheim, C. A., & Williams, E. S. (1999). Fairness perceptions and trust as media-
tors for transformational and transactional leadership: A two-sample study. Journal of Man-
agement, 25, 897-933.

Podsakoff, P. M., MacKenzie, S. B., Paine, J. B., & Bacharach, D. G. (2000). Organizational citi-
zenship behaviors: A critical review of the theoretical and empirical literature and sugges-
tions for future research. Journal of Management, 26, 513-563.

Reames, E. H., & Spencer, W. A. (1998, April).Teacher efficacy and commitment: Relationships
tomiddle school culture. Paper presented at the annual meeting of the American Educational
Research Association, San Diego, CA.

Reitzug, U. C. (1994). A case study of empowering principal behavior. American Educational
Research Journal, 31, 283-307.

Reitzug, U. C., & Capper, C. A. (1996). Deconstructing site-based management: Possibilities for
emancipation and alternative means of control. International Journal of Educational
Reform, 5, 56-77.

Reyes, P. (1990). Teacher and their work place: Commitment, performance, and productivity.
Newbury Park, CA: Sage.

Rice, M. E., & Schneider, G. T. (1994). A decade of teacher empowerment: An empirical analy-
sis of teacher involvement in decision making, 1980-1991. Journal of Educational Adminis-
tration, 32, 43-58.

Rosenblatt, Z. (2001). Teachers’ multiple roles and skill flexibility: Effects on work attitudes.
Educational Administration Quarterly, 38, 684-708.

Ross, J. A., Cousins, J. B., & Gadalla, T. (1996). Within-teacher predictors of teacher efficacy.
Teaching and Teacher Education, 12, 385-400.

Schappe, S. P. (1998). The influence of job satisfaction, organizational commitment, and fair-
ness perceptions on organizational citizenship behavior. Journal of Psychology, 132, 277-
290.

Schaubroeck, J., & Ganster, D. C. (1991). Beyond the call to duty: A field study of extra-role
behavior in voluntary organization. Human Relations, 44, 569-582.

Schneider, G. T. (1985, April). The myth of curvilinearity: An analysis of decision-making
involvement and job satisfaction. Paper presented at the annual meeting of the American
Educational Research Association, Chicago.

Scholl, R. W. (1981). Differentiating organizational commitment from expectancy as a motivat-
ing force. Academy of Management Review, 6, 589-599.

Senge, P. M. (1990). The fifth discipline: The art and practice of the learning organization. New
York: Doubleday.

Smylie, M. A. (1992). Teacher participation in school decision-making: Assessing willingness
to participate. Educational and Policy Analysis, 14, 53-67.

Somech, A., & Drach-Zahavy, A. (2000). Understanding extra-role behavior in schools: The
relationships between job satisfaction, sense of efficacy, and teachers’ extra-role behavior.
Teaching and Teacher Education, 16, 649-659.

Soodak, L. C., & Podell, D. M. (1996). Teacher efficacy: Toward the understanding of a multi-
faceted construct. Teaching and Teacher Education, 12, 401-411.

Stevens, J. M., Beyer, J. M., & Trice, H. M. (1978). Assessing personal role and organizational
predictors of managerial commitment. Academy of Management Journal, 21, 380-396.

Taylor, D. L., & Bogotch, J. E. (1994). School-level effects of teachers’participation in decision
making. Educational Evaluation and Policy Analysis, 16, 302-319.

576 Educational Administration Quarterly



Van Dyne, L., Cummings, L. L., & Parks, J. M. (1995). Extra-role behaviors: In pursuit of con-
struct and definitional clarity. Research in Organizational Behavior, 17, 215-285.

VanYperen, N. W., Berg, A. E., & Willering, M. C. (1999). Towards a better understanding of the
link between participation in decision-making and organizational citizenship behavior: A
multilevel analysis. Journal ofOccupational andOrganizational Psychology,72, 377-392.

Wall, R., & Rinehart, J. S. (1998). School-based decision making and the empowerment of sec-
ondary school teachers. Journal of School Leadership, 8, 49-64.

Wallace, J. E. (1993). Professional and organizational commitment: Compatible or incompati-
ble? Journal of Vocational Behavior, 42, 333-349.

Weick, K. E., & McDaniel, R. R. (1989). How professional organizations work: Implications for
school organization and management. In T. J. Sergiovanni & J. H. Moore (Eds.), Schooling
for tomorrow: Directing reforms to issues that count (pp. 331-354). Needham Heights, MA:
Allyn & Bacon.

Weiner, Y. (1982). Commitment in organizations: A normative view. Academy of Management
Review, 7, 418-428.

Williams, L. J., & Anderson, S. E. (1991). Job satisfaction and organizational commitment as
predictors of organizational citizenship and in-role behavior. Journal of Management, 17,
601-617.

Yousef, D. A. (2000). Organizational commitment: A mediator of the relationships of leadership
behavior with job satisfaction and performance in a non-Western country. Journal of Mana-
gerial Psychology, 15, 6-23.

Somech, Bolger / ANTECEDENTS AND CONSEQUENCES 577


