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Faculty Performance As A Function Of Teaching
Goals And Organizational Commitment
Merlita Castillo Medallon
Abstract:Seventy faculty members were surveyed to determine the correlates of faculty performance using the variables of faculty teaching goals,
organizational commitment, and the profile. Using standardized instruments data were subjected to correlation analysis. Results show that faculty
performance is not significantly related to age (p=0.368); years of teaching (p=.732); education level (p=.095), and specialization (p=.083). Higher order
thinking skills is significantly related with the level of education of the faculty respondents (p=.042). Basic academic success (p=.003) and disciplinespecific knowledge and skills (p=.019) are also significantly related to the education level (p=.003). Basic academic success skills is also significantly
related to the years of teaching experience (p=.027) and age (p=.043). Teaching goal achievement in Liberal arts and academic values is significantly
related to the specialization (p=.043). There is no significant relationship between the level of commitment and the profile of the respondents. The
faculty performance is directly related to the use of higher order thinking skills (p=.005), basic academic success skills (p=.028), discipline-specific
knowledge and skills (p=.021), and work and career preparation (p=.009). The relationship is weak and is not significant with Liberal arts and academic
values (p=.500) and on personal development (p=.110). Relationship is very weak but direct between FPE and any of the three commitment measures.
Keywords: performance, teaching goals, affective, continuance, normative, commitment, function, correlates, skills
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1 INTRODUCTION
Teachers are the prime movers of learning in every student.
They play a major role in educating the youth in whatever field
of specialization he is well adept with. As teachers, he/she
should have an established set of goals for himself/herself as
the facilitator or learning. Similarly, a teacher should have
identified goals for the students to learn and to accomplish. At
the end of an assignment or course, students who achieve the
goals are likely to get the grades they had desired. However,
students and teachers are not perfect, achievement of goals is
usually uneven. Students may excel in one area and be merely
adequate in another. Today’s classroom is a diversified
environment for teaching and learning. Every student brings
in a personality unique from the others. A teacher should be
able to adapt and mould all of them into professionals at the
end of the four year of study. Relative to specifying what the
students should learn through goal setting, the attachment of
the teacher to the school or to the students could be a gauge
on how a teacher would deliver the task assigned to him/her.
Performance could be high when a teacher had set the
direction, had implemented the plan and had delivered the
services to the desired standards. The variables used in the
study are further defined.
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1.1 Teaching Goals.
Goals are the destinations we set out to reach, the ends we
work toward, the results we strive to achieve. As Lawrence
Peter and Raymond Hull point out in The Peter Principle, "If
you don't know where you're going, you will probably end up
somewhere else." But goals are far more than just ending
points for our journeys. They also serve as navigational
beacons along the way. Without clear teaching goals, the
effectiveness of all efforts could not be readily assessed.
Likewise, tracking of student development is a challenge. For
these reasons, almost all assessment efforts begin with goalsetting or goal-clarifying exercises, and end by comparing
achieved outcomes against stated goals. If the above is
reasonably accurate, then goal-directed teaching and learning
ought to be more effective and satisfying for both faculty and
students, especially when both pursue complementary goals.
We can assess how well we're achieving our goals, help
students do the same, and make necessary adjustments
based on the results of our assessment. This simple truism is
made more complex because all teachers have multiple goals.
We want our students to behave responsibly and know our
content. We want them to think critically and speak insightfully
in class. Even when we help them master one aspect of
scholarship, we have nagging doubts that they do not have
other competencies. There are so many possible goals
(Angelo and Cross list 52 goals in higher education), that it
can be very difficult to weigh priorities and decide that one or
two of these are the primary ones in our classes (Angelo &
Cross, 1993). Teachers have goals for their students; we
teach material and hope and expect that students will learn.
Towards these ends, teachers employ methods, means or
procedures we hope will help accomplish our goals. And,
teachers have beliefs about their students and about how they
learn, for example, views that inﬂuence our choices of goals
and methods to help accomplish those goals. Much teacher
education is built on the ediﬁce of these words: goals,
methods, and beliefs. For example, in methods courses,
teacher candidates are taught to write lesson plans identifying
instructional goals and to select instructional methods that will
support them (Chazan & Schnepp, 2002).
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1.2 Commitment.
Commitment is defined as a high level of attachment to an
organization (Crosswell, 2006). It creates an emotional bond
between the teacher and the school. It can also lead to
motivation to work (Mart, 2013). Cohen (2003) saw it as one’s
attitude, which includes affect, belief and behavioural intention
toward one’s work. Several variables can determine the level
of teacher’s commitment to school.
This includes the
interaction between teachers, relationship between teacher
and student, the quality of work done by the teachers and the
working environment (Celep, 2000).
A three-component
model proposed by Meyer and Allen (1991) has implications
for the continuing participation of the individual in the
organization. The three components are: Affective
commitment, Continuance commitment, and Normative
commitment. Affective commitment refers to employees’
emotional attachment to, identification with, and involvement in
the organization. Employees with a strong degree of affective
commitment continue employment with the organization
because they want to do so. Members who are committed on
an affective level stay with the organization because they view
their personal employment relationship as congruent to the
goals and values of the organization (Beck & Wilson, 2000).
Meyer and Allen (1997) indicated that affective commitment is
influenced by factors such as job challenge, role clarity, goal
clarity and goal difficulty, receptiveness by management, peer
cohesion, equity, personal importance, feedback, participation
and dependability. 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. Continuance commitment can
be regarded as an instrumental attachment to the
organization, where the individual’s association with the
organization is based on assessment of economic benefits
gained (Beck & Wilson, 2000). Finally, normative commitment
reflects a feeling of obligation to continue employment.
Employees with a high degree or level of normative
commitment feel that they ought to remain with the
organization (Meyer and Allen (1997). Internalized normative
beliefs of duty and obligation to make individuals obliged to
sustain membership in the organization (Allen & Meyer, 1990).
1.3 Faculty Performance.
Performance is the extent to which an employee accomplishes
the tasks that make up his or her job (Byars and Rue, 2006).
Performance can also be defined as a record of outcomes
produced during a specific job, over a specific time (Williams,
1998). Performance refers to the amount of effort, initiative
and absenteeism, maintenance of standards and commitment
displayed by individuals while performing the job tasks
(Ivancevich & Matteson, 1996). All organizations must face up
to the challenge of how to evaluate, utilize and develop the
skills and abilities of their employees to ensure that
organizational goals are achieved and also to ensure that
individuals gain as much satisfaction as possible from their
jobs, while making effective contributions. Performance
appraisal is one of the most important human resource
practices (Boswell & Boudreau, 2002). Performance appraisal
is a structured formal interaction between a subordinate and
supervisor, that usually takes the form of a periodic interview in
which the work performance of the subordinate is examined
and discussed, with the view of identifying weaknesses and
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strengths as well as opportunities for improvement and skills
development (Fletcher, 2002). Appraisals are traditionally
conducted by supervisors, or managers.
Employee
performance can be evaluated by the employees themselves,
their supervisors as well as by multiple evaluators.

1.4 Rationale of the Study.
When anyone is trying to learn, feedback about the effort has
three elements: recognition of the desired goal, evidence
about present position, and some understanding of a way to
close the gap between the two. So assessment in the
classroom involves both student and teacher awareness of a
goal-perhaps meeting a state standard, a baseline of
knowledge, or a strategy of instruction (Starkman, 2006).
Theory suggests that individuals affectively committed to the
organization are characterized by high involvement in the
organization and commitment to its goals and activities likely
to result in better job performance (Angle & Lawson, 1994).
The variation in the teaching goals will lead to varying learning
opportunities for students. In as much as a student learnercentered approach is highly recommended, the teacher’s
goals in the classroom is still a primary concern in order to
gauge the extent of learning the student gets. It is in this
context that the current study is being undertaken. It seeks to
determine the extent in which faculty teaching goals are
achieved and if it is related in any way to their organizational
commitment. Likewise, the study determines the relationship
if any between faculty teaching goals and teaching
performance. Data and information gathered in school year
2011-2012 comprise the primary data for evaluation and
analysis.
1.5 Conceptual Framework.
Two closely related theories, Locke and Latham (1990) goal
setting theory and Bandura’s (1997) social cognitive theory,
provide frameworks that have potential to enable teachers to
increase their teaching effectiveness. Commitment to a
specific goal can be enhanced by integrating two key
constructs from social cognitive theory, namely self-efficacy
and outcome expectancies.
Motivational mechanisms by
which specific, challenging goals produce their effects include
choice, effort and persistence. By choice attention is directed
to actions that are relevant to achieving the goal. Adjusted
efforts for unreasonably difficult goals are required to achieve
them and so is persistence of efforts. Contemporary practices
in student evaluation of teaching provide one potential source
of the kinds of feedback required for effective goal setting.
The evolution of student evaluation of teaching reflects a
movement towards observable teaching behavior which have
been shown to be effective in providing feedback that will
support change in teaching performance. The candidate’s
overall teaching program and each individual course should
have clearly delineated goals and specific learning objectives.
These goals and objectives should strongly relate to the
discipline or disciplines upon which the overall teaching
program or specific course is based and should connect their
instructional efforts to the teaching goals. These goals should
enhance students’ opportunities to pursue employment or
additional learning within the field and reflect an understanding
of student learning differences. (Guidelines for Evaluation,
2005). The research paradigm shows the interplay of the
variables included in the study. Profile variables such as years
of teaching and education were identified and were analyzed
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for its relationship to organizational commitment. Likewise, the
same profile variables were used to relate to the teaching
goals and the faculty performance. On the other hand, faculty
performance is tested for relationship with the teaching goals
and organizational commitment.

1.6 Objective of the Study..
The study aimed to assess the teaching goals, the
organizational commitment, and the performance of faculty
members in the six colleges of Lyceum of the PhilippinesLaguna during school year 2011-2012.

2 METHOD
2.1 Respondents of the Study
Faculty members teaching in the six colleges of Lyceum of the
Philippines – Laguna compose the respondents of the study.
A specific course taught was identified by each of the faculty
members, in which assessments were based.
2.2 Instruments and Sources of Data
The Teaching Goals Inventory (TGI) developed by Angelo &
Cross was used to assess each faculty members goals in
teaching their respective courses. The TGI is a 53-item
questionnaire that is answerable using a five-point Likert
scale. In addition, an organizational commitment scale
developed by Meyer & Allen (1997) with the aim of measuring
organizational commitment as a tri-dimensional construct was
utilized.
The Organizational Commitment Questionnaire
(OCQ) consists of 24 structured statements or items,
measuring affective, continuance and normative dimensions.
The scale has 24 structured questions, 8 items per dimension
and answered using a 4-point Likert scale. The reliability
estimates of the scale vary between 0.85 for affective, 0.79 for
continuance and 0.73 for normative. The overall reliability
estimates exceed 0.79. The results of the faculty performance
evaluation for school year 2011-2012 were obtained from the
Human Resource department.
2.3 Data Analysis
Data on the profile of the respondents were presented in
frequency and percent table. Weighted means was used to
present the level of attainment of the goals, the level of
organizational commitment and the teaching performance.
Correlation analysis was utilized to determine relationships
between the teaching goals, the organizational commitment
and the teaching performance.

3 RESULTS AND DISCUSSION
3.1 Profile of the LPU-L and LPU-SC Workforce
Most of the respondents have rendered service for 1 to 3
years (27%), followed by those with service of 4 to 6 years
(19%) and with 10 to 20 years of service (17%). There are
more female (54%) respondents than male respondents
(26%).

Figure 1. Profile of respondents according to gender and
years of teaching
Majority of the respondents are in the masteral level (56%)
with units earned or had finished the degree, followed by those
with bachelors degree (32%) and in doctoral level (12%) either
with units or had finished the degree. Majority of the
respondents are geared towards the analytic areas (63%).
They teach courses like Mathematics, Science, Engineering,
Allied Medical Field, Information Technology and Computer
Science, and Nursing. There are 24% handling courses in
Liberal Arts, Humanities, English, Education and Psychology.
There are 12% handling skilled courses as in Tourism, Hotel
and Restaurant Management, Culinary Arts and Cruise Line
Operations)

Figure 4. Profile of respondents according to their
specialization

3.2 Faculty Performance
Data shows the performance of the respondents as gathered
from the records of the Human Resource Department.
Although it is a requirement that faculty performance should
be a minimum of 4, there are still others who have
performance below 4.0 (21%). Majority have performance
level of 4.00 to 4.50 (52%) and there are 27% who have
performance level of higher than 4.50. The mean performance
is 4.23 for all the respondents. The faculty performance was
determined using the student’s evaluation of faculty
performance, the immediate heads evaluation, classroom
observation and the self-evaluation.
The evaluation
instrument administered to students covers personal
characteristics, communication skills, mastery of subject
matter, instructional methodology, classroom management and
evaluation of student performance.
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3.3 Faculty Teaching Goals
Three categories in the teaching goals inventory were rated as
essential: higher order thinking skills, work and career
preparation and personal development. Three categories
were rated as very important: basic academic success skills,
discipline-specific knowledge and skills, and liberal arts and
academic values. Using the Teaching Goals Inventory, results
show the highest mean rating in higher order thinking skills (µ
= 4.61) followed by work and career preparation (µ = 4.56) and
personal development (µ = 4.50). Sixty-eight percent of the
respondents said that higher order thinking skills is essential.
Work and career preparation was rated essential by nearly
65%.

Legend: 4.50-5.00 Essential; 3.50-4.49 Very important; 2.503.49 Important; 1.50-2.49 Unimportant; 0-1.49 Not applicable
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learning techniques and methods to gain new knowledge in
the subject (µ = 4.53), and developing skills in using materials,
tools, and/or technology (µ = 4.48). The skill that is rated
essential by only 39% of the respondents is the ability to
prepare for transfer or graduate study.
Liberal Arts and Academic Values.
On liberal arts and academic values, developing an openness
to new ideas was rated essential by more than 70% of the
respondents (µ = 4.63), while developing lifelong love of
learning was rated essential by more than 60% of the
respondents (µ = 4.59). Results show that not much emphasis
is given in the areas of liberal arts and sciences (42%
essential), rights and responsibilities of citizenship (46%
essential), concern about contemporary social issues (41%
essential), appreciation of culture (44% essential), and
historical perspective (34% essential).
Work and Career Preparation.
On work and career preparation, the following items were
rated essential by more than 60% of the respondents:
improvement of the ability to follow directions, instructions and
plans (µ = 4.62), improvement of the ability to organize and
use time effectively (µ = 4.62), development of a commitment
to accurate work (µ = 4.65), development of commitment to
personal achievement (µ = 4.59), development of ability to
perform skillfully (µ = 4.56), and development of ability to work
productively with others (µ = 4.56). A little less than 50% of
the respondents rated essential the development of
management skills (56%) leadership skills.(59%).

Figure 5. Level of teaching goals achievement
Higher Order Thinking Skills.
The respondents highly assessed the essentiality of
developing analytical skills (µ = 4.73), developing ability to
think creatively (µ = 4.72), and developing problem-solving
skills (µ = 4.71). More than 70% of the respondents rated the
aforementioned areas as essential. Developing the ability to
apply principles and generalizations learned and to think
holistically was rated 2% lower. The lowest ability developed
was distinguishing between fact and opinion with about 56%
rating it as essential.
Basic Academic Skills.
On basic academic success skills, more than 60% rated
essential the following:
improvement of skill at paying
attention (µ = 4.60), developing appropriate study skills,
strategies and habits (µ = 4.58), and developing the ability to
concentrate (µ = 4.56). The basic academic skills rated
essential by more than 60% of the respondents include
improving skill at paying attention, developing the ability to
concentrate and developing appropriate study skills, strategies
and habits. Improving memory skills, listening skills, speaking
skills and writing skills were rated essential by a little more
than half of the respondents.
The reading skills and
mathematical skills were rated essential by less than 50% of
the respondents.
Discipline-specific Knowledge and Skills.
Similarly, on discipline-specific knowledge and skills, more
than 60% of the respondents rated the following as essential:
learning to understand perspectives and values of the subject
(µ = 4.63), learning terms and facts of the subject (µ = 4.52),
and learning concepts and theories in the subject (µ = 4.51),

Personal Development.
On personal development, rated essential by more than 70%
of the respondents are: cultivating an active commitment to
honesty (µ = 4.66), and developing respect for others (µ =
4.64). Rated essential by more than 60% of the respondents
are: developing capacity to make wise decisions (µ = 4.63),
improving self-esteem and self-confidence (µ = 4.63),
developing capacity to think for one’s self (µ = 4.56),
cultivating a sense of responsibility for one’s own behaviour (µ
= 4.56), and developing a commitment to one’s own values (µ
= 4.56). Cultivation of emotional health and well being and
physical health was rated at the lowest percentage of 49% and
47%, respectively.

3.4 Level of Commitment
Level of affective commitment is at the highest mean of 4.69
followed by the level of normative commitment at a mean of
4.65. Continuance commitment is the lowest at a mean of
3.65. More than 90 % of the respondents agreed on the
following items: ―the organization has a great del of personal
meaning‖ at a mean of 4.67 and ―I would be very happy to
spend the rest of my career with this organization‖ with a
mean of 4.34. The other items were agreed by more than
80% of the respondents. On continuance commitment, only
one item was agreed by more than 70% of the respondents,
―staying with my organization is a matter of necessity as much
as desire‖ at a mean of 4.32. Affective commitment, according
to Meyer and Allen (1991, p.67) refers to the ―employee’s
emotional attachment to, identification with, and involvement in
the organization.‖ It was further stated that ―Employees with a
strong affective commitment continue employment with the
organization because they want to do so.‖ Meyer et al. (1993,
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2002) argue that strong affective commitment to an
organization arises because employees share values with
both the organization and its members and it is therefore
predicted to be positively associated with job performance.
Moreover, establishing a committed and loyal workforce may
be associated with enhanced firm performance through less
opportunistic behavior on the part of employees (Green, 2008)
or through influencing their supply of effort, and hence output.
On normative commitment, there were more than 90% of the
respondents who agreed on: ―even if it were to my advantage,
I don not feel it would be right to leave my organization now‖ at
a mean of 4.97, ―I feel an obligation to remain with the current
employer‖ with a mean of 4.91, and ―this organization
deserves my loyalty‖ at a mean of 4.52. Affective commitment
is a precursor to normative commitment. Employees with a
strong affective commitment (high ACS scores) stay because
they want to, those with strong normative commitment (high
NCS scores) stay because they feel they ought to, and those
with strong continuance commitment (high CCS scores) stay
because they have to do so. Teacher commitment contributes
to future of students and schools. Committed teachers make a
difference to the success of the school and the learning of the
students (Mart, 2013). Commitment is teacher’s psychological
attachment to the teaching profession (Coladarci, 1992).
Teacher commitment includes commitment not only to the
school or organization but also its students, and has
considerations on career continuance, professional knowledge
base and the teaching profession (Crosswell, 2004)

3.5 Relationships
Faculty performance and profile.
Correlation analysis shows that faculty performance tends to
increase with increase in age, years of teaching and the level
of education, however the relationship is weak. Faculty
performance is not significantly related to age (p=0.368); years
of teaching (p=.732); education level (p=.095), and
specialization (p=.083).
Teaching goals and profile.
Higher order thinking skills is significantly related with the level
of education of the faculty respondents (p=.042). Analysis
also reveals that as the education level increases, the
utilization of higher order thinking skills also increases. Similar
result goes with basic academic success (p=.003) and
discipline-specific knowledge and skills (p=.019) which are
also significantly related to the education level (p=.003). Basic
academic success skills is also significantly related to the
years of teaching experience (p=.027) and age (p=.043).
Teaching goal achievement in Liberal arts and academic
values is significantly related to the specialization (p=.043).
Level of Commitment and profile.
There is no significant relationship between the level of
commitment and the profile of the respondents. Affective
commitment has a very weak, direct relationship with the years
of teaching (p=.299) but a weak, inverse relationship with the
educational level (p=.632). Continuance commitment, on the
other hand has an opposite relationship.
Continuance
commitment has weak, direct relationship with educational
level (p=.998) but has weak, inverse relationship with the
years of teaching (p=.981). Relationship of normative
commitment is weak and inverse both for educational level
(p=.980) and years of teaching (p=.843). Suplido (2006) in a
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study of teacher commitment in Lasallian schools reported
significant relationship of affective and normative commitment
with longevity or length of service, but not with continuance
commitment. Further, no relationship was seen with any of the
commitment type and their career advancement. Brown et al
(2011) reported that individuals in the younger age group are
more likely to respond in the lowest commitment category
relative to those individuals aged over 65 by 78 percentage
points.
Teaching goals and faculty performance.
The faculty performance is directly related to the use of higher
order thinking skills (p=.005), basic academic success skills
(p=.028), discipline-specific knowledge and skills (p=.021),
and work and career preparation (p=.009). Analysis further
shows that as the utilization of the categories of teaching goals
achievement increase, the faculty performance tends to
increase likewise. However, the relationship is weak and is
not significant with Liberal arts and academic values (p=.500)
and on personal development (p=.110). The results of the
study is in agreement with an earlier by Segal, et al (2005)
where a direct relationship was found between set goals and
performance (r=0.42). Locke and Latham (2006) likewise
found that the higher the goals, the higher is the performance.
Level of Commitment and faculty performance.
Relationship is very weak but direct between FPE and any of
the three commitment measures. It agrees with the report of
Herscovitch and Meyer (2002) and Abbott et al (2005) who
said that employees with strong organizational commitment
tend to be more productive and more willing to assume larger
responsibilities. On the other hand the relationships between
FPE and affective commitment (p=.589), continuance
commitment (p=.694) and normative commitment (p=.276) are
not significant.
Results are in contrast with the report of
Johnson and Young (2010) who said that affective
commitment is strongly associated with performance. There
were conflicting reports on the relationship of commitment to
performance. Some earlier times authors found that employee
commitment and job performance are largely unrelated.
However, some others would say otherwise. Mathieu and
Zajac (1990) concluded that commitment has relatively little
direct influence on performance in most instances. On the
other hand, Becker et al (1996) found that commitment is
highly associated with performance. Brown et al (2011) had
findings that employees commitment and loyalty are positively
associated with higher levels of workplace performance.
Executive officers in the study of Fredberg, et al (2008) saw a
connection between the commitment they could create and
the performance that this facilitated. In a school setting,
Susada (2008) in a study of elementary school teachers found
that the lone predictive model of teaching performance was
organizational commitment. It accounted for 4.3% of the
variance explain in the teaching performance.

4. Implications
The study had revealed that for some faculty members, the
desired level of performance is not met. It should have been
noted by the immediate head and interventions should be
made to assist the faculty in the areas of their limited
expertise. The faculty should be reminded on the holistic
approach to teaching and learning. The faculty should aim at
teaching students all the skills which should include reading,
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writing, and memory skills. The goal of achieving higher level
of learning should be part of the teaching goal of the faculty.
Awareness of the social issues and the emotional and physical
health and well being should be part of the holistic teaching
goals.

ACKNOWLEDGMENT
The authors wish to thank Lyceum of the Philippines Laguna
for the support in the conduct of the study.

REFERENCES
[1]. Angelo, T. A. and Cross, K. P. (1993). Classroom
Assessment Techniques. San Francisco: JosseyBass
[2]. Angelo, T. A.
Teaching Goals, Assessment,
Academic Freedom and Higher Learning, Boston
College.
The Professional & Organizational
Development
Network
in
Higher
Education.
http.programs.weber.edu.
[3]. Angelo, T.A., (1991). Ten easy pieces: Assessing
higher learning in four dimensions. In Classroom
research: Early lessons from success. New directions
in teaching and learning (#46), Summer, 17-31.
[4]. Chazan, D. & Schnepp, M. 2002. Methods, goals,
beliefs, commitments, and manner in teaching:
Dialogue against a Calculus backdrop. Elsevier
Science Ltd. pp171-195.
[5]. Crosswell, L. (2006). Understanding Teacher
Commitment in Times of Change. Doctoral Thesis.
Ebmeier, H., & Nicklaus, J. (1999). The impact of peer
and principle collaborative supervision on teachers’
trust commitment, desire for collaboration, and
efficacy. Journal of Curriculum and Supervision, 14(4),
351-369.
[6]. Mart, C. T. 2013.
Commitment to school and
students. International Journal of Academic Research
in Business and Social Sciences. Vol.3 no.1. pp.336340. ttp://www.hrmars.com/admin/pics/1472.pdf.
[7]. Cohen, A. (2003). Multiple commitments in the
workplace: An integrative approach.Mahwah, NJ:
Erlbaum. Coladarci, T. (1992). Teachers' Sense of
Efficacy and Commitment to Teaching. The Journal of
Experimental Education, 60 (4), 323-337
[8]. Celep,
C.
(2000).
Teachers’
Organizational
Commitment In Educational Organizations. Trakya
University. Edirne,TURKEY. National Forum of
Teacher Education Journal, l (10E), (3). ERIC NO:
ED452179.
[9]. Meyer, J.P. & Allen, N.J. (1991). A three component
conceptualization of organizational commitment.
Human Resource Management Review, 1, 61-89.
[10]. Beck, N.M. & Wilson, J.H. (2000). Development of
affective organizational commitment: A crosssequential examination of change with tenure.

ISSN 2277-8616

Journal of Vocational Behavior. 56, 114-136.
[11]. Meyer, J.P. & Allen, N.J. (1997). Commitment in the
workplace, theory, research and application.
California: Sage.
[12]. Bryars, A. & Rue, E. (2006). Human Resource
Management: Contemporary Issues, Challenges and
Opportunities. New Jersey; IAP.
[13]. Williams, R.M. (1998). Culture as human capital:
Methodological and policy implications. Praxis
International.
[14]. Ivancebivh, J.M. & Matteson, M.T. (1996).
Organizational behavior and management. (4th ed).
Chicago, Il:Irwin.
[15]. Boswell, W.R. & Bodreau, J.W. (2002). Separating the
development and evaluative performance appraisal
uses. Journal of Business and Psychology. 16, 391412.
[16]. Fletcher, C. (2002). The paradox of post heroic
leadership: Gender, power and the new organization.
Boston: Simmons Graduate School of Management.
[17]. Starkman, N. (2006). Building a Better Student. T H E
Journal, Vol. 33 (14).
[18]. Angle, H.L. & Lawson, M.B. (1994). Organizational
commitment and employee’s performance ratings:
Both type of commitment and type of performance
count. Psychological Reports, 75, 1539-1551.
[19]. Locke, E.A., & Latham, G.P. (1990). A theory of goal
setting and task performance. Englewood Cliffs, NJ:
Prentice-Hall.
[20]. Guidelines for Evaluation of Faculty in Teaching,
(2005). Research, Outreach and Service Department
of Fisheries and Wildlife. www.fw.msu.edu.
[21]. Green, F. (2008). Leeway for the loyal: A model of
employee discretion.
[22]. Meyer, J. P., Stanley, D. J., Herscovitch, L. and
Topolnytsky, L. (2002) Affective, Continuance, and
Normative Commitment to the Organization: A MetaAnalysis
of
Antecedents,
Correlates,
and
Consequences, Journal of Vocational Behavior, 61,
20-52.
[23]. Crosswell, L. & Eliott, B. (2004). Committed Teachers,
Passionate Teachers: The Dimension of Passion
Associated
with
Teacher
Commitment
and
Engagement. [Proceedings] AARE Conference,
Melbourne, Australia.
[24]. Suplido, R. B. (2006) A mixed methods study of
teacher commitment in Lasallian schools: concept,
indicators, and predictive factors. DLSU publication.

71
IJSTR©2013
www.ijstr.org

INTERNATIONAL JOURNAL OF SCIENTIFIC & TECHNOLOGY RESEARCH VOLUME 2, ISSUE 11, NOVEMBER 2013

ISSN 2277-8616

[25]. Locke, E. A., Latham, G. P. (2006). New Directions in
Goal-Setting Theory.
Current Directions in
Psychological Science; Vol. 15 Issue 5, p265-268, 4p
[26]. Fredberg, T., Beer, M,m Eisenstat, R., Foote, N., and
Norrgren, F. 2008. Embracing commitment and
performance: CEOs and practices used to manage
paradox. http://www.hbs.edu/faculty/Publication../
[27]. Susada, I. V. 2008. Organizational commitment and
teaching performance of SDA elementary school
teachers
in
South-Central
Luzon.
Circle.adventist.org.

72
IJSTR©2013
www.ijstr.org

