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a b s t r a c t

This study examines the relationship between affective, normative, and continuance commitment of
teachers to their profession and their organization, and turnover intentions. Hong Kong teachers
(N ¼ 1060) from religious and non-religious, English medium and Chinese medium of instruction, and
band 1 and band 2 schools participated. Teachers from religious schools were higher in affective
commitment to organization while teachers from non-religious schools were higher in normative
commitment to profession. Teachers from EMI and band 1 schools were higher in affective and
normative commitments while teachers from CMI and band 2 schools were higher in turnover
intentions.

© 2015 Elsevier Ltd. All rights reserved.
Teacher attrition is a perennial problem. For example, in the
United States, about 30 percent of new teachers leave the teaching
profession after five years, and this figure can be as high as 50
percent for schools in high-poverty areas (Chan, 2006; Hong, 2010;
Ingersoll, 2001). This is a cause for serious concern because studies
have shown that attrition can harm student learning and
achievement (Buchanan et al., 2013; Ronfeldt, Loeb, & Wyckoff,
2011). A proximal precursor of attrition is turnover intention
which refers to an individual's intention to leave, which can refer to
the intention to leave the organization one is working for or to quit
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one's profession and move to a different career pathway (Tett &
Meyer, 1993). A crucial factor that might decrease turnover inten-
tion, and therefore overall attrition, is commitment (Lee, Carswell,
& Allen, 2000; Meyer, Stanley, Herscovitch, & Topolnytsky, 2002).
In this paper, we examine the role of teacher commitment in
turnover intentions and attrition.

There has been considerable research on organizational
commitment (Meyer et al., 2002) in which organizational
commitment is defined as identification with the goals and values
of the organization, a desire to belong to the organization and a
willingness to display effort on behalf of the organization. While
organizational commitment is often construed as a unitary
construct, the Meyer& Allen framework and measures (see Allen&
Meyer, 1990; Meyer, Allen, & Smith, 1993; and Meyer et al., 2002)
construe organizational commitment as multidimensional and
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having three components: Affective, defined as the employee's
positive emotional attachment to the organization; Continuance,
defined as the employee's attachment to the organization because
of the perceived high costs of leaving the organization (such as high
salary, retirement benefits, leave benefits), and Normative, defined
as an employee's attachment to the organization because of feel-
ings of obligation, loyalty and duty. In a meta-analytic study of af-
fective, continuance and normative commitment to the
organization Meyer et al. (2002) examined the validity of the three
dimensions, the relations between the dimensions, and the re-
lations between the three forms of commitment and variables they
identified as antecedents, correlates, and consequences. They found
the three components related, yet distinguishable, and also
distinguishable from other aspects of work such as satisfaction and
job involvement. All three forms of commitment related negatively
to thoughts of leaving the job and turnover. Affective commitment
had the strongest and most favorable correlations with
organization-relevant (attendance, performance, and organiza-
tional citizenship behavior) and employee-relevant (stress and
work-family conflict) outcomes. Normative commitment was
associated with positive outcomes, but not so strongly. Continu-
ance commitment was unrelated or negatively related to these
outcomes. Interestingly, this model was found to be generalisable
to Asian countries (e.g. Snape, Lo, & Redman, 2008).

Although research is typically limited to employees' commit-
ment to their organizations (schools in the present case), research
also established that employees' commitments in the workplace
might involve multiple additional foci (Meyer et al., 1993). Among
these various additional foci of commitment, employees' occupa-
tions are by far the most clearly established, and occupational
commitment has been found to follow a similar three-component
structure (Meyer et al., 1993). For this reason, Meyer et al. (1993)
added a second dimension, affective, continuance and normative
commitment to the occupation, career or profession as a whole
making the model a 3�2 model of commitment. They argued that
organizational and occupational commitments are distinct con-
structs, with each contributing to the understanding of, and ability
to predict work behavior. As Meyer et al. (1993, p 540) said adding
occupational commitment “provides a more complete under-
standing of a person's tie to his or her occupation”which may pave
the way to understanding differential commitment to organization
(i.e., school) and occupation (i.e., teaching). As a consequence of
commitment to organization and occupation, Meyer and Allen
(1991) assumed that each of the three components develops as
outcomes of varied experiences, which have implications for work
performance and perhaps for turnover intentions.

There have been a number of studies concerned with teacher
commitment (see, for example, Abd Razak, Darmawan, & Keeves,
2010; Chan, Lau, Nie, Lim, & Hogan, 2008; Choi & Tang, 2009;
Dee, Henkin, & Singleton, 2006; Henkin & Holliman, 2009;
Sezgin, 2009a, b; Shin & Reyes, 1991). However, in most of the
studies commitment was studied as a generalized identification
with either the school or the teaching profession and not as a
multidimensional construct as envisaged in the Meyer et al. (1993,
2002) model. In one exception Joolideh and Yeshodhara (2009)
studied Indian and Iranian high school teachers and found Indian
teachers had better organizational commitment in the affective and
normative components and Iranian teachers had better organiza-
tional commitment in the continuance component. Teacher age
and subject had no influence on organizational commitment. We
located no studies that examined the multidimensional nature of
commitment in the context of teacher motivation, attributes, job
satisfaction, and job retention. This relationship is potentially quite
complex and Hong Kong, because of its Confucian/Asian cultural
contexts and current volatile employment situation for teachers
provides an excellent opportunity for testing both the three-
component model and the relations that may exist between these
components and potentially important covariates.

In earlier studies with teachers (McInerney, Ganotice, King,
Morin, & Marsh, 2014; Morin, Meyer, McInerney, Marsh, &
Ganotice, 2015), we found validity evidence for the three-
component model of both commitment to organization and occu-
pation. Occupational commitment may be particularly important for
teachers, especially if one's objectives are to predict teacher's intent
to remain within the teaching profession. Indeed, research (e.g.
Fishbein & Ajzen, 1975; Lavelle, Rupp, & Brockner, 2007, 2009) has
clearly shown that attitudes such as commitment more strongly
relate to behaviors when they refer to similar foci. Within the Hong
Kong context employee's affective commitment to social foci (col-
leagues, supervisors, students) and personal foci (careerism, work
ethics, tasks) are potentially important determinants of organiza-
tional and occupational commitments. We are particularly inter-
ested in this paper to examine the relationships of the 3 � 2
commitment model to turnover intentions and attrition.

Turnover intention is defined as a conscious will to look for a job
outside the current organization (Tett & Meyer, 1993) and is
believed to have a detrimental effect on the organization (Chen,
Ployhart, Thomas, Anderson, & Bliese, 2011). A range of factors
such as job dissatisfaction, salary, school organization, autonomy,
resources, and participation, burnout and other issues (e.g.,
adjustment to teaching demands, management of social relation-
ships, understanding the school cultural contexts) may lead to
employee turnover intentions (Buchanan et al., 2013; Choi & Tang,
2009). Job satisfaction directly and negatively relates to employees'
intention to quit their jobs, which in turn positively relates to actual
turnover and system-wide attrition (Chen et al., 2011). The Meyer
et al. (2002) meta analysis, as well as other reviews on retention
and turnover, show that commitment is one of the main predictors
of turnover.

While it might be argued that professional careers systems are
increasingly multidirectional rather than linear, at least in some
Western societies such as the United Kingdom, United States of
America and Australia, in which transfer between professions is
regarded as ‘normal’, it is highly likely that stability in such pro-
fessions as medicine, and law, and to some extent teaching, is still
highly desirable. Certainly in the Hong Kong context stability in the
teaching profession is the norm (see, for example, Baruch, 2004).

1. The Hong Kong context

It might be helpful to present certain facts about the Hong Kong
context to set the stage for the current study and to argue for the
wider importance of studying teacher commitment and its rela-
tionship to turnover intentions and overall attrition rates in Hong
Kong.

In terms of scope, there are 571 primary schools in Hong Kong
with a total student enrolment of 329,300. The average class size is
27.0, and there are 23,558 primary school teachers. There are 509
secondary schools in HK with a total student enrolment of 373,131.
There are 29,439 schoolteachers and the average class size of 30
(Education Bureau, 2015). In terms of the relationship between
Hong Kong and Mainland Chinese schools, Hong Kong's schools are
totally independent from Mainland China schools due to the
autonomous status of HKSAR (Hong Kong Special Autonomous
Region). The Hong Kong school system is managed by the Educa-
tion Bureau (EDB). The Education Bureau regulates the salaries
teachers are paid which reflects level of training, years of experi-
ence, and level of teaching (http://www.edb.gov.hk/tc/sch-admin/
admin/about-sch-staff/salary-assessment/guides.html).

It is commonly thought that the Hong Kong teaching profession
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is a highly stressful one (see Lau, Yuen, & Chan, 2005; Mo, 1991),
with heavy teaching loads (Titus&Ora, 2005), forced downsizing of
schools, and potential staff redundancies which potentially exac-
erbate teacher turnover. There are also non-pecuniary salary factors
(such as high ethnic minority student numbers, high special needs
student numbers, poor resourcing, and SES) that have been found
predictive of teacher attrition in other countries (Falch & Strøm,
2005; Scafidi, Sjoquist, & Stinebrickner, 2007) that also poten-
tially influence teacher turnover intentions in Hong Kong. On the
other hand, the teaching profession in Hong Kong is still very highly
regarded and relatively well paid (Education Bureau, 2013) and,
despite the presumed stress, workload, potential redundancies, and
other potentially deleterious factors, there is a high degree of sta-
bility in the teaching profession.

The attrition rate from Hong Kong teaching profession lies at a
low 5.6%e4.1% from 2009/10 to 2014/15 for primary teachers out of
a total teaching workforce of around 23,000 (http://www.edb.gov.
hk/en/about-edb/publications-stat/figures/pri.html) and 4.8%e
5.0% for the same years for secondary teachers out of a total
teaching workforce of approximately 29,000 (http://www.edb.gov.
hk/en/about-edb/publications-stat/figures/sec.html) (Education
Bureau, 2015). In contrast, Kain (2011) reports that in the United
States, teacher turnover rate has risen to 16.8 percent, and that 46%
of all new teachers in the U.S. leave the teaching profession within
five years (however, also read Harris and Adams (2007) who argue
that the attrition rate is no more severe than other comparator
professions). Milburn (2011) reports that 40% of teachers leave the
profession within five years of starting to teach in Australia, while
Ewing and Manuel (2005; see also Buchanan et al., 2013) report
OECD figures suggesting that up to one third of teachers in Australia
and other countries leave within the first five years. Four out of ten
trainee teachers fail to enter a classroom after finishing their
course, and more than 50% of those who start on teacher training
courses are no longer teaching within five years in the United
Kingdom (Merrick, 2012).

Despite the above statistics definitive comparative figures on
teacher attrition rates are difficult to provide as international
studies consulted use a variety of measures with some including as
attrition people transferring from particular schools or districts,
while others include as attrition those who leave for another pro-
fession, retirement, or simply move to another state or educational
jurisdiction (Falch & Strøm, 2005; Harris & Adams, 2007). Never-
theless, a recent 2014 publication by the Alliance in collaboration
with the New Teacher Center (NTC) states that:

‘ … about 13 percent of the nation's 3.4 million teachers move
schools or leave the profession every year, costing states up to $2
billion. Researchers estimate that over 1 million teachers move
in and out of schools annually, and between 40 and 50 percent
quit within five years.’ (http://www.huffingtonpost.com/2014/
07/23/teacher-turnover-rate_n_5614972.html)

Given these comparative figures and given that the Hong Kong
school context is characterized by strong inducements to teach
(relatively high status and salary) and strong social obligations (the
issues of not losing face and not giving-up because of discontent), it
is quite likely that affective, normative, and continuance commit-
ments maywork differently than in someWestern contexts (see for
example Eisinga, Teelken, & Doorewaard, 2010) and may contrast
with some research findings in Western settings in which affective
commitment is more dominant (Glazer, Daniel, & Short, 2004). In
other words, it is plausible that, for cultural and social reasons,
normative and continuance commitments are more salient for the
Hong Kong teachers than affective commitment, hence explaining
the high retention of teachers in the profession.
Examination of the relationships between affective, normative
and continuance commitment and turnover intentions is, there-
fore, especially important for the Hong Kong school system as it
strives to provide the strongest teaching force while facing teacher
unrest due to perceived heavy workloads, and teaching re-
dundancies through downsizing of schools (Education Bureau,
2013). Commitment to work is operationalized in terms of
commitment to organization (such as a particular school) and
commitment to occupation (that is, the teaching profession).
Turnover intention is operationalized through intention to quit
current school and intention to quit teaching (profession) other-
wise referred to as attrition.

1.1. School classifications in Hong Kong

The schools in Hong Kong can be classified according to school
performance (banding), nature (religious or non-religious) or ac-
cording to medium of instruction or MOI (English medium of in-
structione EMI or Chinesemedium of instructione CMI). Although
not officially a ‘tracked system’Hong Kong secondary students go to
‘banded’ schools with Band 1 being considered the most desirable
because Band 1 is associated with higher achieving students.
Competition for entry to band 1 schools is very intense with entry
to band 1, band 2 and band 3 (lowest performing) being based on
performance in three examinations taken in Primary 5 and Primary
6. http://www.itseducation.asia/education-system.htm.

Consistent with the new MOI policy (Education Bureau Circular
No. 6/2009), all secondary schools in Hong Kong can hold EMI clas-
ses, partial-English-mediumclasses (i.e. one to two subjects taught in
English), and/or pure CMI classes. In this study, we classify the sec-
ondary schools based on the dominant MOI, either English or Chi-
nese, and based on banding: band 1 and band 2 (we did not include
band 3 schools in our study). We also classified schools into religious
or non-religious schools by investigating the history of the schools,
their school vision and mission. An assumption could be made that
the nature and level of commitment in religious vis-a-vis non-reli-
gious schools may vary because of the vision and mission under-
pinning particular schools. An assumption could also be made that
the nature and levels of commitment of teachers to their schoolsmay
be related to the band level inwhich they are teaching with teachers
teaching in band 1 schools more professionally satisfied than those
teaching in band 2 schools (see Harris & Adams, 2007 and Scafidi
et al., 2007 for arguments supporting these assumptions).

Inasmuch as all EMI schools are also band 1 schools, it is not
unreasonable to presume that because of the prestige and higher
SES (generally) of EMI schools, they are expected to promote more
affective and normative commitment amongst teachers. Hence, it is
worthwhile to examine the particular commitment profiles of
teachers in these various settings and how they relate to turnover
intentions. It is plausible, on the basis of the above, to argue that
teachers in band 1 and/or EMI schools, and those that are in reli-
gious schools, have stronger commitment to their schools and
lower turnover intentions than teachers in band 2 schools and/or
CMI schools.

It is also plausible to argue that because of the high retention
rate of teachers in the teaching service in Hong Kong, despite high
workloads and other stresses, that continuance commitment (that
is a reluctance to leave the school and profession because of
pragmatic reasons such as potential costs) may be a dominant
motivator, while affective commitment (that is an intrinsic liking of
teaching and teaching at a particular school) may be the lowest
endorsed of the commitments because of the perceived stresses in
teaching. This is despite the general finding from international
research that affective commitment is the strongest negative pre-
dictor of turnover intentions.
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Table 1
Number of teachers in CMI/EMI schools and religious vs. non-religious schools.

MoI n Religious affiliation n

CMI 849 religious 340 (40%)
non-religious 138 (16.3%)
n/a 371 (43.1%)

EMI 73 religious 30 (41.1%)
non-religious 27 (37%)
n/a 16 (21.9%)

n/a 138 religious 28 (20.3%)
non-religious 84 (60.9%)
n/a 26 (18.8%)

Note: MoI ¼ medium of instruction; CMI¼ Chinese medium of instruction;
EMI ¼ English medium of instruction.
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2. The present study

Using the three-component model of commitment (Meyer &
Allen, 1991), this study seeks to examine the commitment pro-
files of Hong Kong teachers coming from a variety of school back-
grounds, and to clarify the link between organizational and
occupational commitment and turnover intention as indexed by
intention to leave school and intention to leave occupation
(teaching). Specifically, the study sets out to:

1. Establish the construct validity and reliability of the three-
component model of organizational and occupational commit-
ment for a sample of teachers in Hong Kong and to examine the
relationships between these components and intention to quit
organization or school;

Hypothesis 1. Affective commitment to organization and profes-
sion is significantly and negatively related to turnover intention.
Teachers who endorse high level of affective commitment will
express weak desire to quit the organization and the profession;

Hypothesis 2. Normative commitment to organization and pro-
fession is significantly and negatively related to turnover intention.
Teachers who endorse a high level of normative commitment will
express weak desire to quit the organization and the profession;

Hypothesis 3. Continuance commitment to organization and
profession is significantly and negatively related to turnover
intention. Teachers who endorse high level of continuance
commitment will express weak desire to quite the organization and
the profession.

Hypothesis 4. The most important predictors for HK teachers will
be normative and continuance (based upon cultural and social rea-
sons), andaffectivecommitmentwillbethe least importantpredictor;

2. Compare the nature of teacher commitment and turnover in-
tentions between teachers belonging to: a) religious and non-
religious schools, and 2) English medium of instruction (EMI)
and Chinese medium of instruction (EMI) in Hong Kong context;

Hypothesis 5. Teachers from religious schools will be higher in
affective commitment to organization and profession than teachers
from non-religious schools;

Hypothesis 6. Teachers from religious schools will be higher in
normative commitment to organization and profession than
teachers from non-religious schools;

Hypothesis 7. Teachers from the non-religious schools will be
higher in continuance commitment to organization and profession
than teachers from religious schools;

Hypothesis 8. Teachers fromEMI schoolswill be higher in affective
commitment to organization and profession than teachers from CMI
schools;

Hypothesis 9. Teachers from EMI schools will be higher in
normative commitment to organization and profession than
teachers from CMI schools;

Hypothesis 10. Teachers from the CMI schools will be higher in
continuance commitment to organization and profession than
teachers from EMI schools;

Hypothesis 11. Teachers from band 1 schools will endorse affec-
tive and normative commitment to organization and profession
more highly than band 2 teachers.
3. Method

3.1. Participants

To obtain a representative sample of teachers across Hong Kong
all schools in Hong Kong were faxed an invitation to complete a
survey on teacher commitment. A total of 1060 Hong Kong teachers
from 15 primary and 15 secondary schools located in a cross section
of educational regions in Hong Kong agreed to participate in the
study which represents a response rate of 52.2% of the total po-
tential sample provided by each school. Completion of the survey
was voluntary. Of these participants, 353 (33.3%) were males and
701 (66.13%) were females, (6 failed to indicate their sex). Themean
age was 39 years (SD ¼ 9.44) and the median age was 38 years old.
The average years of teaching experience was 15.15 with a range of
1e40 years. In terms of family income, there were 13.50% whose
income ranged from 15,000 to 29,999 HKD; 35.97% from 30,000 to
49,999 HKD and 47.26% from 50,000 to 79,999 HKD. The remaining
3.27% failed to indicate their family income. In terms of highest
education attainment, 2.44% of participants completed diploma or
associate degrees, 51.29% completed bachelor's degrees, 44.47%
completed master's degrees, .6% received doctoral degrees while
1.8% did not indicate their highest education attained.

Secondary teachers were grouped into band 1 or band 2 schools.
107 teachers were classified as band 1, and 149 as band 2. Both
Primary and Secondary schools were classified as religious/non-
religious, and CMI or EMI. 608 teachers were classified as teaching
at religious based schools, while three hundred and forty two were
classified as teaching at non-religious schools. 689 teachers were
classified as teaching at ChineseMedium of Instruction schools, and
two hundred and thirty two at English Medium of Instruction
schools based upon informationprovided at http://www.schooland.
hk/ss/. Table 1 shows the demographic distribution of the teachers
across the schools by MoI and banding for the current study.

3.2. Measures

3.2.1. Affective, continuance, and normative commitment
An adaptation of The Affective, Continuance, and Normative

Organizational and Occupational Commitment Scales (Meyer et al.,
1993) was used to measure teacher commitment. Commitment has
three components: affective, continuance, and normative. This
questionnaire has been extensively validated across a number of
professions and cultures, and has been found to have excellent
psychometric properties (Meyer, Stanley, Jackson, McInnis, Maltin,
& Sheppard, 2012).

Affective e defined as the employee's positive emotional
attachment. Affective commitment has the following dimensions:
affective commitment to occupation (3 items, e.g. “Being in the
teaching profession is important to my image”) and affective

http://www.schooland.hk/ss/
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commitment to the organization (3 items, e.g. “I do not feel like part
of the family at my school”).

Continuance (calculative commitment)e defined as the em-
ployee's attachment due to the perceived high cost of leaving such
as retirement benefits and leave benefits and lack of alternatives.
Continuance commitment has the following dimensions: continu-
ance commitment to occupation (3 items, e.g. “Changing pro-
fessions now would be difficult for me to do”), and continuance
commitment to organization (3 items, e.g., “It would be very hard
for me to leave my school right now, even if I wanted to”).

Normative (obligation-based commitment) e defined as an em-
ployee's attachment due to feelings of obligation, loyalty, and duty.
Normative has the following dimensions: normative commitment
to the occupation (3 items, “I feel a responsibility to the teaching
profession to continue in it”) and normative commitment to the
organization (3 items “This school deserves my loyalty”).

The original Meyer scales had six items each (Meyer et al., 1993),
but because our full survey contained a number of other di-
mensions measuring a wide range of teacher attributes it was
decided to reduce the number of Meyer items used for brevity and
ease of completion by the teachers. In order to reduce the number
of items we selected the three highest loading items from each
scale in the Meyer et al. confirmatory factor analysis (CFA) analyses,
as thesewere deemed to be themost salientmeasures of each scale.

3.2.2. Turnover intention
This identifies the desire of a person to quit or change his/her

work nature or workplace. In this study, we adopted Becker and
Billings (1993) scale which measures whether teachers intend to
quit their profession (4 items, e.g., “It is likely I will actively look for
a new job in the next year”) and the school they work at (4 items
e.g., “It is likely I will actively look for a new school in the next
year”).

A 7-point Likert-type scale was used for both the Affective,
Continuance, and Normative Organizational and Occupational
Commitment Scales and Intention to Quit self-report question-
naires ranging from 1 (strongly disagree) to 7 (strongly agree) with
higher values indicating a greater degree of endorsement of the
constructs being measured.

As all questions were originally in English, a senior bi-lingual
Research Assistant did a first translation from English to Chinese,
after which two other bilingual Chinese/English speakers checked
for meaningfulness and accuracy of the Chinese. It was then back-
translated into English by a third Research Assistant and the
monolingual PI and one CoeI checked for accuracy of the English
version translated from the Chinese, and through an iterative
process involving the RA's and the PI and CoeI we arrived at
consensus that the Chinese items reflected the English items
closely (Maneesriwongul & Dixon, 2004).

3.3. Procedures

In order to make the questionnaire appropriate to teachers and
schools a slight adaptation was made to the scales by adding the
word ‘school’ or ‘teaching profession’ to the stems of the questions.
This approach was consistent with the suggestion of Meyer et al.
(1993). Teachers contributing to this study were invited to com-
plete a paper and pen version of the survey. The response rate of
was 52.2%. Teachers were given the choice to answer the surveys in
English or Chinese. However, all teachers chose to answer the
Chinese versions.

3.4. Statistical analysis

In order to establish construct validity evidence for the
hypothesized six-factor structure of the Affective, Continuance and
Normative Occupational and Organizational Commitment Scales
and the two-factor Intention to Quit scales for use with Hong Kong
teachers we conducted a series of CFAs using AMOS 16 (Arbuckle,
2007) (see also McInerney et al., 2014). Confirmatory factor ana-
lyses indicated good fit: commitment scale: (c2 ¼ 799.596, df¼ 118,
RMSEA¼ .08, TLI¼ .90, CFI¼ .91, NFI¼ .90, IFI¼ .91); and intention
to quit scale: (c2 ¼ 358.056, df ¼ 16; RMSEA ¼ .042, TLI ¼ 90,
CFI ¼ .95, NFI ¼ .95, IFI ¼ 95). All factor loadings were significant at
the p < .001 level (Byrne, 2010; MacCallum, Browne, & Sugawara,
1996). These acronyms and notations refer to the following: c2

chi-square, df ¼ degrees of freedom, RMSEA ¼ root mean square
error of approximation, TLI ¼ TuckereLewis Index,
CFI ¼ comparative fit index, NFI ¼ normed fit index, and
IFI ¼ incremental fit index.

Following procedures used by Meyer et al. (1993) we used hi-
erarchical multiple regression analyses to test hypotheses 1 to 3 to
determine the relationship between the six dimensions of teacher
commitment and the two indices of turnover intentions. Teacher
commitments to organization (affective, normative, and continu-
ance commitment) and to occupation (affective, normative,
continuance commitment) were used as predictor variables while
intention to quit (school and profession) served as the criterion
variables.

In order to control for any effects of gender, income and
educational level, these variables were entered at the first step of
the regression equation as covariates. Also following procedures
used by Meyer et al. (1993), we entered commitment to organiza-
tion at the second step. At step 3, we entered commitment to
occupation. We were interested to know whether commitment to
occupation would account for a significant amount of variance in
predicting turnover intentions among Hong Kong teachers after
controlling for the effects of demographics and commitment to
organization. The Meyer et al. (1993) study controlled for
commitment to organization to evaluate if subscales of commit-
ment to occupation are independent constructs which can
contribute uniquely in predicting turnover intention. Therefore, in
this paper we adopted a similar approach. We also report the re-
sults of an ‘enter all variables’ analysis.

To test hypotheses 4 to 10, independentmeans t-tests were used
to determine if there were significant differences between the two
groups of teachers' commitment and intention to quit.

4. Results

4.1. Preliminary analyses

We checked the normality of data by first assessing the skew-
ness and kurtosis values for each item. Absolute values of skewness
and kurtosis beyond 2 and 7, respectively, may imply a lack of
univariate normality (Finney & DiStefano, 2006). A look at the
skewness and kurtosis values showed that there did not seem to be
a violation of normality assumptions. We also checked for outliers
by looking at the Mahalanobis distance (D2). Values that stand
distinctively apart from other values can be considered outliers. No
such outliers were found. Maximum likelihood was used as the
method of estimation.

Descriptive statistics, reliability coefficients and correlations
among study variables are shown in Table 2. Internal consistency
for each scale was established by calculating Cronbach's alpha co-
efficients. Subscales of the Affective, Continuance, and Normative
Organizational and Occupational Commitment scales had alpha
values ranging from .68 to .84. Subscales of the Intention to Quit
had alpha values ranging from .82 to .87. The internal consistencies
of the scales were generally acceptable.



Table 2
Summary of descriptive statistics for the various scales (N ¼ 1060).

1 2 3 4 5 6 7 8

Commitment to organization
1. Affective commitment to organization e .42*** �.11*** .42*** .38*** .13*** �.58*** �.65***
2. Normative commitment to organization e .23*** .45*** .45*** .23*** �.29*** �.36***
3. Continuance commitment to organization e .000 .06* .58*** .09*** .07*
Commitment to occupation
4. Affective commitment to occupation e .84*** .34*** �.51*** �.36***
5. Normative commitment to occupation e .42*** �.48*** �.36***
6. Continuance commitment to occupation e �.18*** �.13***
Intention to quit
7. Intention to quit the profession e .86***
8. Intention to quit the school e

Mean 4.58 4.63 4.40 5.31 5.17 5.29 2.92 3.10
SD 1.32 1.07 1.24 1.02 1.08 1.08 1.25 1.34
Cronbach's alpha .80 .68 .73 .84 .80 .74 .82 .87

Note: Bolded means are the highest ranked means for commitment and intention to quit; *p < .05, **p < .01, ***p < .001.
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An examination of the means for the commitment scales indi-
cated that the two highest ranked scales in order of mean size were
affective commitment to the occupation (M ¼ 5.31) followed by
continuance commitment to the occupation (M ¼ 5.29). The lowest
ranked scale was continuance commitment to the organization
(M ¼ 4.40). The mean distribution of the commitment scales was
quite wide ranging from 4.40 (lowest) for continuance commit-
ment to the organization to 5.31 (highest) for affective commitment
to the occupation. Mean scores for the turnover intentions scale did
not have a large range with the highest endorsed scale being
intention to quit the school (M¼ 3.10) followed by intention to quit
the profession (M ¼ 2.92) both of which indicate low intention to
quit school and profession.

An examination of the zero order correlations showed that af-
fective commitment to the organization was significantly and
positively related to normative commitment (r ¼ .42, p < .001),
negatively related to continuance commitment to organization
(r ¼ .11, p < .001) and negatively related to intention to quit pro-
fession and school (r ¼ �.58 and �.65 respectively, p < .001).
Normative commitment to the organization was positively related
to all other commitment variables (range r¼ .23 to r¼ .45, p < .001)
and was negatively related to two measures of turnover intentions
(r ¼ �.29 and r ¼ �.36). Continuance commitment to organization
was positively related to all variables (range .06e.58, p<. 05 and
p < 001) except to affective commitment to occupation. Of partic-
ular interest is the positive relationship between continuance
commitment to the organization and turnover intentions, and the
negative relationship between affective and normative commit-
ments to turnover intentions. Higher affective and normative
commitment predict lower turnover intentions (or higher in-
tentions to remain) and the opposite for continuance.

4.2. Regression analyses

In order to examine the relationships between affective,
normative and continuance commitment to organization and
occupation, and their relationships to turnover intention, we con-
ducted a series of hierarchical multiple regression analyses
following procedures adopted by Meyer et al. (1993). To control for
the effects of different demographic backgrounds of the teachers
we entered three demographic variables (gender, income, and level
of education) at the first step. These three variables accounted for a
negligible amount of variance in the outcomemeasures of intention
to quit. At step 2, we entered the subscales of the teacher
commitment to organization (affective commitment, normative
commitment, continuance commitment). These three variables
were able to explain a significant amount of variance across the two
outcome variables, ranging from 33.3% to 42.2%. An analysis of the
standardized beta weights indicates that across the two turnover
intention scales, affective commitment to the organization was
consistently the strongest predictor. Specifically at step 2, affective
commitment to organizationwas the strongest negative predictor of
the two turnover intentions: intention to quit profession and
intention to quit school. This was followed by normative commit-
ment to the organization. In step 3, the subscales of the teacher
commitment to occupation (affective commitment, normative
commitment, continuance commitment) were entered. The addi-
tion of these variables contributed a small, yet significant amount
to the overall variance explained by the equation across the two
turnover intentions (from .7 to 8.9%) after controlling for the effect
of demographic variables and organizational commitment.

The full block of variables explained 44.2% and 45.2% of the
variance across the two outcome variables respectively. In line with
hypothesis 1, based upon the ranked order of standardised beta
weights indicated in Tables 3 and 4 by bolded numbers, affective
commitment to the organization emerged as the strongest negative
predictor of turnover intentions as indicated by both intention to
quit the profession and intention to quit the current school. Af-
fective commitment to the occupation was also a strong negative
predictor of intention to quit profession but failed to predict
intention to quit school. Normative commitment to organization
was the second strongest predictor of intention to quit school and
intention to quit profession (albeit weak). These results were
consistent with hypothesis 2. Continuance commitment to the
occupation and organization did not predict turnover intentions
(refer to Table 3). Our data did not support hypothesis 3. Although
we followed the order of entry of variables indicated in Meyer et al.
(1993), in order to investigate whether the order of entry of the
commitment variables altered the predictions we did a second
hierarchical regression with the organisation variables entered at
step two followed by the entry of occupation variables at step three.
Only small differences were noted (See Table 4).

4.3. Comparison of means

To clarify if differences in commitment and turnover intention
can be explained by grouping variables (e.g., religious vs. non-
religious schools; English medium of instruction vs Chinese me-
dium of instruction; band 1 vs band 2 schools), we performed a
series of independent t-tests.

Results supported hypothesis 4 indicating a significant differ-
ence on affective commitment to organization when teachers are
grouped according to the nature of their school (religious vs non-
religious), t(948) ¼ 2.07, p < .004, with teachers from religious



Table 3
Summary of hierarchical regression predicting dimensions of turnover tendencies
(standardized beta coefficients are shown).

Intention to quit

Intention to
quit profession (b)

Intention to
quit school (b)

Step 1
Gender .007 .009
Income �.131*** �.148***
Highest education �.032 �.007

Step 2
Gender .027 .029
Income �.087** �.101***
Highest education �.018 .010
Affective commitment (Org) �.544*** �.589***
Normative commitment (Org) �.066* �.121***
Continuance commitment (Org) .037 .032

Step 3
Gender .010 .023
Income �.080** �.096***
Highest education �.012* .014
Affective commitment (Org) �.448***1 �.564*** 1
Normative commitment (Org) .061* �.092** 2
Continuance commitment (Org) .036 .051
Affective commitment (Occ) �.226***2 �.002
Normative commitment (Occ) �.135** 3 �.082
Continuance commitment (Occ) �.017 �.030

Step 1 change in R2 .020*** .022***
Step 2 change in R2 .333*** .422***
Step 3 change in R2 .089*** .007**
Total R2 .442*** .452***

Note: *p < .05, **p < .01, ***p < .001.

D.M. McInerney et al. / Teaching and Teacher Education 52 (2015) 11e23 17
schools indicating stronger affective commitment than teachers
from non-religious schools (refer to Table 5 and Fig. 1). However,
there was no significant group difference on affective commitment
to occupation. There was a significant difference on normative
commitment to occupation, t(948) ¼ �2.12, p < .034, with teachers
Table 4
Summary of hierarchical regression predicting dimensions of turnover tendencies
(standardized beta coefficients are shown).

Intention to quit

Intention to quit
profession (b)

Intention to
quit school (b)

Step 1
Gender .007 .009
Income �.131*** �.148***
Highest education �.032 �.007

Step 2
Gender �.009 .009
Income �.115*** �.148***
Highest education �.018 �.007
Affective commitment (Occ) �.374*** �.589***
Normative commitment (Occ) �.169** �.121***
Continuance commitment (Occ) .027 .032

Step 3
Gender .010 .023
Income �.080** �.096***
Highest education �.012 .014
Affective commitment (Occ) �.226***2 �.002
Normative commitment (Occ) �.135** 3 �.082
Continuance commitment (Occ) �.017 .030
Affective commitment (Org) �.448***1 �.564***1
Normative commitment (Org) .061* �.092** 2
Continuance commitment (Org) .036 �.051

Step 1 change in R2 .020*** .022***
Step 2 change in R2 .264*** .137***
Step 3 change in R2 .158*** .292***
Total R2 .442*** .452***

Note: *p < .05, **p < .01, ***p < .001.
from non-religious schools indicating stronger normative
commitment than teachers from religious schools. Except for af-
fective commitment to organization and normative commitment to
occupation, no other significant differences were found when the
two groups were compared on other subscales of commitment to
organization and occupation, and turnover intentions. We there-
fore rejected hypotheses 5 and 6.

To test hypotheses 7 to 9, we performed separate t-tests to
compare teachers' commitment and turnover intentions with
medium of instruction (MOI) as grouping variable: EMI vs. CMI.
Results indicated that, except for continuance commitment to or-
ganization, teachers from EMI schools indicated higher endorse-
ment of affective commitment to organization, t(919) ¼ 3.46,
p < .001, and normative commitment to organization, t(919)¼ 2.66,
p < .008. In the area of occupational commitment, EMI teachers also
indicated higher endorsement of affective commitment,
t(919) ¼ 2.08, p < .038, and normative commitment, t(919) ¼ 2.49,
p < .013. No mean difference was found on continuance commit-
ment to both organization and occupation (refer to Table 6 and
Fig. 2). In the area of turnover intention, those from CMI schools
were higher in intention to leave professions, t(919) ¼ 2.74,
p < .006, and school, t(919) ¼ 4.28, p < .000, than their EMI coun-
terparts. These findings were consistent with hypotheses 7 and 8
respectively but inconsistent with hypothesis 9.

Another goal of this investigation was to clarify if differences in
teacher commitment and turnover intentions can be explained by
school banding (bands 1 and 2, only secondary school teachers
included). Teachers from band 1 schools indicated higher
endorsement of affective commitment to organization,
t(254) ¼ 4.22, p < .000, and normative commitment to organiza-
tion, t(254) ¼ 2.13, p < .034, than teachers from band 2 schools.
Similarly, there was a significant difference between band 1 and 2
teachers' endorsement of affective commitment to occupationwith
teachers from band 1 significantly higher in commitment, t
(254) ¼ 2.23, p < .026. These interesting findings were consistent
with hypothesis 10. There were no significant differences on other
commitment subscales. In terms of turnover intentions, our data
indicate that there was a significant difference between bands 1
and 2 teachers' intention to quit school, t(254) ¼ 2.37, p < .001, and
the profession, t(254) ¼ 3.63, p < .000, with band 2 teachers higher
on these two measures of turnover (refer to Table 7 and Fig. 3).

5. Discussion

The primary aim of this study was to investigate the differences
and relationships between Hong Kong teachers' affective, norma-
tive and continuance commitments among religious versus reli-
gious, EMI versus CMI, and band 1 versus band 2 schools, and their
relationships to turnover intentions as indexed by intention to quit
the current school and the teaching profession. We found evidence
that Meyer and Allen's (1991) tripartite model of commitment is
valid and reliable and can be utilized to predict teacher turnover
intentions in the Hong Kong context.

Our initial CFA analyses demonstrated commitment is multi-
dimensional, comprising of three elements: affective commit-
ment (AC), normative commitment (NC) and continuance
commitment (CC). Commitment can also be construed either as
commitment to the organization or commitment to the teaching
profession. An analysis of the means for each of the six commit-
ment subscales shows that affective commitment to the occupation
(employee's positive emotional attachment to the occupation), was
the most highly endorsed commitment. We had expected that af-
fective commitment might be less highly endorsed than normative
and continuance commitments because of the supposed stressful
nature of teaching and the threatened school closures and



Table 5
Comparison of means on various commitment subscales between religious and religious schools.

Variable Religious (n ¼ 608) Non-religious (n ¼ 342) F p h2

Mean SD Mean SD

Affective commitment (organization) 4.65 1.26 4.40 1.39 3.18 .004 .009
Normative commitment (organization) 4.62 1.02 4.55 1.14 2.33 .232 .007
Continuance commitment (organization) 4.38 1.22 4.37 1.23 .05 .864 .002
Affective commitment (occupation) 5.28 .99 5.35 1.07 3.38 .265 .002
Normative commitment (occupation) 5.10 1.06 5.26 1.08 1.03 .034 .005
Continuance commitment (occupation) 5.26 1.07 5.30 1.05 .61 .572 .001
Intention to quit profession 2.89 1.23 2.96 1.26 .04 .384 .001
Intention to quit school 3.08 1.35 3.14 1.33 .82 .500 .001
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Fig. 1. Teachers' mean scores on various commitment and turnover subscales grouped according to school (religious or non-religious schools).
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redundancies in Hong Kong. However, the data showed otherwise
and demonstrated that teachers generally had positive emotional
attitudes towards the teaching profession.

As expected, normative commitment was highly endorsed. In
contrast to our expectations developed from our knowledge of the
Hong Kong teaching profession with its high inducements to
continue teaching, continuance commitment was the least
endorsed commitment of the three-component model. In line with
the argument of Meyer et al. (1993), it is possible that Hong Kong
teachers, irrespective of all the claims of overwork and stress, have
satisfying teaching-related experiences within their present occu-
pation hence they develop strong affective and normative attach-
ments to the occupation.

Hong Kong teachers in our sample indicated a relatively higher
level of intention to quit their current school (M ¼ 3.10) than
intention to quit the teaching profession (M ¼ 2.92; t(1059) ¼ 8.64,
p < .000). This is interesting and suggests that these teachers may
be open to changing school but quitting the teaching profession
may not be a realistic option. We discuss this point further below.
Table 6
Comparison of means on various commitment subscales between Chinese medium of in

Variable CMI (n ¼ 689)

Mean SD

Affective commitment (organization) 4.48 1.31
Normative commitment (organization) 4.55 1.06
Continuance commitment (organization) 4.42 1.20
Affective commitment (occupation) 5.27 1.04
Normative commitment (occupation) 5.12 1.07
Continuance commitment (occupation) 5.28 1.06
Intention to leave the profession 2.98 1.22
Intention to leave the school 3.21 1.32
In line with our hypothesized direction, the zero-order corre-
lations showed that affective commitment to the organization
(measured by items such as ‘I do not feel like part of the family at
my school’) correlated strongly to teachers' intention to quit school
(“I often think about leaving this school”) and profession (“I often
think about quitting teaching”), followed by normative and
continuance commitments. These correlations lend support to the
findings that strong positive affective commitment is related to
reduced turnover intentions among workers (e.g., Boezeman &
Ellemers, 2007; Vecina, Chacon, Sueiro, & Barron, 2011). In addi-
tion, normative commitment to organization was negatively
related to the two measures of turnover intentions. These findings
are consistent with our hypotheses 1 and 2 which further validate
findings of previous research on the relationships among the three-
component model of commitment of Meyer and Allen (1991). What
is interesting though is the direction of the relationship between
continuance commitment (CC) to organization and occupation to
turnover intentions where CC to organizationwas positively related
to turnover intentionwhile CC to occupationwas negatively related
struction schools and English medium of instruction schools.

EMI (n ¼ 232) F p h2

Mean SD

4.82 1.30 .0002 .001 .013
4.76 1.06 .058 .008 .008
4.36 1.22 .549 .471 .001
5.43 .95 .839 .038 .005
5.32 1.02 .577 .013 .007
5.31 1.07 .294 .771 .001
2.73 1.26 .733 .006 .008
2.78 1.34 .058 .000 .020
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Fig. 2. Teachers' mean scores on various commitment and turnover subscales grouped according to MOI.

Table 7
Comparison of means on various commitment subscales between band 1 and band 2 schools.

Variable Band 1 (n ¼ 107) Band 2 (n ¼ 149) F p h2

Mean SD Mean SD

Affective commitment (organization) 5.05 1.08 4.40 1.29 3.11 .000 .06
Normative commitment (organization) 4.88 .91 4.62 1.00 .08 .034 .03
Continuance commitment (organization) 4.38 1.27 4.32 1.17 .59 .806 .00
Affective commitment (occupation) 5.41 .86 5.14 .99 .84 .026 .02
Normative commitment (occupation) 5.28 .94 5.07 1.09 2.59 .114 .01
Continuance commitment (occupation) 5.37 1.06 5.17 1.04 .02 .134 .01
Intention to leave the profession 2.54 1.13 3.03 1.12 .74 .001 .04
Intention to leave the school 2.57 1.23 3.14 1.23 .04 .000 .05
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to it. These results suggest that the high level of CC to organization
(current school) is related to higher levels of turnover intention,
while the high level of CC to occupation (teaching profession) is
related to lower turnover intention among our sample teachers.
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This finding might relate to the fact that it is the profession that
provides the real ‘face’ and ‘rewards’ for teaching such as good
salary and pensions, rather than the particular schools inwhich the
teachers are employed.
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Using hierarchical regression, we were able to demonstrate
that both commitment to the organization and commitment to
the occupation negatively predicted turnover intentions even
when controlling for demographic variables. Because of socio-
cultural and historical reasons we had expected normative and
continuance commitments to be the more salient negative pre-
dictors of intention to leave current school and profession. How-
ever, we found, in line with international findings, that affective
commitment was the most salient predictor of both outcome
variables, followed by normative commitment. Unexpectedly, in
the Hong Kong context, continuance commitment was not a
strong predictor of either outcome. This result is not consistent
with hypothesis 3.

We examined whether differences in the nature of the school
(religious vs non-religious, English medium of instruction e EMI vs
Chinese medium of instruction e CMI, band 1 vs, band 2) were
related to differences in commitment endorsed by teachers
including turnover tendencies. We made a series of hypotheses
based on this listed above. Though exploratory, our motivation for
doing this was to check for possible patterns of results when
commitment is looked at from various perspectives, including the
religious background of the schools and the schools' banding.

In line with hypothesis 4, our data indicate that there was a
significant difference on affective commitment to organization
with teachers from religious schools indicating stronger affective
commitment than teachers from non-religious schools. It is likely
that teachers from religious schools might have values and beliefs
that trigger them to have stronger affective feelings towards their
schools than teachers from non-religious schools. It might be that
within religious schools scope is given for religious values which
can align well with teachers' personal religious values. In non-
religious schools, there may be a greater disconnect between
teachers' religious values and the non-religious values held by the
school. It is important to emphasise that affective commitment was
relatively high for both groups of teachers. In contrast to organi-
zation, there was no significant group difference in affective
commitment to occupation (refer to Table 5).

There was also a significant difference on normative commit-
ment to occupation when teachers are grouped according to reli-
gious or non-religious schools, with teachers from non-religious
schools indicating stronger normative commitment than teachers
from religious schools. This result did not support our earlier hy-
pothesis (6) where we predicted that teachers from religious
schools would be higher in normative commitment. This result may
be partly explained by the assumption that non-religious schools
have strong normative underpinnings resulting from Confucianism,
and these normative underpinnings may be ‘washed-out’ some-
what if a Christian ethic underpins schooling in religious schools.
However, normative commitment was high in the religious schools
as well but relatively less so than affective commitment (refer to
Table 5 and Fig. 1).

With medium of instruction (MOI) and banding as grouping
variables, our data indicate that these grouping variables can
potentially explain variability in commitment and turnover among
our sample participants. Generally, teachers from EMI and band 1
were significantly higher in affective commitment to organization
and occupation which are consistent with hypotheses 7 and 10.
Conversely, those from CMI and band 2 were significantly higher in
two measures of turnover e intentions to quit school and the
teaching profession. Across the two groups, endorsements of
continuance commitment to either organization or occupation
were relatively the same when MOI and banding were used as
grouping variables. These findings suggest that teaching in EMI and
band 1 schools enhances teachers' enjoyment of teaching and
intention to continue teaching at their current school and in the
profession. A question to be asked, therefore is: is this salience of
affect for EMI and band 1 schools related to the probability that EMI
and band 1 schools teach higher academic level students and hence
have the advantage of ‘perhaps’ better motivated students and also
better resourced schools? If this is the case then the situation of
streaming students into bands and access to EMI schools should be
carefully considered as an equity issue in Hong Kong (in this
context refer to Krieg, 2006; Scagidi, Sjoquist,& Stinebricknert; and
Harris & Adams, 2007).

An important implication of these analyses is the key role
played by affective commitment to the organization and occu-
pation in Hong Kong teachers' turnover intentions. Employees'
high level of affective commitment is generally thought to have
broad relevance to success in any organization and overall job
satisfaction (Meyer et al., 2002) in various professions including
teaching as the context of the present study. This is because
employees with an affective dominant profile are generally
perceived as having a sense of belonging and identification with
the organization suggesting higher involvement in organizations'
goal attainment and willingness to remain in the profession
(Meyer & Allen, 1991; Meyer & Herscovitch, 2001). As we have
seen, affective commitment to both organization and occupation
was, by far, the most important negative predictor of turnover
intentions among Hong Kong teachers. Hence, it is essential that
school administrators provide teachers with a working environ-
ment that facilitates the development and maintenance of
teachers' affect to school and to the teaching profession in gen-
eral. To maintain and enhance teachers' affective commitment, it
may be necessary to nurture the formation of teachers' belief that
the organization values their contribution and it cares about their
well-being. This may be especially important in the induction
stage of teaching. An extensive review of induction and mentor-
ing programs for beginning teachers (Ingersoll & Strong, 2011)
found that the studies reviewed provided empirical support for
the claim that support and assistance for beginning teachers have
a positive impact on teacher commitment and retention. In this
context, a collegial climate is of key importance (Buchanan et al.,
2013; Ingersoll & Strong, 2011; Jones, Youngs, & Frank, 2013;
Pogodzinski, Youngs, & Frank, 2013). School leaders may need
to demonstrate that they are strongly concerned with teachers'
overall personal and career development and create an
emotionally safe environment where teachers feel affirmed and
valued. In this way teachers will more closely identify with the
school (Chan et al., 2008) and perhaps their affective commitment
will increase as a result.

The findings also have implications for classroom practice. In
order to maximize affective commitment, teachers may need to
nurture relatedness with their students through demonstrating
concern for their students and showing empathy. Research has
shown for example that teachers' sense of relatedness with their
students is a more important component of well-being compared
to their relatedness with their colleagues or other co-teachers
(Klassen, Perry, & Frenzel, 2012). Thus, affective commitment
which is based on a positive emotional attitude towards the pro-
fession and organization may also be enhanced with pedagogical
practices that cultivate effective studenteteacher relationships (see
Tessier, Sarrazin, & Ntoumanis, 2010).

A comparison of school processes and personnel supports and
structures between religious and non-religious schools, EMI versus
CMI schools, as well as band 1 versus band 2 schools will shed
further light on this issue.

6. Limitations and future directions

The findings presented above must be taken with caution as



Affective commitment to the occupation
1. Being in the teaching profession is important to my self-image
2. I am proud to be in the teaching profession
3. I am enthusiastic about the teaching profession
Continuance commitment to the occupation
1. Changing professions now would be difficult for me to do
2. Too much of my life will be disrupted if I were to change my profession
3. Changing professions now would require considerable personal sacrifice
Normative commitment to the occupation
1. I feel a responsibility to the teaching profession to continue in it
2. Even if it were to my advantage, I do not feel that it would be

right to leave the teaching profession now.
3. I am in the teaching profession because of a sense of loyalty to it
Affective commitment to the organization (reversed coded)
1. I do not feel like part of the family at my school
2. I do not feel emotionally attached to this school
3. I do not feel a strong sense of belonging to my school
Continuance commitment to the organization
1. It would be very hard for me to leave my school right now, even

if I wanted to
2. Too much in my life would be disrupted if I decided I wanted to

leave my school now
3. I feel that I have too few options to consider leaving this school
Normative commitment to the organization
1. This school deserves my loyalty
2. I would not leave my school right now because I have a sense of

obligation to the people in it
3. I owe a great deal to my school
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they have some limitations. First, we acknowledge that the data
were obtained from self-reports, hence, may be subject to social
desirability response bias and common method variance. Second,
we used a cross-sectional study design in this paper which did not
allow us to make strong causal conclusions. In future studies, re-
searchers may want to include longitudinal data on plans for
retention as well as actual retention decisions. This would enable
researchers to control for differences among teachers that were
manifest when the first measure was obtained as well as assess
associations between commitment levels and actual retention
decisions. Third, because of time constraints, we have no data on
the number of teachers leaving the school and leaving teaching as
a profession. Hence, our analysis is merely based on intentions,
possibilities or tendencies of teachers to leave school and the
profession as measured by self-report scale. Perhaps future studies
may consider actual turnover data, although as indicated above,
turnover rates in Hong Kong are very small. Fourth, while every
care was taken to translate the items into Chinese so that they
retained the original meaning of the English items we can never
be sure that the nuances of items and scales are retained in the
Chinese version. Fifth, we averaged responses across all levels of
respondents. A more refined study with a larger sample size could
examine moderation effects associated with length of service (e.g.,
teachers in the profession longer may have stronger continuance
commitment), level of position (school administrators may have
different patterns of commitment to class teachers), and by
gender and the interactions by length of service. In the future, it
would also be interesting to clarify the differential turnover in-
tentions of teachers whose commitment is characterized as high
normative and low affective in comparison with teachers whose
commitment is characterized as low normative and high affective
through cluster analysis. Sixth, it would be interesting to explore
the relationship between teacher commitment and intention to
stay in the current school in the context of groups of teachers
characterized as high normative in comparison with low norma-
tive. Finally, further exploration can be done on the cultural and/or
group variability on teacher commitment to account for East-
eWest differences using the Meyer's et al. (1993) three-
component model (TCM) of commitment to organizations and
occupations. This would need to be done through a carefully
designed cross-cultural study.

6.1. Implications

This paper contributes to the existing literature by showing that
both organizational and occupational commitment can be inte-
grated in order to better understand the commitment of teachers.
Rather than studying a single focus of commitment (i.e., organi-
zations), we believe that a better grasp of commitment will be
attained if commitment to occupations is also included in studies.
Furthermore, the testing of the differential effects of affective,
normative and continuance commitment on intention to stay in the
profession across a range of teacher groupings gives a more fine-
grained analysis of teacher commitment. While commitment the-
ory has been widely tested in other industrial or organization set-
tings this study provides evidence that commitment theory is
applicable to understanding the dynamics of the commitment of
teachers and how commitment relates to possibility of leaving
school and the profession.

Building on these findings, there are some clear practical im-
plications which may inform school administrators and teachers
themselves. Building from Blomme, Van Rheede, and Tromp's
(2010) call that employers should seek to better understand
more antecedents of turnover to find better ways to manage
employees, this study becomes important because it specifically
identified affective commitment to occupation and organization
as an important negative predictor of turnover intentions. In the
broadest terms, our results suggest that school administrators
who wish to keep good teachers need to create an environment
tailored to improve teachers' love for teaching and love for school
(affective commitment organization and occupation). Further-
more, normative commitment was also a strong negative pre-
dictor of intentions to leave current school and the profession.
Hence, administrators should enhance opportunities for teachers
to feel a sense of responsibility and loyalty to their school and to
the profession. Our finding that continuance commitment was not
a strong predictor in any of the analyses, and was the least
endorsed of the commitment scales provides positive evidence
that teachers in Hong Kong (at least in the broad comparisons we
have made) are not motivated by potentially negative orienta-
tions. Nevertheless, this latter contention needs to be tested
further by analyses looking at interaction effects by age, level of
service, and school type, which are beyond the scope of this
article.

If school administrators want to attract and retain good
teachers, they need to invest in holistic measures to sustain
teachers' commitment to teaching. This observation underscores
how potentially powerful the work environment is in shaping the
commitment of teachers. Collectively, in terms of practice, an un-
derstanding of Hong Kong teachers' commitment should help
inform school administrators on the ways in which multi-
dimensions of commitment relate to teachers' future plans.
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Teacher commitment items
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Appendix B

Intention to quit
Profession focused
1. It is likely I will actively look for a new job in the next year
2. I often think about quitting teaching
3. It would take very little change in my present circumstances

to cause me to leave teaching
4. There's not too much to be gained by sticking with teaching

indefinitely
School focused
1. It is likely I will actively look for a new school in the next year
2. I often think about leaving this school
3. It would take very little change in my present circumstances to

cause me to leave school
4. There's not too much to be gained by sticking with my current

school indefinitely
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