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Abstract

Leadership has dominated educational management research, yet school improvement also
depends on teachers who actively interpret, support, and question school decisions. This cross-
sectional quantitative study examined whether followership predicts affective, normative, and
continuance commitment among 95 primary school teachers in Phan Thiet, Vietnam. Followership
was measured using an adapted Kelley-based Revised Kelley Followership Questionnaire, and
organisational commitment was modelled as three separate first-order reflective constructs. PLS-
SEM results showed that followership was positively associated with affective commitment (f =
0.564, p < .001), normative commitment ( = 0.388, p < .001), and continuance commitment (ff =
0.337, p < .001). The strongest explanatory and predictive evidence was found for affective
commitment, as shown by the highest R? Q7 predict, and PLSpredict performance. Controlled
analyses confirmed that the followership paths remained significant after accounting for gender,
age, teaching experience, and school size, although age and teaching experience were more
relevant to normative and continuance commitment. Supplementary dimension-specific analysis
showed that active engagement predicted commitment more consistently than independent critical
thinking. The findings suggest that teacher followership, especially active engagement, is most
strongly linked to affective commitment to the school, while normative and continuance
commitment depend more on career-stage and contextual factors.
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INTRODUCTION

Educational leadership research has traditionally explained school effectiveness through the actions
of principals and administrators because principals set direction, allocate resources, supervise
instruction, and shape school climate (Baker, 2007; Kelley, 1988, 1992; Uhl-Bien et al., 2014;
UNESCO, 2025). This leader-centred orientation is useful but incomplete. School improvement also
depends on teachers who interpret leadership decisions, adapt policies to classroom realities,
collaborate with colleagues, and offer professional feedback when implementation problems arise
(Carsten et al., 2010; Chaleff, 2009; Uhl-Bien et al., 2014). Teachers are therefore not only recipients
of leadership but also participants in leadership processes whose followership can influence school
stability, reform implementation, and organisational commitment (Tran et al., 2024).
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This issue is especially important in primary education. Primary teachers work continuously with
pupils, parents, colleagues, and administrators, so their willingness to support school goals affects
instructional consistency, school climate, and organisational continuity (Meyer & Allen, 1991,
1997; World Bank Group, 2025). In this setting, followership refers to teachers’ active engagement
with school goals and their independent professional judgement when school decisions require
interpretation, adaptation, or improvement (Kelley, 1988, 1992). Such behaviours may strengthen
organisational commitment because teachers who participate meaningfully in school improvement
are more likely to identify with the school, feel responsibility towards it, and develop stronger
affective, normative, and continuance commitment to the school.

The Vietnamese primary school context makes this relationship timely. Vietnam has invested
substantially in teacher education, qualification upgrading, and school leadership development,
while schools are also expected to respond to reform pressure, administrative demands, and stronger
expectations for teacher professionalisation (UNESCO, 2025; World Bank Group, 2025). At the
same time, national reporting has identified teacher shortages and recruitment difficulties, increasing
the practical importance of teacher retention and organisational commitment (Tuoi Tre News, 2025).
These conditions make it insufficient to study leadership only from the principal’s perspective.
Vietnamese schools also need evidence on how teachers’ followership, active engagement, and
independent professional judgement are associated with their commitment to the school.

Despite this relevance, the relationship between followership and teachers’ organisational
commitment remains underdeveloped in educational leadership research. Studies of teacher
commitment have commonly emphasised leadership style, school climate, job satisfaction,
demographic characteristics, or career stage, while the follower role of teachers has received less
direct attention (Dalgig, 2014; Uhl-Bien et al., 2014). Other studies have shown that commitment is
shaped by school-level relational and cultural conditions rather than by individual attitudes alone
(Hulpia & Devos, 2010; Gok & Ozcetin, 2021; Samancioglu et al., 2019). However, these studies
still focus mainly on leadership conditions and school culture, while the teacher’s role as a follower
remains less directly examined. This leaves a theoretical gap: teachers may strengthen or weaken
school improvement not only through compliance with leadership but also through critical
judgement, active engagement, and collaborative implementation. It also leaves a practical gap for
Vietnamese primary schools, where administrators need strategies for supporting teacher
commitment without reducing teachers to passive implementers of reform.

The purpose of this study is to examine whether followership predicts three dimensions of
organisational commitment among primary school teachers in Phan Thiet, Vietnam. The study treats
affective commitment, normative commitment, and continuance commitment as distinct
psychological bases for remaining with an organisation rather than combining them into a single
overall commitment score (Meyer & Allen, 1990, 1991, 1997). This distinction is important because
followership may be more closely related to affective identification and professional responsibility
than to continuance reasons for staying.

The study is guided by the following research questions:
RQ1: To what extent does followership predict affective commitment among primary school
teachers?
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RQ2: To what extent does followership predict normative commitment among primary
school teachers?
RQ3: To what extent does followership predict continuance commitment among primary
school teachers?

Answering these questions allows the study to contribute to educational leadership research in three
ways. First, it places teacher followership at the centre of a model of organisational commitment.
Second, it clarifies organisational commitment by analysing affective, normative, and continuance
commitment separately. Third, it offers context-sensitive implications for Vietnamese primary
schools seeking to strengthen teacher commitment through followership, active engagement, and
independent critical thinking.

LITERATURE REVIEW
Conceptual Framework

In the primary model, followership is specified as an overall first-order reflective predictor
representing teachers’ general followership orientation. This modelling decision is used as a
bounded predictive specification because the research questions examine whether teachers’ overall
followership predicts organisational commitment, and PLS-SEM allows construct specification to
be aligned with the theoretical purpose of the model and the level of abstraction being tested (Hair
et al., 2021; Sarstedt et al., 2017). The construct remains grounded in Kelley’s two conceptual
dimensions, independent critical thinking and active engagement, but the primary analysis tests their
combined score for parsimony, while the supplementary analysis interprets the two dimensions
separately (Kelley, 1988, 1992; Gatti et al., 2014).

The primary model links followership to three separate endogenous outcomes: affective
commitment, normative commitment, and continuance commitment. This specification is
theoretically necessary because the three forms of commitment represent different psychological
bases for remaining in an organisation: emotional attachment, felt obligation, and perceived cost of
leaving (Meyer & Allen, 1990, 1991, 1997; Meyer & Herscovitch, 2001). A teacher may remain
because the school is emotionally meaningful, because remaining feels professionally or morally
appropriate, because leaving would be costly, or because several of these reasons operate together.
Treating the three components as separate reflective constructs allows the analysis to identify which
commitment basis is most closely associated with followership.

Organisational commitment is therefore not modelled as a formative second-order construct in this
study. A formative second-order model would imply that affective, normative, and continuance
commitment combine to form a single overall commitment index, whereas the three-component
model treats them as distinct commitment mindsets rather than interchangeable indicators of one
general attitude (Meyer & Allen, 1990, 1991, 1997; Meyer & Herscovitch, 2001). Such a
specification would obscure the different psychological meanings of the three components and
would be inconsistent with the study’s aim of comparing how followership relates to each
commitment basis. The framework instead assumes that followership is most directly connected to
affective identification and meaningful participation, moderately connected to professional
obligation, and more weakly connected to continuance commitment.
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The KFQ-R is grounded in two dimensions: independent critical thinking and active engagement.
Previous Kelley-based measurement work has provided psychometric support for the two-
dimensional structure of Kelley’s Followership Questionnaire, although this evidence was not
developed from Vietnamese teacher samples (Gatti et al., 2014). The present study therefore does
not claim full Vietnamese-context validation of the adapted instrument. Instead, it evaluates
measurement quality in the current sample and treats the lack of teacher-specific validation in
Vietnam as a limitation. To address the two-dimensional foundation of the scale, the study also
reports a supplementary model in which active engagement and independent critical thinking are
tested separately, using PLS-SEM guidance that theoretically meaningful alternative or
supplementary model specifications can be examined to assess the robustness and interpretability of
structural relationships (Hair et al., 2021; Sarstedt et al., 2017).

Followership Theory

Followership research has moved beyond the view of followers as passive subordinates. Baker
(2007) showed that followership has a broader theoretical foundation than simple obedience, while
Carsten et al. (2010), in a qualitative empirical study, found that individuals socially construct
followership in ways that range from passive compliance to proactive co-production of
organisational outcomes. Uhl-Bien et al. (2014) further argued that followership should be
understood as a relational process shaped by leadership, followers, and context. These studies are
important for education because teachers work within formal hierarchies but also exercise
professional judgement in daily practice.

Kelley’s (1988, 1992) model remains central to the present study because it identifies two
behavioural qualities of effective followers: independent critical thinking and active engagement.
Independent critical thinking involves evaluating decisions, identifying problems, and offering
reasoned alternatives rather than merely accepting instructions. Active engagement involves
initiative, effort, participation, and willingness to support organisational goals. This two-
dimensional conceptualisation has informed later Kelley-based questionnaire work, including
validation research that supports the relevance of independent critical thinking and active
engagement as measurable followership dimensions (Gatti et al., 2014).

In schools, followership can be understood as professional teacher agency within legitimate
organisational goals. A teacher who demonstrates followership neither complies passively nor
engages in opposition detached from school improvement. Instead, the teacher supports school goals
while also raising informed concerns when policies, routines, or implementation plans require
adjustment (Chaleff, 2009; Carsten et al., 2010; Uhl-Bien et al., 2014). This makes the construct
relevant to Vietnamese primary schools, where reform implementation requires teachers to adapt
policy expectations to pupils’ needs, grade-level coordination, and local school conditions
(UNESCO, 2025; World Bank Group, 2025).

Organisational Commitment Theory
Organisational commitment refers to a psychological bond between an employee and an

organisation (Meyer & Allen, 1991). Meyer and Allen (1990, 1991, 1997) distinguish three
components. Affective commitment refers to emotional attachment, identification, and involvement.
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Normative commitment refers to a felt obligation to remain. Continuance commitment refers to the
perceived costs associated with leaving. Meyer and Herscovitch (2001) later emphasised that
commitment can involve different mindsets, which supports careful construct specification rather
than the use of a single undifferentiated commitment score.

Teacher commitment is particularly important because schools depend on teachers’ sustained
professional participation. Dalgi¢’s (2014) meta-analysis of teachers’ organisational commitment
showed that commitment research in education commonly examines demographic differences and
commitment dimensions rather than treating commitment as a uniform attitude. This supports the
present study’s decision to examine affective, normative, and continuance commitment separately.
It also justifies the inclusion of demographic and school-level controls in a supplementary model
because teacher commitment may vary by gender, age, teaching experience, and school context.

In Vietnamese primary schools, organisational commitment has practical significance because
teacher professionalisation, recruitment pressure, and leadership development are policy concerns
(UNESCO, 2025; Tuoi Tre News, 2025; World Bank Group, 2025). Affective commitment is
relevant because reform implementation requires teachers to identify with school goals and
professional improvement. Normative commitment is relevant because school culture may
emphasise duty, collective responsibility, and respect for institutional roles. Continuance
commitment is relevant because decisions to remain may also depend on career stage, perceived
alternatives, family responsibilities, and local labour-market conditions.

Vietnamese Educational Context

The Vietnamese context strengthens the need to study teacher followership. Vietnam has undergone
a long process of teacher professionalisation, including large-scale expansion of teacher education
institutions, upgrading of teacher qualifications, and continuing professional development reforms
(World Bank Group, 2025). The 2019 Education Law raised minimum qualification expectations
for general education teachers, bringing primary teaching into a broader professionalisation agenda.
These reforms require teachers not only to comply with policy requirements but also to learn, adapt,
and collaborate in school-level implementation.

At the same time, leadership in Vietnamese schools is increasingly expected to support instruction,
inclusion, data use, and teacher development. UNESCO (2025) reported that Vietnamese school
principals spend limited time on instruction-related work and that many express a strong need for
training in teacher support and related areas. This creates a practical opening for shared and
supportive leadership-followership relations. When principals are administratively overloaded,
teachers’ active engagement and critical voice become even more important for sustaining
improvement.

Teacher shortages further increase the relevance of commitment. National reporting has noted
substantial teacher vacancies and recruitment difficulties across levels of education (Tuoi Tre News,
2025). Although this study is located in Phan Thiet rather than the entire country, the broader policy
environment indicates that teacher retention and organisational commitment are not abstract
academic concerns. They are central to school stability, especially when reform implementation
depends on experienced teachers who are willing to remain and contribute.
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Vietnamese primary schools operate within a cultural and administrative environment in which
respect for hierarchy can shape how teachers communicate with principals, senior colleagues, and
school-level decision makers (UNESCO, 2025; World Bank Group, 2025). Such hierarchy may
support coordination, role clarity, and administrative order, but it may also discourage independent
professional judgement when disagreement is interpreted as disloyalty rather than as contribution to
improvement (Chaleff, 2009; Carsten et al., 2010; Uhl-Bien et al., 2014). Followership is therefore
relevant because it provides a theoretical lens for understanding teacher agency as active, critical,
and responsible participation in organisational improvement rather than as either passive compliance
or oppositional resistance (Baker, 2007; Kelley, 1992; Uhl-Bien et al., 2014).

Followership and Affective Commitment

Affective commitment is likely to be the commitment dimension most strongly related to
followership because it reflects teachers’ emotional attachment, identification, and involvement with
the school rather than normative or continuance reasons for remaining (Meyer & Allen, 1990, 1991,
1997). Teachers who actively engage in school goals, participate in collective work, and think
independently are more likely to experience professional agency, personal meaning, and
psychological identification with the organisation, all of which align closely with the affective basis
of commitment (Kelley, 1988, 1992; Baker, 2007; Uhl-Bien et al., 2014).

Prior research also suggests that active participation and supportive leader-follower relationships
can strengthen employees’ psychological commitment to organisations (Meyer & Allen, 1997; Uhl-
Bien et al., 2014). When teachers perceive that their ideas matter and that they can contribute
meaningfully, their relationship with the school may shift from a mainly contractual commitment to
a stronger identity-based connection. Accordingly, the first hypothesis is proposed:

H1: Followership has a positive effect on affective commitment among primary school teachers.
Followership and Normative Commitment

Normative commitment reflects a sense of moral obligation or felt responsibility to remain with the
organisation, distinguishing it from affective commitment, which is based on emotional attachment,
and continuance commitment, which is based on perceived costs of leaving (Meyer & Allen, 1990,
1991, 1997). In the school context, followership may strengthen normative commitment because
active and critically engaged teachers are more likely to internalise professional responsibilities,
align themselves with institutional goals, and view participation in school improvement as part of
their role (Kelley, 1988, 1992; Chaleff, 2009; Uhl-Bien et al., 2014).

Vietnamese school culture also gives importance to professional duty, collective responsibility, and
respect for institutional goals (UNESCO, 2025; World Bank Group, 2025). In such contexts,
followership may reinforce teachers’ belief that remaining in the school and contributing to its
development is professionally and morally appropriate. Therefore, the second hypothesis is
proposed:

H2: Followership has a positive effect on normative commitment among primary school teachers.



Journal of Leadership and Quality in Education Volume 1, Issue 1, 2026
ISSN: pp. 1-25

Followership and Continuance Commitment

Continuance commitment differs from affective and normative commitment because it is grounded
in the perceived costs of leaving the organisation rather than in emotional attachment or moral
obligation (Meyer & Allen, 1990, 1991, 1997). Therefore, the relationship between followership
and continuance commitment is expected to be positive but weaker than its relationship with
affective and normative commitment, since followership is expected to relate more strongly to
affective and normative commitment than to continuance commitment (Kelley, 1988, 1992; Baker,
2007; Carsten et al., 2010; Uhl-Bien et al., 2014). Teachers who are actively engaged may develop
school-specific knowledge, collegial networks, professional routines, and role-based familiarity,
thereby making departure more costly or less attractive (Meyer & Allen, 1997; Meyer & Herscovitch,
2001).

However, continuance commitment may also depend on variables outside followership, including
salary, age, tenure, family responsibilities, school size, and job availability (Dalgig, 2014; Meyer &
Allen, 1997; Tuoi Tre News, 2025). For this reason, the effect of followership on continuance
commitment is expected to be weaker than its effect on affective commitment. The third hypothesis
is proposed:

H3: Followership has a positive effect on continuance commitment among primary school teachers.
METHODOLOGY
Research Design

This study adopted a quantitative, cross-sectional, survey-based design to examine the associations
between followership and organisational commitment among primary school teachers. The design
was appropriate for estimating relationships among latent variables at one point in time. Because
the data are cross-sectional and self-reported, the findings are interpreted as predictive associations
within the PLS-SEM model rather than as evidence of causal effects. Data were collected using
Google Forms, which supported efficient survey distribution and data management (Evans &
Mathur, 2005).

Population and Sampling

The study involved 95 primary school teachers from Phan Thiet, Vietnam. Participants were
recruited through accessible primary school networks and school or district-level contact points;
therefore, the sampling procedure was non-probability convenience sampling. Demographic and
school-level variables were recorded to describe the sample and to test whether the main
followership-commitment paths remained stable after major background influences were considered.
Rather than relying only on the conventional 10-times rule, sample adequacy was evaluated through
a power-oriented PLS-SEM procedure, which is more appropriate for assessing whether the
available sample can detect the smallest path in the model (Hair et al., 2021; Kock & Hadaya, 2018).
Table 1 presents the demographic profile of the 95 participating primary school teachers by gender,
age, teaching experience, and school size.
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Table 1. Demographic Characteristics and Control-Variable Profile

Variable Category n Y%
Gender Male 43 453
Female 52 54.7
Total 95 100.0
Age 20-30 years 22 23.2
31-40 years 31 32.6
41-50 years 24 25.3
Above 50 years 18 18.9
Total 95 100.0
Teaching experience Less than 5 years 18 18.9
5-10 years 29 30.5
11-20 years 27 28.4
More than 20 years 21 22.1
Total 95 100.0
School size Small school 28 29.5
Medium school 37 38.9
Large school 30 31.6
Total 95 100.0

As shown in Table 1, the sample was relatively balanced by gender and included teachers across
several age and experience groups. The largest age group was 31-40 years, and the largest experience
group was 5-10 years. School size was also distributed across small, medium, and large schools.
This distribution does not make the sample statistically representative of all Vietnamese primary
teachers, but it does show variation in teacher background and school context. This variation
supports the use of demographic and school-level controls in the supplementary model.

Sample adequacy was evaluated using the inverse square root method recommended by Kock and
Hadaya (2018), with the smallest reported structural path in the primary model used as the basis for
retrospective assessment. The smallest path coefficient in the primary model was 0.337. Applying
the inverse square root logic for 80% power and a 5% significance level yields an estimated
minimum sample size of approximately 55 cases. The obtained sample of 95, therefore, exceeds this
minimum for the parsimonious primary model, although the modest and local sample still requires
cautious interpretation.

Instrumentation

Followership was measured using a Kelley-based Revised Kelley Followership Questionnaire
(KFQ-R). Kelley’s original conceptualisation identifies independent critical thinking and active
engagement as the central dimensions of effective followership. Because Kelley-based followership
instruments were not developed specifically for Vietnamese primary school teachers, the instrument
was used as an adapted measure. Its measurement quality was evaluated in the present sample
through reflective measurement-model assessment, and the lack of full Vietnamese-context
validation is acknowledged as a study limitation.
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In the primary model, followership was specified as a unidimensional first-order reflective construct.
This decision was based on the study’s purpose of estimating teachers’ overall followership
orientation as a predictor of three commitment dimensions and on the reflective measurement logic
that retained indicators should represent manifestations of the underlying construct being assessed
(Hair et al., 2021; Sarstedt et al., 2017). The specification also remains theoretically linked to
Kelley’s two dimensions of independent critical thinking and active engagement (Kelley, 1988,
1992; Gatti et al., 2014). It does not mean that Kelley’s two dimensions are conceptually identical.
To address the multidimensional nature of the scale, active engagement and independent critical
thinking were also entered separately in a supplementary KFQ-R dimension-specific model.

Organisational commitment was measured using the Three-Component Model Employee
Commitment Survey developed by Meyer and Allen (1990). Affective commitment, normative
commitment, and continuance commitment were treated as three separate first-order reflective
constructs because each dimension represents a distinct psychological basis for remaining with an
organisation and its indicators are interpreted as manifestations of that underlying commitment
mindset (Meyer & Allen, 1990, 1991, 1997; Meyer & Herscovitch, 2001; Hair et al., 2021).
Organisational commitment was not specified as a formative second-order construct because the
three components are conceptually distinct and may relate differently to followership (Appendix A).

Control Variables

The control variables summarised in Table 1 were included in a fully controlled supplementary
model because teacher commitment can vary by demographic characteristics, career stage, and
organisational context (Dalgig, 2014; Meyer & Allen, 1997). Gender was entered as a categorical
demographic control, while age, teaching experience, and school size were entered using the ordered
categories recorded during data collection. School size was treated as a school-level contextual
control based on the reported size category of each respondent’s school.

The two KFQ-R dimensions, independent critical thinking and active engagement, were examined
in a supplementary dimension-specific model. This analysis clarifies whether commitment is more
strongly associated with teachers’ active participation in school goals or with their independent
evaluation of school decisions, while also providing a robustness-oriented supplementary
specification of the primary model (Kelley, 1992; Gatti et al., 2014; Hair et al., 2021; Sarstedt et al.,
2017). The supplementary analysis, therefore, addresses the multidimensional foundation of the
KFQ-R and preserves the role of overall followership as the focal predictor in the primary model.

Data Analysis

Data analysis was conducted using SmartPLS 4 (Ringle et al., 2024). PLS-SEM was selected
because the study was prediction-oriented, involved latent constructs measured by multiple
reflective indicators, and estimated a parsimonious model with a modest sample (Dash & Paul, 2021;
Hair et al., 2021; Sarstedt et al., 2017). The choice of PLS-SEM was not treated as a substitute for
careful sample-size assessment or measurement evaluation (Goodhue et al., 2012; Kock & Hadaya,
2018). The analytical procedure followed a sequential assessment strategy covering measurement
quality, structural paths, robustness checks, and predictive assessment.
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First, the data were screened for completeness, coding consistency, and suitability for latent-variable
analysis. Second, common method bias and collinearity were assessed using full collinearity
variance inflation factors, with values below 3.3 indicating that common method bias and
problematic collinearity were unlikely to threaten the model seriously (Kock, 2015). Third, the
reflective measurement model was evaluated through outer loadings, internal consistency reliability,
convergent validity, and discriminant validity.

Indicator reliability and item retention were assessed using outer loadings, composite reliability,
average variance extracted, and theoretical relevance. Indicators were preferably retained when
outer loadings exceeded 0.70. Indicators with loadings between 0.60 and 0.70 were retained when
composite reliability and AVE remained acceptable and when the item was theoretically relevant to
the construct. Items were considered for removal when their low loading weakened reliability,
reduced AVE, or lacked adequate theoretical contribution. This approach follows PLS-SEM
guidance that item removal should be based on both statistical criteria and substantive meaning
rather than on mechanical loading thresholds alone (Hair et al., 2021).

Internal consistency reliability was assessed using composite reliability. Convergent validity was
assessed using AVE, with values of at least 0.50 considered acceptable (Fornell & Larcker, 1981;
Hair et al., 2021). Discriminant validity was assessed primarily using the heterotrait-monotrait ratio,
with values below 0.85 interpreted as evidence that the constructs were empirically distinguishable
(Henseler et al., 2015). Fornell-Larcker and cross-loading checks were treated as supplementary
diagnostics to support the interpretation of construct distinctiveness.

After the measurement model was established, the structural model was assessed using path
coefficients, t-values, p-values, and R? values. Bootstrapping with 10,000 resamples was used to
estimate standard errors and statistical significance. Predictive relevance was evaluated using
Q? predict, and PLSpredict was used to compare PLS-SEM prediction errors with a linear model
benchmark (Hair et al., 2021; Sarstedt et al., 2017). Finally, two supplementary models were
estimated: a fully controlled model including gender, age, teaching experience, and school size, and
a KFQ-R dimension-specific model separating active engagement from independent critical
thinking.

RESULTS
Common Method Bias and Collinearity

Data screening indicated that the dataset was complete for the retained variables and that item coding
was consistent with the measurement model. Common method bias and collinearity were assessed
using full collinearity variance inflation factors. The VIF values were 2.137 for affective
commitment, 2.804 for continuance commitment, 2.991 for normative commitment, and 1.352 for
followership. Because all values were below the conservative threshold of 3.3, common method bias
and collinearity were not considered serious threats to the analysis (Kock, 2015).

Measurement Model

10
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Before testing the hypotheses, reliability and convergent validity were examined. Items with
loadings above 0.60 were retained when they contributed to satisfactory composite reliability and
average variance extracted. The final measurement model retained 34 indicators across four
constructs: 17 for followership, 5 for affective commitment, 6 for normative commitment, and 6 for
continuance commitment. Composite reliability values exceeded 0.87 across constructs, and AVE
values ranged from 0.544 to 0.589, so they met the recommended minimum of 0.50 (Fornell &
Larcker, 1981; Hair et al., 2021). Table 2 presents the retained indicators, outer loadings, composite
reliability values, and average variance extracted values used to evaluate convergent validity and
internal consistency.

Table 2. Measurement Model Results

Construct Item  Loading CR AVE
Followership Cl 0.692 0.936 0.547
C2 0.701
C4 0.732
C5 0.744
C6 0.766
C7 0.720
C8 0.675
C9 0.688
Cl4 0.715
Cl15 0.752
Cl6 0.768
CI19 0.704
C21 0.661
C22 0.649
C24 0.671
C25 0.729
C26 0.684
Affective commitment D1 0.731 0.873 0.544
D2 0.677
D5 0.854
D7 0.621
D8 0.809
Normative commitment D9 0.772 0.901 0.589
D10 0.823
D11 0.812
D12 0.781
D13 0.844
D14 0.658
Continuance commitment D15 0.809 0.894 0.582
D16 0.776
D17 0.799

D18 0.821

11
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D19 0.742
D20 0.734

Discriminant Validity

Discriminant validity was assessed primarily using the HTMT criterion and supplemented by
consideration of Fornell-Larcker and cross-loading diagnostics. In the present model, all HTMT
values shown in Table 3 were below the conservative threshold of 0.85. The highest value was
between continuance commitment and normative commitment (0.812), while HTMT values
involving followership ranged from 0.377 to 0.594. Table 3, therefore, supports the interpretation
that followership, affective commitment, normative commitment, and continuance commitment are
empirically distinguishable constructs rather than interchangeable measures of a single broad
attitude (Henseler et al., 2015).

Table 3. HTMT Ratios for Construct Distinctiveness

Variable Affective Continuance . Normative
. . Followership .
commitment commitment commitment
Affective o
commitment
Contu}uance 0.703 -
commitment
Followership 0.594 0.448 —
Normative 0.728 0.812 0.377 _
commitment

Structural Model and Hypothesis Testing

The primary structural model tested the effects of followership on affective, normative, and
continuance commitment. Table 4 reports the primary model summary, while Figure 1 presents the
primary PLS-SEM structural results, including standardised path coefficients and R? values for the
three endogenous commitment constructs.

Table 4. Structural Model Summary for the Primary Model

Endogenous construct Path Estimated R?
Affective commitment 0.564 0.318
Normative commitment 0.388 0.151
Continuance commitment 0.337 0.114

12
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Figure 1. PLS-SEM Results for the Primary Structural Model
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Note. Values are standardised path coefficients. *** p < .001.

Bootstrapping with 10,000 resamples was used to test the significance of the three structural paths.
Table 5 reports the standardised path coefficient, bootstrap mean, standard deviation, t-value, p-
value, and hypothesis decision for each relationship. The results show that followership was
positively associated with affective commitment, normative commitment, and continuance
commitment. The strongest path was observed for affective commitment, followed by normative
commitment and continuance commitment, which matches the theoretical expectation that
followership is more closely related to affective and normative commitment than to continuance
commitment.

Table 5. Direct Effects of Hypothesis Testing

Mean

Hypothesis Relationship B (STDEV) t-value p-value Decision

H1 Followership — 0.564 0.582 22984  <.001 Supported
Affective commitment (0.025)

H2 Followership — 0.388 0.386 12.093 <.001 Supported
Normative commitment (0.032)

H3 Followership — 0337 0.353 11.219  <.001 Supported
Continuance commitment (0.030)

Fully Controlled Supplementary Model
A fully controlled supplementary model was estimated with gender, age, teaching experience, and

school size to examine whether the main followership-commitment relationships remained stable
after accounting for teacher background and school context. Table 6 reports the controlled structural

13



Journal of Leadership and Quality in Education Volume 1, Issue 1, 2026
ISSN: pp. 1-25

paths for each commitment dimension. Followership remained positive and statistically significant
for all three commitment dimensions after the controls were included. Teaching experience was
associated with affective and continuance commitment, age was associated with normative and
continuance commitment, and school size and gender did not show meaningful effects in this model.
These results indicate that the main followership paths are not simply artifacts of demographic or
school-level differences.

Table 6. Structural Model with Control Variables

QOutcome Predictor B t-value p-value  Decision
Affective Followership 0.521 8.214 <.001 Supported
commitment
Gender 0.041 0.742 458 Not significant
Age 0.096 1.621 .105 Not significant
Teaching experience 0.128 2.013 .044 Significant
School size -0.052  0.887 375 Not significant
Normative Followership 0.327 5.682 <.001 Supported
commitment
Gender 0.038 0.654 S13 Not significant
Age 0.142 2274 .023 Significant
Teaching experience 0.119 1.944 .052 Marginal
School size -0.064 1.083 279 Not significant
Continuance Followership 0.271  4.309 <.001 Supported
commitment
Gender 0.027  0.438 .661 Not significant
Age 0.181 2.891 .004 Significant
Teaching experience 0.163 2411 016 Significant
School size 0.075 1.216 224 Not significant

The explained variance increased after adding the controls, particularly for normative and
continuance commitment. Table 7 compares R? values before and after the control variables were
added. The increase was smallest for affective commitment and larger for normative and
continuance commitment, suggesting that career stage and school context are more relevant to
normative and continuance forms of organisational commitment than to affective commitment.
However, the continued positive followership paths indicate that followership retains explanatory
value beyond these controls.

Table 7. Variance Before and After Adding Control Variables

R? without

Outcome R? with controls  Change in R?
controls

Affective commitment 0.318 0.356 +0.038

Normative commitment 0.151 0.224 +0.073

Continuance commitment 0.114 0.207 +0.093
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Dimension-Specific KFQ-R Results

The supplementary KFQ-R model separated active engagement and independent critical thinking to
address the multidimensional foundation of Kelley’s followership model. Table 8 reports the
dimension-specific structural paths. Active engagement showed stronger positive effects across all
three commitment dimensions. Independent critical thinking had weaker effects and did not
meaningfully predict continuance commitment. This pattern indicates that teachers’ visible
participation in school goals and collective work contributed more consistently to commitment than
critical thinking alone, although critical thinking remains theoretically important when connected to
active participation.

Table 8. Dimension-Specific Effects of Followership on Commitment

QOutcome Predictor B t-value  p-value Interpretation
Affective Active engagement 0.462 7915 <.001 Strong positive
commitment effect
Independent critical 0.214 3.284 .001 Small positive
thinking effect
Normative Active engagement 0.351 5.426 <.001 Moderate positive
commitment effect
Independent critical 0.118 1.972 .049 Weak positive
thinking effect
Continuance Active engagement 0.246  3.806 <.001 Small positive
commitment effect
Independent critical 0.074 1.184 236 Not significant
thinking

Predictive Relevance and PLSpredict

Table 9 reports the Q> predict values. The values were positive for all three endogenous constructs,
indicating predictive relevance (Hair et al., 2021; Sarstedt et al., 2017). Affective commitment
showed the highest Q* predict value, while normative and continuance commitment showed smaller
values. This result is consistent with the structural results: followership is most useful for explaining
and predicting affective commitment and less useful for predicting normative or continuance
commitment.

Table 9. Predictive Relevance Results

Outcome Q? predict  Predictive relevance
Affective commitment 0.184 Medium predictive relevance
Normative commitment 0.092 Small predictive relevance
Continuance commitment 0.061 Small predictive relevance

Table 10 reports PLSpredict error comparisons between the PLS-SEM model and the linear model
benchmark. The PLS-SEM model produced lower RMSE values than the linear model benchmark
for all three commitment dimensions. The prediction error reduction was most visible for affective
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commitment and smallest for continuance commitment, supporting acceptable predictive usefulness
for affective commitment, low-to-acceptable predictive usefulness for normative commitment, and
low predictive usefulness for continuance commitment.

Table 10. PLSpredict Results

Outcome PLS-SEM Linear model Difference Predictive assessment
RMSE RMSE

Affective 0.742 0.781 -0.039 Acceptable predictive

commitment usefulness

Normative 0.811 0.829 -0.018 Low-to-acceptable

commitment predictive usefulness

Continuance 0.846 0.851 -0.005 Low predictive

commitment usefulness
DISCUSSION

The findings show that followership was positively associated with all three dimensions of
organisational commitment, but the strength of the relationships differed across the three dimensions.
Followership was most strongly associated with affective commitment, followed by normative
commitment and continuance commitment. These differentiated results support the decision to
examine affective, normative, and continuance commitment as separate dimensions, because the
three components represent different psychological bases for remaining in an organisation:
emotional attachment, felt obligation, and perceived cost of leaving (Meyer & Allen, 1991, 1997;
Meyer & Herscovitch, 2001).

For H1, followership showed its strongest association with affective commitment. Followership also
explained the largest proportion of variance in affective commitment among the three commitment
outcomes. This result indicates that teachers with stronger followership orientation were more likely
to report identification with, involvement in, and emotional attachment to their schools. The finding
is consistent with Kelley’s view that effective followership combines active engagement with
independent critical thinking, and with relational followership theory, which treats followers as
active contributors to organisational processes rather than passive recipients of leadership (Kelley,
1988, 1992; Carsten et al., 2010; Uhl-Bien et al., 2014). It is also theoretically consistent with
affective commitment because this form of commitment concerns emotional attachment,
identification, and involvement in the organisation (Meyer & Allen, 1991, 1997).

In the controlled model, the association between followership and affective commitment remained
stable after gender, age, teaching experience, and school size were included. The R? value increased
only slightly, from 0.318 to 0.356, after the control variables were added, suggesting that affective
commitment was more closely associated with followership than with the demographic and school-
size variables included in the model. The predictive results point in the same direction: affective
commitment had the highest Q> predict value and the strongest PLSpredict performance among the
three commitment outcomes. This suggests that followership was most useful for explaining and
predicting teachers’ affective commitment within the PLS-SEM model, while the cross-sectional
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design still requires the relationship to be interpreted as a predictive association rather than causal
evidence (Hair et al., 2021; Sarstedt et al., 2017).

This finding is compatible with related studies on teacher commitment, school culture, and
distributed leadership. Hulpia and Devos (2010) showed that supportive leadership functions and
cooperation in leadership teams were important for teachers’ organisational commitment, while
Samancioglu et al. (2019) found that distributed leadership significantly predicted teachers’
organisational commitment. Gok and Ozcetin (2021) also reported that school culture was related
to teachers’ organisational commitment. These studies differ from the study because they focus
mainly on distributed leadership and school culture, whereas the study focuses on followership.
However, the findings converge in suggesting that teachers’ organisational commitment is likely to
be stronger when they are meaningfully involved in school processes rather than positioned only as
passive implementers of administrative decisions (Hulpia & Devos, 2010; Gok & Ozcetin, 2021;
Samancioglu et al., 2019). The strong association between followership and affective commitment
is particularly meaningful in the Vietnamese primary-school context.

Vietnam’s education system has emphasised teacher professionalisation, qualification upgrading,
school leadership development, and reform implementation, while teacher shortage and retention
have also become practical concerns (UNESCO, 2025; Tuoi Tre News, 2025; World Bank Group,
2025). In such a context, teachers’ active participation in school goals may help them see themselves
as contributors to school improvement rather than only as implementers of administrative decisions.
This interpretation is consistent with followership theory, which frames followers as participants in
organisational processes, and with commitment theory, which links affective commitment to
identification and involvement with the organisation (Kelley, 1992; Meyer & Allen, 1991, 1997;
Uhl-Bien et al., 2014).

For H2, followership was also positively associated with normative commitment, although the
relationship was weaker than that observed for affective commitment. This finding suggests that
teachers who actively support school goals and contribute to school improvement may also develop
a stronger sense of professional obligation to remain with the school. The interpretation is consistent
with Chaleff’s view that followers have ethical responsibilities to support leaders when appropriate
and challenge ineffective practices when necessary (Chaleff, 2009). It also aligns with the three-
component model of organisational commitment, in which normative commitment reflects a felt
obligation to remain with an organisation rather than emotional attachment or perceived cost of
leaving (Meyer & Allen, 1991, 1997; Meyer & Herscovitch, 2001).The controlled model further
suggests that normative commitment was shaped by both followership and career-related factors.
After gender, age, teaching experience, and school size were included, the followership path
remained significant, while age was also significant, and teaching experience approached
significance. The R? increased from 0.151 to 0.224 after the control variables were added, indicating
that background variables contributed more to normative commitment than they did to affective
commitment. This pattern is reasonable because normative commitment may develop through
longer exposure to school norms, professional identity formation, and accumulated responsibility
towards pupils, colleagues, and the institution (Dalgig, 2014; Meyer & Allen, 1997).

Regarding H3, followership had a positive but weaker association with continuance commitment.
This result is theoretically reasonable because continuance commitment is based on perceived costs
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of leaving, accumulated investment, and limited alternatives rather than emotional attachment or
moral obligation (Meyer & Allen, 1991, 1997; Meyer & Herscovitch, 2001). Followership involves
engagement, voice, initiative, and contribution to school goals, so it is expected to relate more
directly to affective and normative commitment than to continuance commitment (Kelley, 1988,
1992; Chaleft, 2009; Uhl-Bien et al., 2014).

After the control variables were added, the followership path to continuance commitment remained
significant but became weaker, while age and teaching experience were also significant. The R?
value increased from 0.114 to 0.207 after the controls were added, producing the largest R? increase
among the three commitment dimensions. This suggests that continuance commitment is more
sensitive to career-stage and professional-investment factors than affective commitment. Older and
more experienced teachers may perceive higher costs of leaving because they have accumulated
school-specific routines, collegial relationships, role familiarity, and local career investments, which
is consistent with the definition of continuance commitment as commitment based on perceived
costs and accumulated investment (Meyer & Allen, 1990, 1991, 1997).

The predictive results also showed continuance commitment was the least predictable of the three
dimensions, and it has the smallest PLSpredict advantage over the linear model benchmark. This
indicates that followership had some predictive relevance for continuance commitment, but its
predictive usefulness was limited compared with affective commitment.

Overall, followership was more useful for explaining and predicting teachers’ affective and
normative commitment than their continuance reasons for remaining, which is consistent with the
theoretical distinction between emotional attachment, felt obligation, and cost-based commitment
(Meyer & Allen, 1991, 1997; Hair et al., 2021; Sarstedt et al., 2017).The dimension-specific KFQ-
R results provide an important qualification to the primary model. Kelley’s model conceptualises
effective followership through two central dimensions: active engagement and independent critical
thinking (Kelley, 1988, 1992). Previous Kelley-based measurement work has also treated these
dimensions as central to the construct (Gatti et al., 2014). In the present study, the two dimensions
did not contribute equally to organisational commitment. Active engagement was the stronger and
more consistent predictor across affective, normative, and continuance commitment, whereas
independent critical thinking showed weaker and less consistent effects and did not meaningfully
predict continuance commitment.

These findings support a two-dimensional interpretation of followership. The overall followership
remains useful as a parsimonious primary predictive specification because the research questions
examined teachers’ general followership orientation. However, the supplementary results show that
active engagement and independent critical thinking are not interchangeable or equally influential
dimensions. The study, therefore, uses the overall followership score only as a bounded primary
model for prediction, while interpreting followership theoretically through Kelley’s two-
dimensional framework (Kelley, 1988, 1992; Gatti et al., 2014; Hair et al., 2021; Sarstedt et al.,
2017). Independent critical thinking may be less likely to strengthen commitment unless teachers
have safe and formal channels to express professional judgement. In hierarchical school contexts,
critical judgment may remain private or may be interpreted as disagreement if it is not connected to
collaborative participation and school improvement (Chaleff, 2009; Carsten et al., 2010; Uhl-Bien
et al., 2014). This is relevant to Vietnamese primary schools, where school leadership,
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administrative hierarchy, teacher professionalisation, and reform implementation shape how
teachers participate in school-level decision-making (UNESCO, 2025; World Bank Group, 2025).
Active engagement, by contrast, is more visible and more easily recognised by principals and
colleagues, which is consistent with distributed leadership research showing that teacher
participation becomes meaningful when it is embedded in shared school processes (Hulpia & Devos,
2010; Samancioglu et al., 2019). Teachers who participate in planning, professional learning
activities, mentoring, and school improvement work may develop a stronger commitment because
their contributions are socially acknowledged and organisationally useful, a pattern consistent with
studies linking school culture, shared leadership, and teacher commitment (Gok & Ozgetin, 2021;
Hulpia & Devos, 2010; Samancioglu et al., 2019).

CONCLUSION

This study examined followership as a predictor of organisational commitment among primary
school teachers in Phan Thiet, Vietnam. It integrated Kelley’s followership model with Meyer and
Allen’s three-component commitment framework, and found that followership was positively
associated with affective, normative, and continuance commitment. The strongest theoretical and
predictive meaning was attached to affective commitment, followed by normative commitment and
continuance commitment.

The study makes a contribution to educational leadership research by showing that teacher
commitment cannot be understood through leadership alone. Teachers’ active engagement and
independent thinking are important resources for school stability and improvement, particularly in
Vietnamese primary schools where professionalisation, reform pressure, hierarchy, teacher voice,
collaboration, and retention concerns intersect. The controlled model supports the robustness of the
followership paths, and the dimension-specific results show that active engagement is especially
important for commitment. The findings, therefore, support the overall followership score only as a
primary predictive specification, while the dimension-specific results support a two-dimensional
theoretical interpretation in which active engagement carries greater predictive weight than
independent critical thinking.

THEORETICAL IMPLICATIONS

The study contributes theoretically by positioning teachers’ followership as a predictor of
organisational commitment in primary education. This expands educational leadership research
beyond principal-centred explanations and supports relational perspectives that view school
outcomes as products of both leadership and followership (Carsten et al., 2010; Uhl-Bien et al.,
2014). By examining affective, normative, and continuance commitment separately, the study also
shows that followership does not relate equally to all forms of commitment.

The dimension-specific findings refine followership theory in school settings by supporting a two-
dimensional interpretation of followership. Specifically, active engagement carried more predictive
weight than independent critical thinking. This finding refines Kelley’s model for Vietnamese
primary schools: commitment-related followership appears to depend not only on teachers’ capacity
for independent professional judgement, but also on whether that judgement is expressed through
visible participation in collective school work. Future theory development should therefore examine
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how active engagement and independent critical thinking interact under different leadership climates,
particularly in hierarchical school systems where independent critical thinking may require formal
voice channels to become active engagement (Kelley, 1988, 1992; Gatti et al., 2014; Carsten et al.,
2010; Uhl-Bien et al., 2014).

PRACTICAL IMPLICATIONS

The findings point to practical implications for how Vietnamese primary schools organise teacher
participation. Because followership was most closely associated with affective commitment, school
leaders should provide regular opportunities for teachers to contribute to school improvement rather
than treating them mainly as implementers of administrative instructions. Planning meetings,
professional learning groups, and feedback sessions are useful when they include a clear cycle of
teacher input, principal response, implementation decision, and follow-up evaluation.

Second, school leaders should make teacher input visible and consequential by establishing clear
roles for them in improving the school, documenting their recommendations from professional
development meetings, and providing evidence of how those recommendations were used in making
choices. These activities do not require additional meetings; rather, they will show teachers that their
input to enhance the school is clearly evident and relevant to the success of the school.

Another point to consider is that schools should also create safe channels for professional judgment,
as independent critical thinking was weaker than active engagement. Teachers should have more
opportunities to question routines, articulate problems that are specific to their classes, and make
suggestions for alternatives without being considered as defiant of the authority of the leader. Such
an opportunity is typically found in schools that are organised hierarchically, and it will also only
provide value when critical evaluation is related to respectful participation that is based on respect
and school improvement (Chaleft, 2009; Uhl-Bien et al., 2014).

LIMITATIONS AND FUTURE RESEARCH

This study has several limitations. First, the study used a cross-sectional, self-report design. The
findings, therefore, identify predictive associations within the PLS-SEM model rather than causal
effects. Although full collinearity VIF values did not indicate serious common method bias, future
research should combine teacher surveys with interviews, peer ratings, principal ratings, or
longitudinal data to examine how followership and commitment develop over time.

Second, the sample was modest and local. The study involved 95 primary school teachers in Phan
Thiet, Vietnam, recruited through non-probability convenience sampling. This is a relatively small
region. The inverse square root assessment supported the adequacy of the sample for the
parsimonious primary model, but the sample cannot be used as representative of all Vietnamese
primary teachers or all school contexts.

Third, the measurement of followership was adapted from Kelley-based followership theory without
more comprehensive steps to validate it for Vietnamese primary school teachers. The study assessed
measurement quality in the present sample, but it did not conduct a full cultural adaptation and
validation process. This is important because Kelley’s model is theoretically two-dimensional, while
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the primary model used an overall followership score as a predictive specification (Kelley, 1988,
1992; Gatti et al., 2014).

Fourth, several contextual factors that may influence organisational commitment (i.e., principal
leadership style, teacher voice climate, workload, salary satisfaction, family responsibilities,
perceived alternatives, and school-level culture) were not directly measured. Their omission is
relevant to normative commitment and continuance commitment, which may depend more strongly
on professional obligation, career stage, and perceived costs of leaving than on followership alone
(Dalgig, 2014; Meyer & Allen, 1991, 1997; Meyer & Herscovitch, 2001; Santosa et al., 2022).
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APPENDIX

This appendix lists the item codes used in the survey and the measurement decision for each item.
To avoid reproducing copyrighted questionnaire wording, the item content is paraphrased.

Construct / item code Paraphrased survey item Measurement decision
content

Followership / KFQ-R / C1 Evaluates school decisions Retained
before accepting them.

Followership / KFQ-R / C2 Offers reasoned opinions when Retained

school plans need adjustment.

Followership / KFQ-R / C3

Depends mainly on direction
from leaders before acting.

Removed after measurement-
model assessment

Followership / KFQ-R / C4 Questions ineffective routines Retained
in a professional manner.

Followership / KFQ-R / C5 Uses independent judgment Retained
when interpreting school tasks.

Followership / KFQ-R / C6 Suggests alternatives when Retained
implementation problems
appear.

Followership / KFQ-R / C7 Takes initiative in supporting Retained
school goals.

Followership / KFQ-R / C8 Participates actively in school Retained
activities and collective work.

Followership / KFQ-R / C9 Works beyond minimum Retained
requirements when  school

improvement requires it.

Followership / KFQ-R / C10

Avoids involvement in
decisions outside assigned
duties.

Removed after measurement-
model assessment

Followership / KFQ-R / C11

Shows limited initiative when
not directly instructed.

Removed after measurement-
model assessment
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Removed after measurement-
model assessment

Followership / KFQ-R / C13

Accepts decisions without
examining their classroom
implications.
Keeps concerns private rather
than raising them
constructively.

Removed after measurement-
model assessment

Followership / KFQ-R / C14

Collaborates with colleagues
to solve school problems.

Retained

Followership / KFQ-R / C15

Supports leaders when school
goals are appropriate.

Retained

Followership / KFQ-R / C16

Helps translate school plans
into classroom practice.

Retained

Followership / KFQ-R / C17

Prioritises personal routines
over collective school goals.

Removed after measurement-
model assessment

Followership / KFQ-R / C18

Shows reluctance to take
responsibility for improvement
tasks.

Removed after measurement-
model assessment

Followership / KFQ-R / C19

Maintains effort when school
tasks are demanding.

Retained

Followership / KFQ-R / C20

Participates  irregularly in
shared professional activities.

Removed after measurement-
model assessment

Followership / KFQ-R/C21  Contributes ideas during Retained
professional discussions.
Followership / KFQ-R /C22  Balances respect for authority Retained

with professional judgement.

Followership / KFQ-R / C23

Rarely challenges unclear or
ineffective practices.

Removed after measurement-
model assessment

Followership / KFQ-R /C24  Engages with school initiatives Retained
in a responsible way.

Followership / KFQ-R/C25  Uses feedback to improve Retained
professional contribution.

Followership / KFQ-R/C26  Shows commitment to Retained
collective school
improvement.

Affective commitment / D1 Feels emotionally attached to Retained
the school.

Affective commitment / D2 Feels that school problems are Retained

personally meaningful.

Affective commitment / D3

Feels limited in belonging to
the school community.

Removed after measurement-
model assessment

Affective commitment / D4

Feels limited family-like
commitment to the school.

Removed after measurement-
model assessment

Affective commitment / D5

Finds personal meaning in
school membership.

Retained
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Removed after measurement-

model assessment

Affective commitment / D7

Identifies with the school and
its goals.

Retained

Affective commitment / D8 Feels involved in the life of the Retained
school.

Normative commitment/ D9  Feels an obligation to remain Retained
with the school.

Normative commitment / D10 Believes loyalty to the school Retained
is professionally important.

Normative commitment / D11 Feels a duty to support the Retained
school community.

Normative commitment / D12 Feels that leaving would be Retained
morally difficult.

Normative commitment / D13 Believes remaining with the Retained
school is the right thing to do.

Normative commitment / D14 Feels responsible for Retained
contributing to the school.

Continuance commitment / Believes leaving the school Retained

D15 would involve personal cost.

Continuance commitment Perceives limited alternatives Retained

D16 outside the current school.

Continuance commitment Has accumulated investments Retained

D17 that make leaving difficult.

Continuance commitment Believes leaving would disrupt  Retained

D18 professional  routines  or
relationships.

Continuance commitment Feels that staying is partly Retained

D19 necessary for practical reasons.

Continuance commitment / Perceives that changing Retained

D20 schools would require

substantial adjustment.

Note. Retained items correspond to the measurement model reported in Table 2. Removed items were excluded after
measurement-model assessment because they did not contribute adequately to the retained reflective measurement
model in this sample. The primary model used an overall followership score as a bounded predictive specification, while
active engagement and independent critical thinking were tested separately in the supplementary dimension-specific

model.
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