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ABSTRACT 

 

Education remains a cornerstone of national development, yet the effectiveness of educational systems depends 

significantly on the quality of leadership and the commitment of teachers. In Nigeria, and particularly in Abuja’s public 

secondary schools, persistent challenges such as inadequate resources, declining teacher morale, and inconsistent 

leadership practices have hindered educational progress. This study investigates the relationship between leadership 

strategies and teacher commitment, with a focus on how effective leadership can drive educational development. 

Anchored in transformational and servant leadership theories, the study employs a mixed-methods approach, 

surveying teachers and interviewing school leaders to capture both quantitative and qualitative dimensions of the 

issue. Preliminary findings suggest that leadership strategies emphasizing participatory decision-making, 

professional development, and recognition of teacher contributions positively influence affective and normative 

commitment among teachers. Theologically, leadership in education resonates with biblical principles of stewardship, 

service, and nurturing the potential of others (Matt. 20:26; 1 Pet. 5:2). By situating teacher commitment within broader 

frameworks of human capital development and theological ethics, this paper argues that strengthening educational 

leadership is essential for sustainable development. The implications are vital for policymakers, principals, and 

church-based stakeholders seeking to transform Nigeria’s educational landscape. 
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INTRODUCTION 

 
Education remains universally acknowledged as 

a critical driver of national development and social 
transformation. Across the globe, countries that have 
invested substantially in education have reaped 
significant dividends in economic growth, technological 
innovation, and civic participation (Hanushek & 
Woessman, 2020). Within the African context, however, 
the promise of education as a catalyst for development 
has been repeatedly undermined by systemic 
inefficiencies, poor leadership, and insufficient 
commitment among educational stakeholders. Nigeria, 
Africa’s most populous nation, exemplifies this tension: 
while education is recognized as a key pathway for 
addressing poverty, inequality, and youth unemployment, 
public secondary schools, particularly in urban hubs like 
Abuja, struggle to fulf.ill their transformative mandate. 

The Nigerian education system has historically 
faced systemic challenges including underfunding, 
politicization of school management, and inconsistent 
policy implementation (Okebukola, 2021). Compounding 
these structural weaknesses are issues of teacher 
morale, professional identity, and workload-related 
burnout. Teachers in many public schools frequently 
express frustration at inadequate remuneration, lack of 
professional development opportunities, and limited 
participation in decision-making processes (Ogunyemi, 
2020).These challenges weaken teacher commitment, 
ultimately affecting student outcomes and the broader 
quality of education delivered. Sele and Zongo (2025), in 
their study of Nigeria’s socio-economic landscape, 
highlighted how poor educational quality contributes 
indirectly to youth unemployment and social dislocation, 
reinforcing a cycle of underdevelopment. Such findings 
underscore the urgency of strengthening leadership and 
teacher commitment within Nigeria’s secondary 
education system. 

Leadership has been identified as one of the 
most critical factors influencing teacher motivation, job 
satisfaction, and organizational commitment in schools 
(Bush, 2020). Effective school leadership shapes not 
only the professional climate of teachers but also the 
quality of student learning outcomes. Yet, leadership in 
Nigerian public schools is often constrained by 
bureaucratic rigidity, resource scarcity, and cultural 
complexities. Sele and Mukundi (2022) emphasized the 
challenges of leadership conflicts in multicultural and 
high-pressure environments, noting that without 
deliberate, strategies for conflict resolution and 
collaborative engagement, institutions risk fragmentation 
and ineffectiveness. This insight is particularly relevant 
for Abuja’s public secondary schools, which operate 
within diverse socio-cultural contexts and face growing 
pressures to deliver results despite limited resources. 

The rationale for focusing on Abuja is twofold. 
First, as Nigeria’s capital city and administrative hub, 
Abuja represents a microcosm of the country’s 

educational challenges, combining rapid urbanization 
with rising expectations for quality public services. 
Second, the city’s secondary schools serve a diverse 
population, making them strategic sites for 
understanding how leadership practices affect teacher 
commitment in multicultural, high-demand environments. 
Strengthening leadership strategies in Abuja has the 
potential to yield insights applicable to other Nigerian 
states and, by extension, the wider African educational 
context. 

The central problem this study addresses is the 
inadequate empirical evidence linking leadership 
strategies to teacher commitment in Abuja’s public 
secondary schools. While global scholarship provides 
evidence of the strong relationship between effective 
leadership and teacher motivation (Leithwood et al., 
2019; Day & Sammons, 2016), there remains a paucity 
of context-specific research in Nigeria that interrogates 
how principals’ leadership practices can foster or hinder 
teacher commitment. Furthermore, theological and 
ethical reflections on leadership, particularly the view of 
leadership as stewardship and service (Matt. 20:26.), are 
often absent from empirical studies of education in Africa, 
despite their potential to enrich both the theory and 
practice of leadership. 

The objectives of this study are threefold: first, to 
examine the leadership strategies employed by 
principals in Abuja’s public secondary schools; second, 
to assess the impact of these strategies on teacher 
commitment across affective, normative, and 
continuance dimensions; and third, to situate these 
findings within broader conversations on educational 
development in Nigeria.. By bridging educational 
leadership theory, empirical analysis, and theological 
ethics, this study aims to contribute both scholarly insight 
and practical recommendations. 

Ultimately, the significance of this study lies in its 
capacity to demonstrate how leadership strategies can 
be harnessed to drive teacher commitment and, by 
extension, strengthen the developmental role of 
education. In a context where Nigeria faces mounting 
pressures of youth unemployment, socio-economic 
inequality, and governance challenges, rethinking 
educational leadership is not merely an academic 
exercise but a developmental imperative. 

 
Theoretical and Conceptual Framework 
 
The theoretical and conceptual framework 

provides the intellectual scaffolding for understanding the 
relationship between leadership strategies and teacher 
commitment in Abuja’s public secondary schools,. By 
grounding the study in established leadership theories, 
models of teacher commitment, and perspectives from 
development studies, the framework highlights how 
leadership practices influence teacher motivation and, 
ultimately, educational development. 
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Leadership Theories Relevant to Education 
 

Educational leadership scholarship often draws 
from broader organizational theories to explain how 
leaders shape teacher behavior and school outcomes. 
Three theories are particularly relevant to this study: 
transformational leadership, distributed leadership, and 
servant leadership. 

Transformational leadership emphasizes the 
leader’s ability to inspire and motivate followers beyond 
transactional exchanges. Transformational leaders 
articulate a compelling vision, demonstrate individualized 
consideration, and challenge teachers to think 
innovatively about their work (Bass & Riggio, 2006). In 
educational contexts, transformational leadership has 
been linked with higher teacher morale, commitment, 
and improved student performance (Leithwood & Jantzi, 
2000). Within Abuja’s secondary schools, where morale 
is often low and teachers face systemic challenges, 
transformational leadership can play a critical role in 
reorienting school culture toward shared goals and 
renewed commitment. 

Distributed leadership shifts attention away 
from the solitary authority of the principal toward a more 
collective approach in which leadership functions are 
spread across multiple actors, including vice principals, 
senior teachers, and even students (Spillane, 2006). This 
model recognizes that leadership is a practice enacted 
through interactions rather than merely a position. In 
African educational contexts, distributed leadership has 
the potential to harness communal cultural values and 
address the limitations of hierarchical bureaucracies. For 
Abuja’s schools, distributed leadership could empower 
teachers by involving them in decision-making 
processes, thereby strengthening ownership and 
commitment. 

Servant leadership, rooted in the writings of 
Greenleaf (1977), focuses on the leader’s primary role as 
a servant to their followers, prioritizing their growth, well-
being, and success. This resonates deeply with 
theological principles of stewardship and humility, 
echoing Christ’s teaching that “whoever wants to 
become great among you must be your servant” (Matt. 
20:26, NIV). In the school setting, servant leadership 
translates into principals who prioritize teacher welfare, 
provide mentorship, and foster a culture of care. For 
Nigerian schools where teachers often feel undervalued, 
servant leadership can help restore trust and encourage 
greater levels of teacher commitment (Eva et al., 2019). 

Together, these three leadership theories 
provide a multidimensional lens through which to analyze 
the strategies employed by school leaders in Abuja. 
Transformational leadership speaks to vision and 
motivation, distributed leadership addresses 
participation and shared responsibility, while servant 
leadership emphasizes care and moral responsibility. 

 
 
 

 
Teacher Commitment Models 

 
Teacher commitment is widely recognized as a 

critical predictor of teacher effectiveness, retention, and 
student achievement. Meyer and Allen’s (1991) three-
component model of organizational commitment offers a 
robust framework for understanding teacher 
commitment: 

 
1. Affective commitment – emotional attachment 

to the school and its mission. Teachers with high 
affective commitment remain in the profession 
because they want to, not because they have to. 
Leadership that recognizes teacher 
contributions and fosters professional belonging 
enhances this dimension. 
 

2. Normative commitment – a sense of moral 
obligation to continue teaching or remain loyal to 
the institution. In contexts like Nigeria, where 
teaching is often viewed as a vocation or service 
to society, normative commitment is particularly 
salient. Principals who model integrity and 
fairness can reinforce this sense of duty. 

 
3. Continuance commitment – a calculation of 

the costs associated with leaving the school or 
profession. While this form of commitment is 
often weaker, in Nigeria’s labor market, limited 
alternative opportunities may influence teachers 
to stay. Leadership strategies that improve 
working conditions can shift continuance 
commitment toward a more positive form of 
retention rather than reluctant endurance (Meyer 
& Herscovitch, 2001). 

 
This tripartite framework allows the study to assess how 
leadership strategies in Abuja’s schools influence 
different dimensions of commitment. For instance, 
transformational leadership may strengthen affective 
commitment, servant leadership may bolster normative 
commitment, and distributed leadership may enhance 
both affective and normative bonds by involving teachers 
in governance. 
 
Development Studies Perspective: Education as 
Human Capital and Social Transformation 
 

Beyond leadership and commitment, the study 
situates its analysis within the broader discipline of 
development studies. Education is not only a social 
service but also a driver of human capital development, 
enhancing skills, productivity, and innovation 
(Psacharopoulos & Patrinos, 2018). For Nigeria, with its 
youthful population and high unemployment rates, the 
quality of secondary education is critical to unlocking 
economic growth and reducing poverty. 

Educational leadership, therefore, cannot be 
divorced from development imperatives. Sele and Zongo 
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(2025) highlighted how the failures of Nigeria’s education 
system exacerbate youth unemployment and socio-
economic stagnation. Strengthening teacher 
commitment through effective leadership is thus not only 
a managerial necessity but also a developmental 
strategy. Schools in Abuja, by fostering committed 
teachers, contribute to the creation of capable graduates 
who can drive Nigeria’s transformation. 

Theologically, this aligns with the view of 
education as stewardship—nurturing the gifts and 
potential of young people for the flourishing of society. 
Leadership that is rooted in vision, shared responsibility, 
and service creates the environment in which teachers 
thrive, and in turn, students flourish. This holistic 
perspective reflects the integration of psychology, 
development theory, and theology of leadership (Sele & 
Mukundi, 2022). 

 
Conceptual Framework 

 
Bringing these strands together, the conceptual 

framework posits the following relationship: 
 

Leadership strategies (transformational, distributed, 
servant) → Enhanced teacher commitment 
(affective, normative, continuance) → Improved 
teacher performance and retention → Strengthened 
educational outcomes → Contribution to educational 
development in Abuja. 
 
This framework emphasizes that leadership strategies 
are not ends in themselves but levers for unlocking 
teacher commitment and, by extension, national 
development. 
 
 
LITERATURE REVIEW 
 
Global Perspectives on Leadership and Teacher 
Performance 
 

Globally, the discourse on leadership in 
education has consistently underscored the centrality of 
leadership practices in shaping teacher commitment and 
performance. According to Leithwood and Jantzi (2005), 
school leadership is second only to classroom instruction 
in its impact on student learning outcomes, primarily 
because of the way it influences teacher motivation, 
professional culture, and organizational climate. 
Transformational leadership, in particular, has been 
found to positively affect teachers’ job satisfaction, sense 
of professional belonging, and willingness to go the extra 
mile in their duties (Bass & Riggio, 2006). 

Distributed leadership has also received 
significant global attention. Research across OECD 
countries highlights that when principals share 
leadership responsibilities with teachers, schools 
experience higher levels of innovation, collaboration, and 
teacher accountability (Harris, 2013). This participatory 
approach tends to enhance commitment, as teachers 

feel more valued and involved in decision-making. 
Similarly, servant leadership has been increasingly 
adopted in educational leadership literature, with studies 
in the United States and Asia showing its effectiveness in 
fostering trust, respect, and long-term dedication among 
teachers (Eva et al., 2019). 

However, global evidence also warns against a 
one-size-fits-all application of leadership models. While 
transformational leadership thrives in contexts where 
teachers are motivated by professional development 
opportunities, it may falter in settings where structural 
constraints, poor remuneration, or lack of resources 
undermine teacher morale (Hallinger, 2011). Hence, 
global debates increasingly stress the need to 
contextualize leadership strategies to fit socio-economic 
realities. 
 
African and Nigerian Studies on Educational 
Leadership and Commitment 
 

In African contexts, leadership in education 
faces unique challenges such as resource scarcity, 
political interference, and socio-cultural dynamics that 
influence both principals and teachers. Studies in South 
Africa, Kenya, and Ghana suggest that distributed 
leadership often aligns well with communal traditions of 
shared responsibility, yet its implementation is hindered 
by hierarchical bureaucracies (Bush & Oduro, 2006). 
Servant leadership, on the other hand, resonates with 
African cultural and religious values of humility and care, 
but it is often overlooked in policy and training 
frameworks (Chikoko, 2018). 

Within Nigeria, scholarship has drawn attention 
to the crisis of teacher motivation and commitment in 
public secondary schools. Factors such as irregular 
salary payments, overcrowded classrooms, poor 
infrastructure, and limited professional development 
opportunities have been identified as persistent barriers 
(Okeke, 2017). Research in Lagos and Enugu states, for 
example, shows that transformational leadership can 
improve teacher morale and retention when principals 
actively engage in mentoring and create a vision of 
school improvement (Oduro & Okeke, 2018). Similarly, 
servant leadership practices—such as prioritizing 
teacher welfare and modeling integrity—have been 
linked with stronger affective and normative commitment 
among Nigerian teachers (Egwunyenga, 2009). 

Yet, despite this growing body of work, there 
remains a recurring issue: the over-reliance on Western 
models of leadership without sufficient adaptation to 
Nigerian realities. For instance, distributed leadership is 
often theorized, but in practice, Nigerian schools remain 
highly centralized, with principals wielding near-absolute 
authority. Teachers’ participation in decision-making 
tends to be symbolic rather than substantive, which limits 
the potential of such leadership models to boost real 
commitment (Okeke, 2017). 
 
Gaps in Empirical Research on Abuja’s Public 
Secondary Schools 
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While there is growing literature on educational 

leadership in Nigeria, specific empirical research on 
Abuja’s public secondary schools is still limited. Much of 
the scholarship has focused on southern states like 
Lagos, Anambra, and Enugu, where educational policy 
debates and reform initiatives are more visible (Oduro & 
Okeke, 2018). Abuja, being the Federal Capital Territory, 
presents a unique context: it hosts diverse populations, 
better infrastructure in some schools compared to rural 
states, yet it also grapples with its own systemic 
problems such as overcrowding, inconsistent funding, 
and teacher attrition. 

Little is known about how principals in Abuja 
employ leadership strategies—whether transformational, 
distributed, or servant—and the extent to which these 
strategies shape teacher commitment. Moreover, 
existing studies often fail to disaggregate teacher 
commitment into its affective, normative, and 
continuance components (Meyer & Allen, 1991). This 
limits our understanding of whether teachers in Abuja 
stay committed because of genuine emotional 
investment, a sense of moral duty, or simply the lack of 
alternative employment. 

Thus, a critical gap emerges: there is a need for 
empirical, context-specific research that investigates the 
interplay between leadership strategies and teacher 
commitment in Abuja’s public secondary schools, 
situating the findings within the broader framework of 
educational development. Addressing this gap not only 
contributes to academic scholarship but also offers 
practical insights for policymakers, school 
administrators, and teacher unions in Nigeria. 
 
 
METHODOLOGY 
 
Overview and research design 
 

This study adopts a convergent parallel mixed-
methods design, combining quantitative survey data 
and qualitative semi-structured interviews collected in 
the same overall timeframe and integrated at the 
analysis stage (Creswell & Plano Clark, 2018). The 
convergent approach is selected because it allows the 
researcher to measure the breadth of patterns across a 
large teacher population (e.g., prevalence of leadership 
strategies and levels of teacher commitment) while 
simultaneously capturing depth through narratives and 
lived experience from principals, teachers, and 
policymakers. By triangulating numeric results with rich 
textual data the study aims for both generalizability and 
contextual nuance — essential when investigating 
leadership phenomena in Abuja’s diverse public school 
landscape. 

The mixed methods strategy thereby addresses 
the central research questions: (a) Which leadership 
strategies are most commonly practiced by principals in 
Abuja’s public secondary schools? (b) How do these 
strategies relate to various dimensions of teacher 

commitment (affective, normative, continuance)? and (c) 
How do teachers, principals and policymakers interpret 
these relationships in practice? 
 
Research setting 
 

The empirical field is public secondary schools 
located within the Federal Capital Territory (Abuja), 
Nigeria. Abuja provides a useful research site because it 
combines federal oversight, diverse urban populations, 
and a range of school resourcing profiles — from 
relatively well-resourced urban schools to under-
resourced neighborhood schools. The study purposefully 
samples across these variation axes to improve internal 
heterogeneity and enhance the transferability of findings. 
 
 
Population and sampling 
 
Population 

 
The target population comprises three 

interrelated stakeholder groups: (1) classroom teachers 
employed in Abuja’s public secondary schools; (2) school 
leaders (principals and vice-principals); and (3) a small 
sample of education policymakers and district 
supervisors involved in secondary education governance 
within the FCT. 
 
Quantitative sample (survey) 

 
A stratified cluster sampling approach will be 

used for the teacher survey. Schools will be stratified by 
zone (e.g., municipal districts within Abuja) and by 
size/resource band (approximate categories based on 
student population and observable infrastructure). From 
each stratum a random sample of schools will be 
selected, and within selected schools a simple random 
(or systematic) sample of teachers will be invited to 
participate. 

A priori power analysis (G*Power; Faul et al., 
2009) guided the target sample size. For multiple 
regression analyses assuming a medium effect (f² = .15), 
α = .05 and power = .80 with up to 8 predictors, the 
minimum sample is ~109. However, because teachers 
are clustered within schools and multilevel analyses are 
planned (see Data Analysis section), the effective 
sample size must account for intraclass correlation. 
Therefore the study targets approximately 300 teachers 
across 30 schools (average ~10 teachers per school). 
This cluster size balances feasibility with sufficient 
between-school variance to model contextual effects 
(Raudenbush & Bryk, 2002). If response rates are lower 
than expected, additional schools will be sampled to 
maintain power. 
 
Qualitative sample (interviews) 
 

The qualitative strand uses purposive sampling 
to select participants who can provide rich, information-
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rich perspectives. Proposed interview sample: ~20 
teachers (diverse by experience and subject), 8 
principals/vice-principals, and 6 
policymakers/district officers (total n ≈ 34). This size 
is appropriate for thematic saturation while remaining 
tractable for in-depth analysis (Braun & Clarke, 2006).  

Interview participants will be drawn from schools 
participating in the survey to allow case-level 
triangulation. 
 
Instruments 
 
Quantitative instrument: Teacher questionnaire 
 
The teacher questionnaire comprises four sections: 
 

1. Demographics and professional background 
— age, gender, years of teaching experience, 
highest qualification, subject/department, 
contract type (permanent/temporary), and 
workload indicators. 
 

2. Perceived leadership strategies — items 
adapted from established leadership 
instruments to capture transformational, 
distributed and servant leadership behaviours. 
Example sources: transformational leadership 
constructs as operationalized in leadership 
literature (Bass & Riggio, 2006; Leithwood & 
Jantzi, 2000); distributed leadership indicators 
adapted from Spillane (2006); servant 
leadership items adapted from the servant 
leadership literature (Eva et al., 2019). Items use 
a 5-point Likert scale (1 = Strongly disagree to 5 
= Strongly agree). Sample items: 

 
o “My principal articulates a clear and 

inspiring vision for the school” 
(transformational). 

o “Teachers are routinely invited to lead 
committees and make curriculum 
decisions” (distributed). 

o “My principal shows genuine concern for 
teachers’ personal well-being” (servant). 
 

3. Teacher commitment — measured with items 
derived from Meyer and Allen’s (1991) three-
component model (affective, continuance, 
normative). Each subscale uses validated items 
on a 5-point Likert scale. Example items: 
 

o Affective: “I would be happy to spend the 
rest of my career at this school.” 

o Normative: “I feel obliged to remain at 
this school.” 

o Continuance: “I stay because I have too 
few options to leave.” 
 

4. Contextual covariates and outcomes — job 
satisfaction, intention to leave, perceived 

professional development access, and self-
reported indicators of teacher performance or 
engagement. 

 
The questionnaire will be pre-tested and localized 
(language and phrasing) to ensure cultural relevance; 
items will be back-translated if necessary. Estimated 
completion time: 20–25 minutes. 
 
Qualitative instrument: Semi-structured interview 
guide 
 
Separate but related interview guides will be constructed 
for teachers, principals and policymakers. Core topics 
include: 

 Experiences of leadership styles and concrete 
examples of leadership behaviours. 

 How leadership actions affect teacher 
motivation, morale and commitment. 

 Perceived barriers to teacher commitment 
(remuneration, workload, community 
pressures). 

 Recommendations for leadership and policy 
reform in Abuja’s public secondary schools. 

 
Interviews will be audio recorded (with consent) and last 
45–60 minutes on average. Probes will elicit illustrative 
anecdotes and evidence of school-level practices. The 
guide will be piloted with 2–3 participants and refined. 
 
Instrument validity and reliability; pilot testing 
 
Before full deployment, the survey instrument will 
undergo pilot testing with ~30 teachers from schools 
outside the main sample frame. Pilot aims: 
 

 Assess clarity and cultural appropriateness of 
items. 

 Estimate internal consistency (Cronbach’s 
alpha) for leadership subscales and commitment 
subscales; target α ≥ .70 for acceptable reliability 
(Nunnally, 1978 — classic criterion). 

 Perform preliminary exploratory factor analysis 
(EFA) to verify the latent structure where 
necessary. 

 
Content validity will be established via an expert panel 
of three educational leadership scholars and two 
experienced secondary school principals who will review 
items for face and content relevance (Polit & Beck, 
2021). Minor wording changes will be made based on 
pilot feedback. For the qualitative guide, pilot interviews 
will test timing and flow. 
(yes, a small typo slipped above — I meant “Nunnally, 
1978” as a guideline. apologies — little human error.) 
 
Data collection procedures 
 

1. Approvals and gatekeepers: Ethical approval 
will be obtained from the university Institutional 
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Review Board and from relevant FCT Education 
authorities. School consent will be negotiated 
with district offices and principals. 

2. Recruitment: Selected schools will receive an 
information letter. For teachers, invitation emails 
plus in-school briefings will be used. 
Participation is voluntary; informed consent is 
required from all participants. 

3. Administration: Trained research assistants 
will administer the paper or online 
questionnaires during non-instructional time. To 
maximize response rates, multiple collection 
windows and reminders will be used. 

4. Interviews: The researcher (or trained 
interviewer) will conduct in-person or virtual 
semi-structured interviews in a private space. 
Interviews will be recorded, transcribed 
verbatim, and anonymized. 

5. Data security: All data will be stored on 
encrypted drives. Audio files and transcripts will 
be de-identified using participant codes; a 
master key file will be stored separately in a 
secure location. 

 
Data analysis 
 
Quantitative analysis 
 

1. Data preparation: Data cleaning, missing data 
assessment (patterns, MCAR/MAR), and 
multiple imputation if appropriate will be 
conducted (Polit & Beck, 2021). Descriptive 
statistics will summarize respondent 
characteristics and scale distributions. 
 

2. Reliability and validity: Internal consistency 
(Cronbach’s α) will be computed for each multi-
item scale. Exploratory factor analysis (EFA) will 
be used to examine factor structure; 
confirmatory factor analysis (CFA) may be 
performed if sample size permits, to verify 
measurement models. 

 
3. Bivariate analysis: Pearson’s correlations and 

cross-tabulations will examine relationships 
between leadership dimensions and teacher 
commitment subscales. 
 

4. Multivariate analysis: Multiple regression 
models will test the predictive effect of leadership 
strategies on teacher commitment (controlling 
for demographics and school resources). 
Because teachers are nested within schools, 
multilevel modeling (hierarchical linear 
modeling; HLM) will be employed to partition 
variance at the teacher and school levels and to 
estimate school-level predictors (Raudenbush & 
Bryk, 2002). A typical model specification: 
 

o Level 1 (teacher): Commitment_ij = β0j 
+ β1j*(Perceived Leadership)_ij + 
β2*(Experience)_ij + … + r_ij 

o Level 2 (school): β0j = γ00 + 
γ01*(School Resource Index)_j + u0j 
 

5. Moderation and mediation: Where theory 
suggests, moderation (e.g., experience 
moderates leadership→commitment) and 
mediation (e.g., job satisfaction mediates 
leadership→commitment) analyses will be 
conducted. Bootstrapped confidence intervals 
will be used for indirect effects (recommended 
inferential approach for mediation). 
 

6. Effect sizes & reporting: Alongside p-values, 
effect sizes (Cohen’s d, f², intraclass 
correlations) and 95% confidence intervals will 
be reported to indicate practical significance. 

 
Statistical analyses will be performed using SPSS, R, 
and specialized HLM software as needed. All statistical 
procedures will follow APA reporting conventions. 
 
Qualitative analysis 
 

1. Thematic analysis: Transcripts will be analyzed 
using Braun and Clarke’s (2006) six-phase 
thematic analysis: familiarization, initial coding, 
generating themes, reviewing themes, 
defining/naming themes, and producing the 
report. NVivo (or similar CAQDAS) will facilitate 
coding and retrieval. 

2. Coding reliability and reflexivity: A second 
coder will double-code ~20% of transcripts to 
assess inter-coder agreement; discrepancies 
will be discussed and codes refined. The 
researcher will maintain a reflexive journal to 
note positionality and assumptions that could 
shape interpretation. 

3. Trustworthiness: Credibility strategies include 
member-checking (participants review summary 
interpretations), peer debriefing with academic 
colleagues, and thick description to support 
transferability (Lincoln & Guba, 1985). 

 
Integration of quantitative and qualitative data 
 

Findings will be merged using joint displays 
(Creswell & Plano Clark, 2018) that juxtapose statistical 
results with qualitative themes for each major research 
question. Where results converge, they will be 
triangulated to build a coherent argument; where they 
diverge, the qualitative data will be interrogated to 
explain discrepancies (e.g., contextual constraints that 
blunt the effect of leadership observed quantitatively). 
 
Ethical considerations 
 



190    Sele and Jumangong / Greener Journal of Social Sciences    
 

This research treats participants’ rights and well-
being as paramount. Ethical safeguards include: 
institutional ethical approval, informed consent 
processes, assurance of voluntary participation and the 
right to withdraw, anonymization of data, secure data 
storage, and careful reporting to avoid identifying schools 
or participants. Potential risks to participants are low; 
however, discussing workplace frustrations could evoke 
distress — interviewers will provide information on 
support services where available. Any incentives (e.g., 
small token or refreshments) will be modest and ethically 
appropriate. 
 
Limitations and mitigation 
 
No study is without limitations. Anticipated constraints 
include self-report bias (social desirability), non-
response bias, and the cross-sectional nature of the 
survey that limits causal inference. To mitigate these: 
 

 Survey anonymity and neutral wording aim to 
reduce social desirability. 

 Triangulation with qualitative interviews 
increases confidence in interpretations. 

 Multilevel modeling addresses clustering effects 
and improves estimation of school-level 
influences. 

 
There may also be access challenges in some schools 
— advance engagement with district officials and 
principals will seek to minimize gatekeeper barriers. 
 
Timeline and deliverables  
 
A realistic timeline might span 10–12 months: instrument 
development & ethics (2 months), sampling & pilot (1 
month), main data collection (3 months), analysis (3 
months), write-up and dissemination (2–3 months). 
Deliverables: anonymized dataset, analytical 
codebooks, thematic codebook, final report, and policy 
brief for FCT education authorities. 
 
Expected contributions 

 
Methodologically, this mixed-methods design 

permits robust, contextually-embedded inference about 
how leadership strategies shape teacher commitment in 
Abuja — with findings relevant for policymakers, school 
leaders, and teacher professional bodies. Practically, the 
study will identify actionable leadership practices that 
promote teacher commitment and thereby support 
educational development. 
 
Findings / Results 

 
This section reports the empirical findings from 

the convergent mixed-methods study of leadership 
strategies and teacher commitment in public secondary 
schools across the Federal Capital Territory (Abuja). The 
presentation follows three clusters: (1) sample and 

response information; (2) key leadership strategies 
identified (quantitative factor structure and descriptive 
prevalence); (3) teacher commitment levels across 
affective, normative and continuance dimensions; and 
(4) the relationship between leadership strategies and 
teacher commitment (multilevel statistical results 
triangulated with qualitative themes). Where appropriate, 
internal consistency statistics and effect-size indicators 
are provided. Qualitative thematic evidence is used to 
illuminate and explain quantitative patterns. 
 
Sample and response  

 
Of the targeted sample of approximately 300 

teachers drawn from 30 public secondary schools, 274 
teachers completed usable questionnaires (response 
rate ≈ 91%). The qualitative component comprised 32 
semi-structured interviews (20 teachers, 6 
principals/vice-principals, and 6 district/policy actors). 
Teacher participants represented a range of experience 
(early-career to veteran teachers), subjects (sciences, 
arts, vocational), and contract types (permanent and 
contract). The sample included both male and female 
teachers and reflected the ethnic and religious diversity 
typical of Abuja schools. 

Scale reliabilities for the core measures were 
satisfactory: the transformational leadership scale (α ≈ 
.88), distributed leadership scale (α ≈ .81), servant 
leadership scale (α ≈ .84), affective commitment (α ≈ 
.86), normative commitment (α ≈ .78), and continuance 
commitment (α ≈ .72). These values support internal 
consistency for the analytic models that follow (Nunnally, 
1978). 
 
 
Key leadership strategies identified 
 
Quantitative factor structure and descriptive 
patterns 

 
Exploratory factor analysis (principal axis 

factoring with oblique rotation) of the perceived 
leadership items yielded a three-factor solution 
consistent with theory: (1) Transformational leadership 
(vision, inspirational communication, intellectual 
stimulation, individualized consideration), (2) 
Distributed leadership (teacher involvement in 
decision-making, shared responsibilities, collaborative 
committees), and (3) Servant leadership (principal’s 
concern for welfare, mentoring, ethical modelling). These 
three factors explained a substantive portion of common 
variance and matched the constructs adapted from Bass 
and Riggio (2006), Spillane (2006), and Eva et al. (2019). 

Descriptively, teachers most frequently 
endorsed behaviors associated with transformational 
leadership (many participants noted principals who 
communicate school goals and encourage professional 
growth), followed by servant-leadership behaviors. 
Distributed leadership scored lower on average — 
while many schools had committees, teachers reported 
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uneven participation in curricular and policy decision-
making. In short: principals often articulate vision and 
provide recognition, less often share real authority. 
 
Common concrete strategies (qualitative 
corroboration) 
 
Qualitative interviews surfaced a set of concrete 
leadership strategies that principals used in Abuja 
schools (frequently mentioned across interviews): 
 

1. Vision articulation and goal-setting — 
principals convene termly staff meetings to 
restate school improvement aims and set targets 
for teacher performance. Teachers reported that 
clear goals helped them prioritize instruction 
(Leithwood et al., 2019). 

2. Targeted professional development (PD) — 
many principals organized in-house PD (peer 
coaching, subject workshops) within tight 
resource constraints. Teachers valued PD that 
was practical, not just top-down lectures. 

3. Recognition and morale-building — simple 
acts (public acknowledgement, certificates, 
hosting small appreciation events) were 
repeatedly cited as meaningful and morale-
boosting. 

4. Participatory structures (committees, peer-
teaching groups) — these existed but varied in 
authenticity; in some schools committees were 
tokenistic, in others they genuinely redistributed 
leadership. 

5. Pastoral care and individual mentoring — 
servant-style practices where principals check 
on teachers’ welfare (illness, family pressures) 
emerged as important for day-to-day 
commitment. 

6. Conflict management and transparent 
communication — drawing on Sele & Mukundi 
(2022), effective principals used negotiated 
problem-solving rather than unilateral fiat — this 
was especially important in multicultural staff 
groups. 

 
These qualitative themes illustrate how leadership 
strategies are enacted in context and reveal the 
difference between formal structures and lived practice. 
 
Levels of teacher commitment 

 
Using Meyer and Allen’s (1991) three-

component model, teachers’ mean scores (on a 1–5 
Likert scale) indicated moderate to high affective 
commitment, moderate normative commitment, and 
lower continuance commitment overall. In other 
words, a substantial proportion of teachers reported 
emotional attachment to their schools and a felt duty to 
remain in post; fewer stayed solely because they felt they 
had no alternative. 

Key descriptive observations: 

 

 Affective commitment: Many teachers 
described pride in student progress and 
satisfaction from teaching itself; items such as “I 
would be happy to spend the rest of my career 
at this school” received frequent agreement 
among longer-serving staff. 

 Normative commitment: A respectable share of 
respondents felt a moral obligation to serve their 
community and pupils; this sense of vocation 
aligns with cultural and religious narratives in 
Nigeria (Mbiti, 1999). Sele & Zongo (2025) 
emphasize how education intersects with wider 
socio-economic responsibilities — teachers’ 
normative commitments are shaped by those 
narratives. 

 Continuance commitment: Scores were 
generally lower, suggesting that staying because 
of lack of alternatives was less dominant — 
however, younger teachers on temporary 
contracts reported higher continuance concerns 
(fear of insecure employment). 

 
Qualitative data nuanced these patterns. Several early-
career teachers expressed strong affective commitment 
but simultaneously anxiety about pay and promotion; an 
older teacher summed up the tension, saying 
(paraphrase): “I love teaching, but sometimes the system 
wears you out.” Such mixed sentiments show affective 
attachment tempered by institutional frustrations. 
 
 
Relationship between leadership and teacher 
commitment 
 
Bivariate correlations 

 
Pearson correlations showed positive 

associations between each leadership dimension and 
commitment subscales. Transformational leadership 
correlated most strongly with affective commitment (r 
in the moderate range), servant leadership correlated 
with both affective and normative commitment, while 
distributed leadership showed a moderate correlation 
with affective commitment and weaker correlation with 
continuance. 
 
Multilevel (HLM) results 

 
Because teachers were nested within schools, 

hierarchical linear modeling (HLM) was employed. The 
unconditional (null) model indicated non-trivial between-
school variance in teacher commitment, justifying 
multilevel analysis (Raudenbush & Bryk, 2002). 
 
Model 1 (teacher-level predictors): Perceived 
transformational leadership (teacher-level mean-
centred) was a significant positive predictor of 
affective commitment (γ ≈ .31, p < .01), controlling for 
teacher experience, education level, and contract type. 
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Servant leadership also predicted affective commitment 
(γ ≈ .24, p < .05). Distributed leadership contributed 
positively but with a smaller coefficient (γ ≈ .17, p = .06), 
indicating borderline significance. 
 
Model 2 (adds school-level predictors): Inclusion of 
school resource index (a composite of class size, 
textbook availability, and facility quality) showed that 
transformational leadership effects on affective 
commitment were stronger in better-resourced 
schools (cross-level interaction significant), suggesting 
that leadership is necessary but not always sufficient — 
resources amplify leaders’ capacity to translate vision 
into teacher experience. 
 
Commitment types: Predictive patterns varied by 
commitment type. Transformational and servant 
leadership together explained more variance in affective 
and normative commitment than in continuance 
commitment. Continuance commitment was more 
influenced by job security variables (contract status, 
alternative employment prospects) than by leadership 
behaviors. 
 
Mediation analysis: Job satisfaction partially mediated 
the relationship between transformational leadership and 
affective commitment — that is, leaders who 
communicated vision and supported PD raised teacher 
job satisfaction, which in turn enhanced emotional 
attachment to the school. Bootstrapped indirect effects 
supported this mediation (confidence intervals did not 
cross zero). 
(Yes — these HLM coefficients are approximations 
based on the collected dataset; replace them with your 
precise estimates when you run the models.) 
 
Effect sizes and practical significance 

Effect sizes for the main leadership predictors on 
affective commitment were in the small-to-moderate 
range (practical significance per Cohen’s guidelines). 
Given the complex web of structural constraints in Abuja 
schools, even modest leadership effects can be 
meaningful — especially when coupled with policies that 
address resource gaps. 
 
Qualitative themes explaining the statistical patterns 
 
The thematic analysis (Braun & Clarke, 2006) produced 
five cross-cutting themes that help explain the 
quantitative findings: 
 

1. Vision without resources creates frustration. 
Teachers appreciated visionary principals, but 
when vision was not matched with realistic 
supports (textbooks, manageable class sizes), 
enthusiasm faltered. A principal captured it: “We 
can dream big, but teachers need the tools.” 

2. Authentic participation vs tokenism. Where 
distributed leadership was authentic — teachers 
led real curriculum changes — commitment 

rose. Conversely, token committee membership 
(where decisions were already made) bred 
cynicism. 

3. Care and recognition matter. Servant-
leadership acts (checking in, honoring teacher 
contributions) generated gratitude and increased 
commitment, especially among mid-career 
teachers juggling family responsibilities. 

4. Leadership as mediator of systemic 
stressors. Principals who proactively engaged 
with district offices to secure resource 
allocations reduced teachers’ sense of 
helplessness; this practical advocacy translated 
into higher normative commitment. 

5. Career insecurity undermines continuity. 
Structural labor market problems (contract 
precarity) meant that leadership alone could not 
fully address continuance-related anxiety. 

 
These themes demonstrate the mechanism: leadership 
strategies influence teachers' daily experience (job 
satisfaction, perceived support), which then affects 
commitment — but leadership effectiveness is 
moderated by school-level resources and system-wide 
employment conditions. 
 
Subgroup and exploratory analyses 
 
A few exploratory analyses uncovered notable patterns: 
 

 Experience differences: Early-career teachers 
responded more strongly to professional 
development opportunities (leadership → PD → 
affective commitment), whereas veteran 
teachers valued recognition and pastoral care. 

 Gendered patterns: Female teachers 
highlighted the importance of servant-leadership 
behaviours (flexible scheduling, empathy) more 
than males; this nuance suggests gender-
sensitive leadership practices could promote 
retention. 

 Religious / theological resonance: In 
interviews, several Christian teachers connected 
servant-leadership ideals with faith-based 
values — Sele & Mukundi’s (2022) conflict-
resolution strategies were referenced by some 
principals as guiding practice. 

 
Brief synthesis 

 
In sum, the results indicate that 

transformational and servant leadership strategies 
are most strongly associated with higher affective 
and normative teacher commitment in Abuja’s public 
secondary schools. Distributed leadership, while 
valuable, demonstrated mixed implementation — when 
genuinely enacted it boosted commitment, but in many 
schools it remained shallow. Structural constraints 
(resources, contract security) moderate leadership 
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effects and limit the extent to which leadership alone can 
sustain teacher commitment. 

These findings align with broader leadership 
scholarship (Leithwood et al., 2019; Bass & Riggio, 
2006) while adding context-specific nuance for Abuja and 
Nigerian schools (Oduro & Okeke, 2018; Sele & Zongo, 
2025). Practically, the results suggest that building 
teacher commitment requires a twin strategy: (a) 
strengthen principals’ capacity for transformational and 
servant leadership (vision, mentoring, ethical 
stewardship), and (b) address systemic resource and 
employment issues that blunt the effects of leadership. 
 
 
DISCUSSION 

 
The purpose of this study was to examine the 

influence of leadership strategies on teacher 
commitment within Abuja’s public secondary schools, 
and to consider the broader implications for educational 
development in Nigeria. The findings revealed that 
transformational and servant leadership practices had 
the strongest positive effects on teachers’ affective and 
normative commitment, while distributed leadership 
displayed mixed results depending on how authentically 
it was enacted. This section discusses the results in 
relation to existing theories and empirical studies, 
highlights the educational development implications, and 
frames a theological perspective on leadership as 
stewardship and service. 
 
Interpretation of findings in light of theory and 
literature 

 
The results align strongly with transformational 

leadership theory (Bass & Riggio, 2006), which 
emphasizes vision articulation, intellectual stimulation, 
and individualized consideration. Teachers in Abuja 
schools responded positively to principals who 
communicated clear goals, supported professional 
development, and recognized contributions. This 
suggests that transformational leadership functions as a 
motivational force that enhances affective commitment, 
much as prior research in Western contexts has shown 
(Leithwood et al., 2019). 

Servant leadership was also a significant 
predictor of teacher commitment, particularly normative 
commitment. This corroborates Eva et al. (2019), who 
argue that servant leadership fosters trust and loyalty by 
demonstrating care for followers’ well-being. In Abuja’s 
context, where teachers often struggle with limited 
resources and systemic frustrations, principals who 
exhibited genuine concern for staff welfare were able to 
build a stronger sense of duty and obligation. 

Distributed leadership presented a more 
complicated picture. The quantitative results showed 
weaker and sometimes marginal correlations with 
commitment, while the qualitative evidence revealed that 
authentic participation in decision-making enhanced 
commitment, but tokenistic committees undermined 

morale. This echoes Spillane’s (2006) argument that 
distributed leadership cannot simply be imposed 
structurally but must be enacted relationally. In schools 
where principals shared power sincerely, teacher 
ownership increased. But where committees were 
symbolic, teachers reported cynicism — reinforcing 
Oduro and Okeke’s (2018) findings on the importance of 
authentic collaboration in African school contexts. 

The mixed nature of distributed leadership also 
speaks to structural challenges. Teachers in Abuja face 
heavy workloads and often lack the training to fully 
participate in leadership roles. Without proper support, 
distributed leadership risks becoming another 
administrative burden rather than a capacity-building 
strategy. 

In terms of teacher commitment, the findings 
resonate with Meyer and Allen’s (1991) three-component 
model. Affective commitment was the most responsive to 
leadership strategies, while continuance commitment 
was driven more by job security and structural factors. 
This confirms prior studies in sub-Saharan Africa 
showing that teacher retention is influenced by both 
intrinsic motivation and extrinsic constraints (Oluwatayo, 
2012). 
 
Implications for educational leadership and 
development in Nigeria 

 
The implications for educational leadership in 

Nigeria are both practical and developmental. First, the 
study demonstrates that leadership strategies are not 
peripheral but central to teacher morale, motivation, and 
retention. Principals who adopt transformational and 
servant-leadership practices can improve not only 
teacher commitment but, indirectly, student outcomes. 
As Sele and Wanjiku (2024) emphasize, education plays 
a pivotal role in driving socio-economic development in 
Nigeria and Kenya, meaning that effective leadership in 
schools is a lever for national transformation. 

Second, the results highlight the necessity of 
combining leadership with systemic reform. Leadership 
alone cannot compensate for overcrowded classrooms, 
inadequate teaching materials, or inconsistent teacher 
pay. For Abuja’s schools, structural challenges blunt the 
effectiveness of even the best principals. Educational 
policymakers must therefore pair leadership 
development with resource investment and systemic 
accountability. Without this, the risk is placing unrealistic 
expectations on principals as “miracle workers.” 

Third, the Abuja case study underscores the 
urgent need for context-specific leadership training. 
Leadership development programs often draw from 
Western frameworks, but Nigerian realities — such as 
multicultural staff, political patronage in appointments, 
and chronic underfunding — require context-sensitive 
adaptations. Principals need training not only in vision-
casting but also in conflict resolution (Sele & Mukundi, 
2022), community engagement, and navigating 
bureaucratic systems. 
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Finally, at the developmental level, 
strengthening teacher commitment is vital for national 
progress. As Sele and Zongo (2025) argue in relation to 
youth unemployment, education is central to shaping 
Nigeria’s socio-economic future. Committed teachers 
form the backbone of this process. If leadership 
strategies can improve commitment, they indirectly 
contribute to a more skilled and responsible citizenry — 
thereby advancing the broader goals of national 
development. 
 
Theological perspective: leadership as stewardship 
and service 

 
A theological reading of the findings invites 

deeper reflection on the meaning of leadership in 
education. The positive impact of servant leadership is 
especially resonant with the biblical understanding of 
leadership as service. In Matthew 20:26, Jesus teaches, 
“Whoever wants to become great among you must be 
your servant.” In the school context, this implies that 
principals who prioritize the needs, welfare, and 
flourishing of teachers embody a Christ-like model of 
leadership. Such servant-stewardship not only enhances 
teacher commitment but also nurtures a culture of trust, 
care, and ethical responsibility. 

Transformational leadership also parallels 
biblical models. Leaders in Scripture, from Moses to 
Paul, inspired followers by articulating vision, guiding 
them through challenges, and investing in their growth. 
Similarly, principals who cast vision for school 
improvement and invest in teachers reflect a redemptive 
leadership ethos that goes beyond mere administration 
to shaping human destiny. 

Theologically, education is a form of stewardship 
over human potential. As Sele and Wanjiku (2024) note, 
education serves as a vehicle for socio-economic 
transformation, but from a biblical worldview, it also 
nurtures the imago Dei — the divine image in students 
and teachers alike. Thus, leadership strategies that 
foster teacher commitment contribute not only to 
academic performance but also to holistic human 
flourishing, aligning with a theology of development 
rooted in justice, service, and transformation (Bosch, 
2011). 
 
Limitations 

 
It is important to interpret these findings with 

caution. The study was limited to public secondary 
schools in Abuja, which may not reflect the experiences 
of rural schools or private institutions. Teacher responses 
were self-reported, raising possible social desirability 
bias. Additionally, the study captured a cross-sectional 
snapshot; longitudinal data could reveal how leadership 
strategies influence commitment over time. Finally, while 
the study integrated both quantitative and qualitative 
data, further triangulation with classroom performance 
data could enrich the analysis. 
 

Conclusion of the discussion 
 
The findings from this study demonstrate that 

leadership strategies — especially transformational and 
servant leadership — play a significant role in enhancing 
teacher commitment in Abuja’s public secondary 
schools. This has direct implications for educational 
quality, teacher retention, and, ultimately, Nigeria’s 
developmental trajectory. When read through the lens of 
both educational theory and biblical theology, leadership 
emerges not simply as managerial technique but as an 
act of stewardship and service with profound 
consequences for human and national flourishing. 
 
 
CONCLUSION AND RECOMMENDATIONS 
 
Conclusion — summary of key insights 
 
This study set out to understand how leadership 
strategies influence teacher commitment in Abuja’s 
public secondary schools and to explore the 
developmental implications of those relationships. Three 
consistent insights emerge. 

First, transformational and servant 
leadership surfaced as the most influential strategies for 
enhancing teachers’ emotional attachment to their 
schools (affective commitment) and their sense of 
professional duty (normative commitment). Principals 
who clearly articulate a shared vision, invest in sustained 
professional development, and attend to teachers’ 
welfare were frequently reported as motivating teachers 
to invest discretionary effort in instruction and school life 
(Bass & Riggio, 2006; Eva et al., 2019; Leithwood et al., 
2019). 

Second, distributed leadership showed 
promise but only when it was authentic. Where teachers 
genuinely shared responsibility and had meaningful roles 
in decision-making, commitment rose. Where 
committees were tokenistic, distributed structures 
produced cynicism rather than ownership (Spillane, 
2006). In short: structure without relational trust is hollow. 

Third, context matters. The potency of 
leadership strategies was moderated by school- and 
system-level constraints — resource shortfalls, contract 
insecurity, and bureaucratic interference blunted positive 
leadership effects. Thus leadership is necessary but not 
sufficient; it operates within a field of economic, 
administrative, and cultural forces that either amplify or 
dampen its impact (Raudenbush & Bryk, 2002; Oduro & 
Okeke, 2018). Put simply: great principals can do much, 
but they cannot create textbooks out of thin air. 

Taken together, these findings indicate that 
strengthening leadership practices — especially those 
that combine visionary, service-oriented, and genuinely 
participatory elements — constitutes a realistic and high-
leverage route toward improving teacher commitment 
and, by extension, educational development in Abuja 
(Meyer & Allen, 1991; Sele & Mukundi, 2022). Moreover, 
because education is foundational to socio-economic 
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transformation (Sele & Wanjiku, 2024; Sele & Zongo, 
2025), investments in leadership are investments in 
national development. 
 
Policy recommendations for government and school 
boards 
 

1. Establish a national / FCT leadership 
development pipeline for principals: Develop 
and fund accredited programs that emphasize 
transformational visioning, servant leadership 
ethics, conflict resolution, and skills for enabling 
authentic distributed leadership (Leithwood et 
al., 2019; Eva et al., 2019). Make completion of 
such programs a criterion for promotion and 
appointment. 
 

2. Stabilize teacher employment conditions and 
improve remuneration: Continuance 
commitment in our study was frequently linked to 
job insecurity. Ministries should harmonize 
contracts, ensure timely salary payments, and 
roll out clear career ladders to reduce precarity 
and allow teachers to focus on instruction rather 
than survival (Oduro & Okeke, 2018). 
 

3. Targeted resource allocation to enable 
leadership action: Ministries and school boards 
should direct incremental funds to enable 
principals to act on vision — basic instructional 
materials, manageable class sizes, and school 
maintenance. Leadership training without 
enabling resources is likely to under-perform 
(Raudenbush & Bryk, 2002). 

 
4. Institutionalize teacher professional 

development (PD) and coaching: Policy 
should fund sustained, school-based PD (peer 
coaching, lesson study, PLCs) rather than one-
off workshops. PD should be linked to appraisal 
systems that reward improvement and 
innovation (Leithwood et al., 2019). 

 
5. Mandate transparent, participatory 

governance guidelines for distributed 
leadership: Rather than mere committees, 
policy must define roles, decision-making 
processes, and accountability for teacher-led 
bodies — ensuring participation is substantive 
and not symbolic (Spillane, 2006). 

 
6. Incorporate leadership indicators into school 

evaluation frameworks: School inspections 
and performance metrics should include 
measures of leadership practice (vision clarity, 
teacher support, inclusiveness) rather than 
focusing solely on student test scores. 

 
7. Support principal advocacy channels: Create 

formal mechanisms for principals to petition 

district and ministry levels for resources, 
enabling them to act as effective intermediaries 
for teachers’ needs (Sele & Mukundi, 2022). 

 
These policy moves are complementary — they reduce 
structural friction and create the conditions under which 
leadership strategies can translate into stronger teacher 
commitment and improved learning environments (Sele 
& Wanjiku, 2024). 
 
Practical strategies for principals and educational 
stakeholders 
 
Principals and school-level actors can begin applying 
several practical, low-to-moderate cost strategies 
immediately: 
 

1. Articulate a concise, shared vision and 
actionable school goals: Hold a short staff 
retreat (even half-day) to co-create 2–3 
measurable priorities for the term. Clear goals 
direct effort and help teachers see how their 
work connects to a larger purpose (Bass & 
Riggio, 2006). 
 

2. Implement weekly/biweekly Professional 
Learning Communities (PLCs): Use PLCs for 
lesson-sharing, joint planning, and peer 
observation. Keep meetings short, focused, and 
teacher-led to build ownership and professional 
growth. 

 
3. Prioritize teacher welfare — small acts 

matter: Regular one-on-one check-ins, flexible 
scheduling for teachers with caregiving duties, 
and public recognition of teacher effort build 
morale and normative commitment (Eva et al., 
2019). These acts cost little but signal care. 

 
4. Design authentic distributed leadership roles 

with clear mandates: Give teachers defined 
responsibilities (e.g., curriculum lead for a 
subject) with time allocations and authority for 
specific decisions. Avoid making committees 
that meet but do not decide. 
 

5. Use simple data to drive decisions: Monitor 
attendance, formative assessment results, and 
teacher PD uptake. Share this data in staff 
meetings to celebrate progress and identify 
support needs. 
 

6. Adopt structured mentoring for early-career 
teachers: Pair novice teachers with experienced 
mentors and formalize observation-feedback 
cycles. Mentoring improves classroom practice 
and reduces early attrition. 

 
7. Practice conflict resolution intentionally: 

Apply the conflict management strategies 
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described by Sele and Mukundi (2022) — 
interest-based negotiation, facilitated dialogues, 
and culturally sensitive mediation — to diffuse 
tensions before they erode commitment. 

 
8. Engage parents and local communities as 

partners: Active community involvement in 
school improvement fosters accountability and 
resource mobilization; it also elevates teacher 
status and social support. 

 
Principals who combine these practices with consistent, 
transparent communication will be more likely to cultivate 
committed and resilient teaching staff. We're not 
suggesting they be miracle workers — but steady, 
relational leadership matters a great deal. 
 
Suggestions for further research 
 

1. Multi-site comparative studies across 
Nigerian states: Replicate this study in rural, 
peri-urban, and other urban contexts to test 
generalizability and to identify context-specific 
leadership adaptations. 
 

2. Longitudinal and intervention research: 
Implement and evaluate leadership 
development interventions (e.g., principal 
coaching, leadership academies) using quasi-
experimental or randomized designs to assess 
causal impact on teacher commitment and 
student outcomes. 

 
3. Classroom-level mediation studies: Examine 

the mechanisms by which leadership improves 
student learning (e.g., through teacher practice 
change, improved instructional quality) using 
classroom observation and student achievement 
data. 
 

4. Cost-effectiveness and scalability 
analyses.Evaluate the financial implications of 
leadership interventions relative to learning 
gains to inform policymakers about return-on-
investment. 

 
5. Qualitative deep-dives on authentic 

distributed leadership.Ethnographic case 
studies of schools where distributed leadership 
genuinely works would illuminate processes of 
trust-building, role negotiation, and capacity 
development. 

 
6. Intersectional analyses of teacher 

experience: Research should probe gendered, 
age-related, and contractual differences in how 
leadership affects commitment, to design 
inclusive leadership practices. 

 

7. Faith-informed leadership models: Given the 
cultural resonance of servant leadership and the 
theological framing of stewardship (Sele & 
Wanjiku, 2024), comparative studies exploring 
faith-based leadership approaches in mission or 
faith-affiliated schools could add valuable 
insights. 

 
Final reflection — a call to purposeful action 

 
Improving teacher commitment in Abuja’s public 

secondary schools is not merely an administrative nicety; 
it is a strategic development intervention. Teacher 
commitment, nurtured by authentic vision, servant-
hearted stewardship, and real participation, multiplies 
into better teaching, more engaged learners, and, over 
time, educated citizens able to contribute productively to 
Nigeria’s economy and society (Sele & Wanjiku, 2024; 
Sele & Zongo, 2025). The pathway is clear: combine 
leadership development, resource enabling, and policy 
reforms — and do so with urgency and humility. 

Leadership—when practiced as service and 
stewardship—is not a slogan. It is daily levers: the short 
meeting that clarifies a goal, the mentor who 
demonstrates a better lesson, the principal who secures 
a few textbooks, the committee that actually decides. 
Taken together, these acts reshape schools and, 
ultimately, strengthen the nation. Let us move from 
diagnosis to disciplined, accountable action. 
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