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ABSTRACT 

This study focused on the beliefs of teachers that comprised 'teacher efficacy' and explored 

meanings of the construct of teacher efficacy in terms of various cognitive motivational 

constructs and teacher characteristics contended as predictive of teacher efficacy. 

Urdu version of the Teacher Efficacy Scale (TES) and a set of indigenous questionnaires; Task 

Motivation Style (TMS), Beliefs about Intelligence as Incremental Quality (BIIQ), and 

Ability-Effort attribution matrix were administered to 227 mostly inservice teachers. 

Confirmatory factor analysis upheld teaching efficacy (TE) and personal efficacy (PE) as 

discrete factors operative in TES similar to the findings of several Western studies. Pearson 

correlations between the motivation constructs/measures; TMS, BIIQ, Ability-Effort 

attribution, and TEIPE aspects of efficacy supported the construct validity of TES. 

predictive model conceptualized with BIIQ and TMS as core exogenous variables, 

Ability-Effort attribution as context/intervening variable and TEIPE as effect variable was 

tested through multiple regression and path analysis techniques. Task motivation 

(B2 = .623, p <.OOl), and incremental concept of intelligence (BJ = .252, p<.05), strongly 

predicted TE (p<.01). However, PE could be predicted less significantly (p<.05) and in other 

than the expected pattern by the same variables. A perception of intelligence as a fixed non­

incremental entity and ability attribution as causal of student achievement were found to 

underlie PE depicting it to be a rather weak motivational attitude. H owever, Anova statistic 

supported significant interaction effect of TE by PE on task motivation F ( 3,223) = 

19.30, p<.OOl, incremental concept of intelligence F(3,223) = 2.84, p<.05, ability attribution 

for failure, F (3,223) = 9.95 p<.Ol, and alternately effort attribution for success 
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F (3,223) = 2.56,p<.004. Under TE by PE interactive conditions, high PE, high TE teachers' 

mean rating for students' 'ability' as causal of their success and 'effort' as causal of their 

failur e was found to be significantly lower , and in r everse dir ection th,an\ that of low (10 PE, 10 

TE and 10 PE, hi TE) efficacy groups of teachers respectively. Thus high TE by PE 
~ 

conditions/profile reflected motivationally adaptive outlook (in terms of their beliefs in 

intelligence to increase with effort and salience of task-orientation in teaching) as teacher; low 

TE by low PE ploofile teachers were deficient in these characteristics. We found a high PE 

attitude in the presence of high TE conditions as potentially motivating the teachers, but high 

PE under low TE conditions as less motivating. In this context of profile analysis, studies that 

combine PE and TE score may be misleading. This study recommends as interaction 

application of PE by TE dimensions since the two co-responde. Antecedent teacher 

character istics; gender and experience were not found to be related to teacher efficacy, 

however Science vs. Arts teacher dichotomy was r elated to teacher efficacy scores 

(rpbi = .151, t = 2.31, p<.05). Science teachers had higher TE score than Ar ts teacherso 

The findings bear important implications for teacher education directly and for school 

education indirectly in Pakistan. In this context it is suggested that belief re-cognition 

intervention as a part of teacher education programme (as internal motivation force), and a 

target teacher-performance reinforcement contingency (an external reason) m'ay be applied as 

a two-pronged strategy to mediate teaching practices in Pakistan for raising student outcome 

and rationalizing teachers' sense of efficacy. Beliefs as 'personal-knowledge' together with 

'professional-pedagogical knowledge' drive classroom actions. Prospective teachers thus may 

preferably be screened for their beliefs and frames of mind or/and their training must catter to 

aligning and fostering such beliefs and cognitions as support their teaching intervention with a 

goal and effect. 
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As man believes, so he is. 

All actions that we take in life, except for 

instinctive acts, are based on certain 

conscious and unconscious beliefs and 

presuppositions. We need to understand 

the relationship between our actions and 

beliefs· 

Bhagaved Gita 
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FOREWORD 

Schools as social institution have been lmder intense criticism in this part of the world in the 

last two decades as a result of greater consciousness that has emerged in people about low 

quantity as well as quality of education. Researchers have investigated teacher effectiveness 

in response to this consciousness from several perspectives. An area of research interest that 

emerged in this regard is known as 'Teacher Thinking' . The present investigation falls in 

this area with a psychological perspective. Our focus is on the study of thoughts and beliefs 

of teachers about their selves, environment, students, as well as about the nature of human 

ability or intelligence. These beliefs as most relevant variables to school achievement 

behaviour influence teachers ' efficacy including their goal orientation and motivation in 

teaching. 

As a cognitive-affective expost facto psychological study in the realm of teacher motivation 

research in Pakistan, it employs celtain indigenous as well as other measures to investigate 

teachers' cognition of their efficacy and to find relationship between teachers' conceptions 

about intelligence and their goal orientation in teaching-work. There is a two-fold theoretical 

interest in our analysis of the construct of ' teacher efficacy' (a) assessing its cross cultural 

relevance to school settings and population of teachers in Pakistan and (b) conceiving and 

testing a model to predict it. Educational implications of this work are discussed from the 

point of view of psychological theory, motivational profile of the teachers of this sample, and 

the application of the findings of the study for teacher' education programmes in Pakistan. 
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Chapter' 1 

INTRODUCTION 



Background of the study 

Schools as social institution have been under intense criticism in the last two decades in 

Pakistan. Declining standards are a perelU1ial problem. Success rate in Matriculation is near 

65 % only. At higher secondary school level, i.e.II - 12th year of education, it drops further 

to 35 % and bulk of the students get pass grade, which is neither success nor failure. 

The quality of learning is worse. Pakistan has an estimated literacy rate of about 35 % which 

is disputed by the non-official agencies in view of lack of proper survey and statistics. 

Government spends about only 2.2 % of its GNP on education which is one of the lowest in 

the South East Asia . We have insufficient and inefficient schools which is a politico-social 

issue. What is still worse is the poor outcome of the existing schools and the teachers in the 

public sector. There is no system or organization in the public or in the private sector 

however to supervise or oversee the schools. 

A common belief prevails among teachers that something is inherently wrong with education 

in the public sector yet they have not spoted the wrong precisely. They are very general, 

vague and nonspecific but want nothing less than changing "the whole system". No school 

reforms have come Ollt from the teachers' body or from the state to address the issue so far, 

though there is a persistent clamouring for the same from both sides. On self view basis, 

teachers view the schools as ineffective and widely socialize themselves to these beliefs. 

A morbid acculturation has thus developed in our school teachers, a sense of helplessness 

and resuItantly a motive to avoid work. This social-psychological situation can't be ignored 

whi le addressing the problem of poor outcome of our schools. 
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Point of Study 

From educational psychological perspective, we sense that teachers' fee ling and beliefs, and 

the school culture/conditions are the major causes of the problems of the schools. We focus 

in this study on the psychological aspects of teacher effectiveness or what has come to be 

ca lled teacher efficacy by educational psychologists and researchers, and provide explanation 

of the problems of schools from this perspective. For instance 50% of the pupils drop out 

before completing first five years of schooling. Sociological reasons have been advanced to 

justify this c-unmllllative loss, we however feel this is directly due to inefficacy of the 

teachers to reta in them in schools. We predict that the inefficacy is attitudinal more than one 

about skill s and competencies. UNESCO . report for, Asia and Pacific Educational 

IImovations and Development (APEID), for the year 1990 states in a chapter on Pakistan 

education programmes, that "there is lack of commitment among many of the teachers and 

there ex ists no regular programme to motivate them or to create a sense of professionalism in 

them" (p. 137). Why train teachers if they turn out to be non committal. We believe 

commitment stems from sense of efficacy and confidence. Take an other issue, that of 

non-availability of trained teachers which is being advocated as another cause of poor 

performance of the schools. Again this is an isolated and discrete explanation. It is 

needless to say that a teaching job in the public school requires a teacher education 

certificate for regular appointment and majority of the teachers in the government school 

are ' trained ' and have a certificate to this effect. 
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However, the current teacher education programmes have no component what-sa-ever to 

enable the participants commit to the school and be motivated teachers . 

Our understanding is that school teachers in Pakistan suffer from entertaining a very low 

profile of themselves in their attitudinal beliefs and notions including a poor percept of their 

efficacy that has resulted in work avoidance motive in them. If process of education 

ultimately aims at changing pupils' beliefs and attitude, one wonders whether teacher 

education programmes were geared to this requirement in their time? 

Teachers' beliefs about their students and the school are discovered or formed over the years 

from their own experience in a school. Teachers widely socialize themselves to these beliefs 

in a community of school teachers and engrain them in their "personal theories" or belief 

system. Some of the beliefs or personal theories that one usually hears in their non-formal 

discourse are: 

Pupils learn directly from their teachers; they are too young to learn on their own. 

Some pupils simply do not have reading and math skills. 

This is not exactly the answer I taught. 

Knowledge increases with the pes sage of time but IQ does not for it is fixed by bilth. 

Learning is remembering well. 

Ability is a supreme quality, hardwork is secondary. 

Children learn the way you tech them. 
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Pupils must be controlled from the begilU1ing or they get spoiled. 

There is usually one correct answer for each question. 

There is a dual system here, the private and ' the government schools for the rich 

and the poor, respectively. The duality is unfair and wlacceptable, the former must go. 

Students follow their parents' level and line of achievement (a limiting or 

background factor). 

Obviously the above notions are contradictory to pedagogical education they might have 

formally had during the preservice. Beliefs sound more true than anything else and as facts 

of personal knowledge they powerfully influence the way teachers approach teaching. 

They develop a sense of efficacy accordingly; poor or high. If they believe in the power of 

education to change people, think that abilities can be acquired and enhanced, find that there 

are many ways to learn and understand the same thing, hold that there are still better answers 

to the same question, and question why background factors or limitations can ' t be 

overcomed, they will have an ensuing sense of efficacy as teachers and have high 

expectations for their pupils. Beliefs as teachers' ways of thinking influence their classroom 

practices. Problenis in teaching and teacher education are in fact attitudinal problems. 

According to a view point, teachers who suffer from a sense of lack of efficacy are worse 

than those who lack skills about teaching. 
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In this study, our focus is on thoughts and beliefs of teachers about their own se lves, students, 

and the work-envirolU11ent as well as the motives underlying the same as potent ial determiner 

of teacher and school efficacy . We take these beliefs as most relevant to school behavior of 

both the teacher and the taught who together influence the school outcome. Different aspects 

of teacher efficacy beliefs and their motivational correlates is the subject of this study. 

The above orientation is meant to provide perspective to the problem addressed in this 

research study. 

Significance of the Study 

The recurrmg ca ll for educational reforms to raIse standard of education, teacher 

effectiveness, and curriculum review led to research studies employing traditional 

educational variables like knowledge, skills, school results, and competencies of teachers etc. 

Unlike these the present study addresses the problem from the psychological dimension , an 

area unexplored so far in Pakistan. In this context, this investigation is a bid to explore 

the salience of teachers' thought processes; their expectations, attribution pattern, 

and motivational styles as psychological dimensions of teacher effectiveness that can 

potentially mediate school/student outcome, and reforms including in-service and 

preservice training effolts. Sarason (1990) held that future educational reform that fail to 

acknowledge the impOitance of teacher efficacy may be precisely destined for failure. 

One can't disregard the social psychological conditions that influence a teacher's sense 
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of efficacy. However, teacher education programmes in Pakistan exclusively emphasize on 

cognitive skills and competencies, overlooking the affective dimension of teacher 

behaviour comprising beliefs and values that influence the way teachers perceive, organize 

and react to different situations or stimuli in the schoo! environment. We expect that this 

investigation will increase our awareness of the idea that it is not enough to have just 

skills and knowledge to be effective teachers, the goals teachers pursue in teaching and the 

beliefs underlying them are equally impOltant in their impact on quality of teaching and 

learning in the classroom. These goals can be analyzed, and realigned where needed, through 

intervention in teacher education programmes. 

The emergence of this study was stimulated by a growing interest in the West regarding the 

newly emerging field of teacher cognition that has emphasized the significance of the nature 

of teacher's work goals which influence their classroom practices. Such a theoretical focus is 

salient to this investigation. There is a dual significance of this study: 

I) Theoretically, it explores some psychological constructs and theories; efficacy beliefs 

(e.g. Bandura, 1972, 1977, 1982, 1986)), teachers' implicit theories or conceptions 

about the nature of human intelligence (e.g. Dweck, 1986; Dweck & Leggett, 1988)), 

teacher's attribution style for student achievement (e.g. Weiner, 1974, 1979) and task 

versus ego-orientation explanation of teachers work motivation (e.g. Ames, 1984, 

Nicholls, 1978, 1983; Nicholls and Ames, 1990). A prediction-model is (Fig. 3) 
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proposed for the study of the construct of teacher efficacy 111 terms of these 

motivational concepts and theories is of central interest in this investigation. 

There have been few studies about the intermediary role of teachers ' attributional 

style as motivational factor mediating teachers' goal orientation. Likewise there are 

fewer studies about the goal theory applied to teaching than to (students') learning 

behaviour. This study investigates these areas in conceptionalzing teacher efficacy in 

social-cognitive frame-work . Asceltaining the relevance and generality of these 

cognitive motivational concepts, on a sample of teachers £i'om Pakistan is deemed to 

add cross-cultured understanding of these concepts. 

(II) Practically, investigation of thought processes, goals, and characteristic 

teaching-preferences of the local teachers can potentially guide us in teacher 

development effolts. Teacher training intervention of psychological contents and 

orientation can be launched that may bring an attitudinal change or 're-cognition' in 

teachers empowering them to be an efficient change agents in the schools and in the 

community. 



LITERATURE REVIEW 

Teachers' belief system is evolved through their concept oflife and society in general and the 

role of education regarding these. Further, their beliefs are specifically related to their own 

schooling as a pupil, their teaching experiences and the nature and quality of teacher 

socialization they have had as a teacher in a school. Teachers' beliefs and attitudes drive 

their classroom actions (Richardson, 1996). 

Beliefs as Mental Frames for Teaching Practices 

Several notions relevant to teaching and education including efficacy beliefs, nature of 

teachers' personal theories and conceptions of intelligence, their work orientation , concept of 

student and school characteristics etc., and whatever sense teachers make of their world of 

work can all be termed as teachers' beliefs and attitude system. Education is always 

designed to result in the formation of celtain beliefs and attitudes in the learner. 

Teacher education also largely aims at formation of desirable beliefs for teacher 

empowerment and effective teacher performance. An understanding of the teachers ' beliefs 

is therefore an impoltant area in teacher education. Literature on teacher education reveals 

that beliefs reflect teachers' ways of thinking and classroom practices (Elliott, 1989; 

Hollingswolth, 1989, Sparks, 1988). 
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Where do teachers' beliefs come from? 

Given their salience, the sources where beliefs stem may well be identified. As beliefs are 

groups of constructs that include conceptions, perspectives, perceptions, orientations, theories 

and stances, teachers' beliefs come from their (a) personal life experiences (including 

intellectual aspects of life, socio-economic factors , upbringing, etc. (b) schooling 

(own experiences as student), and (c) formal pedagogical knowledge and teaching 

experiences (including their socialization with co lleagues and students , and classroom 

expenences 111 specific school: city-rural, private-public community characteristics etc .). 

These contexts exert powerful influence in developing beliefs and knowledge in teachers. 

Hollingsworth (1989) states that changes that occur as preservice effort include both 

acquisition of new beliefs as well modification of previous ones. 

Why beliefs are important in teaching? 

Existing knowledge, beliefs, and pre-occupations shape what students learn and how they 

learn. Ben-Peretz (1990) summarizing research conducted in Israel suggested that more 

dogmatic students did not change towards a progressive orientation to education, whereas 

the less dogmatic did. KOlthagen (1988) found that students who came to reflect ive teacher 

education programme with a reflective orientation did well in the programme, others either 

dropped or changed their orientation. These studies wlderscore the role that beliefs 

play, hence the need for matching preservice teachers' beliefs or frames of mind with the 
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philosophy and approach of a specific teacher education progranm1e for meaningful 

participation. A progranm1e may have a built-in system of changing participants ' beliefs in 

line with the objectives of a specific teacher education course. Richardson (1996) 

summarizing several studies on teachers' belief change observed: 

Recent studies of the effects of in-service programme on teachers ' 

changes in beliefs are quite encouraging, due to the nature of the staff 

development programmes themselves that focus on teachers ' beliefs 

and life histories (p.11 2) .... the conclusion from these studies is that 

staff development that focuses , in pali, on teachers' beliefs is 

important in changing instructional practices. This view is buttressed 

by several studies (Rich, 1990, Sparks, 1988) that found that teachers 

participating in staff development programme that advocated and 

taught about a pat1icular teaching method accepted the new practices 

only if their beliefs matched the underlying assumptions of the new 

teaching method (p.113). 

School context of Teacher Efficacy 

To Elliott (1989) school is a critical context for teachers in determining their efficacy. 

Conceptualization of teacher effectiveness is thus subject to specific school culture: its 
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settings and cliente le, and is another strong predictor of teachers' work. Collaborative and 

supportive school culture provides opportunities for participation in school affairs and 

enhances teachers ' sense of efficacy; school climate of the other dimension may even waste 

the effect of teacher preparation programme. The extent to which teachers change because of 

preservice education and subsequent actual teaching experiences, and develop a sense of self 

efficacy is subj ect to pa11icipants ' initial psychological orientation and beliefs as well as the 

school settings or conditions one encountered as teacher (Lashley, 1992). Ex periences in the 

context of spec ific school system: its culture, students, co lleagial values and supp0l1, and 

administrators' style of leadership etc. i.e. school conditions, are of great significance to the 

development of teacher efficacy beliefs. The two; beliefs and school culture, in the 

recent conceptions, have an interactive relationship and jointly determine teacher efficacy 

(Brousseau, Book, & Byers, 1988). 

Teacher Efficacy Beliefs 

Teachers' beliefs and the nature thereof influence their self concept as teacher. This has 

been termed as 'teacher efficacy' by educational psychologists. As a construct grounded in 

psychology teacher efficacy has been extensively investigated by psychologists as well as 

educational researchers . It is defined as a belief in one's ability as teacher to perform actions 

that influence conditions leading to student learning. The construct of teacher efficacy came 

from Bundura's (1977, 1986) concept of self efficacy. Berman and McLaughlin (1977) 

found that the most important characteristic determining effectiveness of teachers as 
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change agents was their sense of efficacy --- a belief that teacher can help even the most 

difficult or unmotivated student. There is evidence that teacher efficacy accounts for 

indi vidual differences in teacher outcome (Brophy & A velison, 1977), and it is related to 

such significant variables as student achievement and teacher performance (Armor, 1976), 

student motivation (Midgley, Feldlaufer & Eccles (1989), and teacher 's ilU10vative approach 

in classroom work(Berman & McLaughlin, 1977). In their explanat ion of the concept of 

teacher efficacy, Brophy and A vertson (1977) repOlied that effective teachers tended to have 

(a) a higher outcome expectation of their students, and (b) assumed personal responsibility 

fo r making sure that the students learned, and when teachers faced allY diffic ulty, they 

discovered appropriate teaching methods rather than believing that students could not learn . 

Goodnow (1980) similarly claimed that a teacher's willingness to stay with a student in 

a fai lure situation is indicative of teacher's confidence in his or her ability to teach. 

Research studies have treated teacher efficacy as a state that has been found as consistentl y 

relevant to teaching and learning situation, and has reliably predicted teaching practices and 

learning outcome (Woolfolk, Rosoff, & Hoy, 1990). 

The construct 

Researchers turn to Bandura's (1977) cognitive social learning theory to conceptualize 

teacher efficacy. The construct compnses two independent dimensions ; self effica cy 

expectation -- a belief that one has the ski ll and ability to complete a future action, and 
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out-come expectation -- a belief that the influence of external conditions including those of 

the family back ground, home environment, 1 Q, and school etc. can be controlled. The two 

dimensions concern distinct cognitions about efficacy; the former is an ability referenced 

belief (e.g. "I can do ... "), the latter is a belief of being a helpless teacher in the face of 

external limitations (e.g. "I can't help the dull students"). Out come and self efficacy beliefs 

are differentiated because people can believe that 'ce11ain behaviour will produce some 

outcome but if they do not believe they can perform the necessary activities to bring about 

that outcome, they will not initiate the relevant behaviour or persist in it. These two factors 

have been named self or personal efficacy (PE) and teaching efficacy (TE) respectively, in 

the educational research literature. TE refers to a belief that teacher population is able to 

bring about a change in student behaviour despite out of school constraints. In other words , it 

is a belief that students are teachable; "A teacher is very limited in what he/she can achieve 

because a student 's home environment has a large influence on his/her achievement" -- TE. 

PE refers to a teacher's belief that he or she is capable of bringing about some educational 

out-come, " If I try really hard, I can get through even the most difficult students " -- PE. 

Both, the confidence one has that his/her behaviour will lead to outcome, together with the 

confidence in one's ability to perform the behaviour determines teacher action and efficacy. 

The measurement. 

Generally a two facet model of teacher efficacy has been explored. Ashton and Webb 

(1 982),and Gibson and Dembo (1984) were among the first researchers who conceptionalized 
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teacher efficacy within the framework of Bandura's social cognitive theory and devised a 

scale to measure it. Gibson and Dembo extending the work of Ashton and Webb 

developed a 30 item Likel1 type Teacher Efficacy Scale. Factor analysis revealed the scale as 

having two factors or dimensions that were named personal efficacy (PE) and teaching 

efficacy (TE) . . They posit that the factor labeled personal efficacy was simi lar to Bandura ' s 

efficacy expectation dimension and the one labeled teaching efficacy was similar to his 

outcome expectation concept. PE and TE dimensions of efficacy are two independent/un­

correlated sub-scales , embedded in TES which is a standard measure having extensive 

evidence of its reliability and validity. They rep011ed that a Sh011 version of TES, comprising 

16 items ( 9 PE & 7 TE items), has reliability similar to the full length scale (Gibson & 

Dembo, 1984). Like severa l Western researches, TES has been used in this study as a 

standard measure. More details regarding TES as a measure adapted in this study wi ll fo llow 

in the Method section. 

Generality of the concept. 

Bandura 's concept of self efficacy (belief that one can achieve the desired outcome in a 

particular situation) carried gerierality across variety of tasks and situations. Limiting 

ourselves to teaching and schools for instance, it has been found that personal or self efficacy 

has a determining influence on the performance of academic staff (Hill , Smith&Mann 1987; 

Gist, Schwoerer & Rosen 1989) as well as on students' grades (Tylor, Locke & Gist 1984), 

and discriminates teachers in less effective schools from those in more effective schools 

(Brooker & Lozette, 1979). Teachers' tendency to refer students for special services has also 
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been fo und to re late to their sense of efficacy; low efficacy teachers refer di ffic ul t students 

to school counselors more often than high efficacy teachers (Soodak & Podell, 1993) . 

A common finding is that people whose perceived self efficacy is strong pursue relatively 

high performance, are not put off easily, and persist in difficult assignments; those with weak 

self efficacy easily give up, and unceltainty undermines their concentration (Bandura, 1982; 

Gusky 1988; Woolfolk 1990). TES as a measure of teacher efficacy has been used in a 

variety of samples and bears potential for generalizeable findings across different samples . 

This study aims to contribute in this regard. 

Teacher Characteristics and Teacher Efficacy 

Teacher characteristics such as teaching experience, gender, and academic subject/discipline 

have also been reported in the research literature as having an impact on teacher effi cacy. 

( Greenwood, Olejnick & Parkey, 1990; Putman, Lambelt & Paterson, 1990). A linkage 

between these variables/characteristics and teacher efficacy follows below: 

I. Science versus Alts subject is a traditional dichotomy among school disciplines. 

Since the structure of discipline of science and mathematics follows a we ll specified 

sequence of knowledge and distinct teaching teclmiques, the sources of difficulties of 

the students in sciences are clearly known to the teachers unlike the subjects of liberal 

alts or humanities . Putman, Lambelt, and Paterson (1990) suggested that teaching 

outcome were pretty predictable in the subjects of science and mathematics because 

teachers have ample feedback information about their performance in the classroom 

which guide their sense of efficacy. In the subjects of alts and humanities, because of 
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the specific nature of these academic subj ects, explicitly clear feedback from the 

students is not available to the teachers and paltly because of this they have generally a 

relatively poor sense of teacher efficacy. Ross, Cousins and Gaddala (1996) however 

found the results to be lying in the other direction; that is, english, soc ial studies and 

ali teachers were more favourably influenced than mathematics and science teachers . 

They interpreted that "humanistic subjects characterized by greater emotionalism 

probably led to momentum that served the continuity from one day to the next" (p.17) . 

II. Teacher efficacy increases with preserVlce teaching expenence (Hoy & Woolfolk, 

1990) and past experiences serve basis for future expectation and outcome expectancy. 

Soodak and Podell (1993) also posit a developmental view of teacher effi cacy 

suggesting that as teachers gain more experience, their sense of efficacy becomes more 

salient. Some studies however repolt a decline in sense of teacher efficacy as teachers 

gain more experience and discover their area of difficulties with their students . For 

example Dembo and Gibson (1985) report a decline in general efficacy teaching 

efficacy after 5-10 years ' teaching practice. Newmarm, Rutter and Smith (1989) 

suggest that school context (i.e. aspects of school that help teachers ' accomplish their 

task) mediates teachers' evaluation of their experience and is a predictor of efficacy. 

m. The third antecedent variable is gender. Women are reported to have higher efficacy 

as teacher than men (Greenwood, Olejnick and Parkey, 1988). The difference is 

attributed to gender as phenotypic characteristic. Teaching at school is generally taken 



17 

as a female line of work due to women's greater inclination in nurturance and 

development of children. Researchers following social learning theory may however 

disagree on this point on the premise that sense of efficacy is situation specific and 

since educational environment and school settings remain the same or similar across 

boys' and girls' schools, no difference will arise on this score. Identical school 

conditions are contended to override the impact of gender related temperamental 

factors, if any. 

Teachers' Goal Orientation -- an Efficacy Predictor. 

A rational view is that efficacy in teaching is instrumental in bringing about better student 

achievement. Do efficacious teachers engage learners in studies more effectively than less 

efficacious ones? Nicholls and Miller (I 983) think that a teacher's concept of ability directly 

influences hislher role as an efficacious teacher and a potential change agent in the 

classroom. Nicholls posites that ability is construed in two different ways by different 

people. Some believe that it is a mutable and increasable quality which can be developed 

overtime through effort and learning experiences, e.g. "Smartness is something that you can 

increase as much as you want". Others view that intelligence is a fixed or predetermined 

trait which is unaffected by industry or zeal, hence effort can't be a guarantor of success, e.g. 

"you may learn new things but how smat1 you are remains pretty much the same". 

Since incremental view of ability implies that it can be increased tlu·ough effOlt and learning, 
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teachers with such beliefs are likely to be effortfull in their work with students and would 

have stronger se lf efficacy beliefs as teachers than those who entertain a fixed concept of 

ability and are less hopeful of change in student outcome as a consequence of teaching and 

education. People believe in one of the two views because of the nature of their lief 

experiences , schooling or just as a folk sense. 

Beliefs about malleability of human ability or intelligence bear on the goals teachers pursue 

in teaching. The fixed capacity concept limits the effect of effOlt on achievement. Weiner, 

Russell and Lerman (1978) and Elliot and Dweck (1988) stress on beliefs regarding the 

controllability of human ability as the source determining one's goals and effOltfullness in 

work. They hold that in learning and teaching situation individuals pursue either learning 

goals or pel10rmances goals corresponding to their conceptualization of ability as an 

incremental quality or a fixed trait. Dweck claims that these goals are di screte and ha ve 

different implications for assessing effective educational settings. Learning goals are 

conceptualized as an interest in mastering the task, acquiring new skills and becoming more 

capable through effort and experience. Persons with such goals seek challenges that provide 

0ppoltunities for developing new competencies. They try harder, review their strategies and 

persist in case of difficulties . Such goals foster learning. Peliormance goals on the other 

hand, are described as a desire to look competent, and compare one 's performance with that 

of others in order to demonstrate one's ability to others. Persons with these goals preferably 

go for immediate results and tend to register or document their performance rather than 

pursue long term mastery tasks. Prediction ofbehavioW' thus depends on our understanding 
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of peoples' goals. Nicholls, Cheung, Lauer and Patashnick (1989), report that students ' 

goa ls in studies are influenced by their teachers' goals in teaching. The latter influence the 

former by orienting them to different learning approaches/strategies. 

Researches following goal theory in the educational settings conceIve two contrasting 

achievement patterns alternatively labeled task-involvement and ego- involvement 

(Nicholls , 1978, 1984), learning and performance goals (Dweck, 1986) , and mastery and 

pel10rmance goals (Ames & Archer, 1988). Conceptually, learning, task- involvement, 

and mastery goals can be distinguished from performance and ego-involving goa ls as they 

(a) represent different conceptions of success hence different reasons for approaching and 

engaging in achievement activity, and (b) involve different ways of thinking about oneself, 

one 's task and task-outcome based on different conceptions of ability. Task-ego perspective 

of goal theory is in currency in the contemporary motivational research. 

Central to task-involvement goal is a belief that effolt and outcome covary. Such a belief 

pattern maintains achievement directed behaviour over time (Weiner, 1979). Focusing on 

internal value of learning, people engage in active learning and apply effective problem 

solving strategies mediated by the belief that effOlt will lead to success and a sense of 

mastery (Nicholls, 1984). Central to ego-involvement goals, on the contrary, is a belief that 

ability brings success and sense of self wOlth lies only in doing better than others with li tt le 
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effort (Ames & Ames, 1984) In such a context, one's performance testifying one ' s public 

wOlth (due to inherent ability) becomes the main target and learning becomes a goal for 

social recognition rather than personal satisfaction or achievement. Failure thus means a 

sense of lagging bchind others, a sense of shame, a loss of ego, and a negative attitude 

towards learning. To save ego, people sometimes use superficial or short term learning 

strategies such as memorizing and rehearsing to make quick, and easy public performance 

(Nolen, 1988; Ryan & Grolnick, 1986). Task-involvement and ego-involvement are two 

types of psychological work approaches indicative of specific goals. Teachers may have a 

' task- orientation ' or an 'ego-orientation ' as goals in teaching work. These goals differentiate 

among teachers and influence their choice of teaching practices. 

Schools emphasize ability and ego-involve pupils 

Nicholls (1978, 1980) argues that schools socialize pupils to different motivational 

orientation or goals, and teachers are instrumental in promoting such goals in students as ego 

or task involve them in school work. He observes that classrooms generally promote 

normative comparison among students. A sizable number of students nonnatively/statistically 

find a place for themselves below the average mark, and perceive themselves as inferior to 

others in ability. Such a perception gets them ego-involved. This perception is induced 

and enforced in learning and teaching situations increasingly as pupils ascend grades in 

schoo!. By the end of high school, pupils agreeably fix themselves as an average, below 

average, or above average student in terms of their ability relative to that of others. 
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Nicholls and Miller (1983) observe that at the elementary stage school children do not have a 

differentiated sense of ability; thus if a student fails in a task or performs below the mark, it 

is taken as a work that has been incompletely or inappropriately done and can be tried again 

LO improve it. The young leamers do not feel any embarrassment in redoing it or having 

done it wrong in the first attempt, since young children generally conceive of abi lity in a 

self-referenced maImer and not in comparison to others. However, they become graduall y 

ego-involved when they get such cues from teachers as impress on their mind the concept of 

differentiated ability and a sense of being a student of higher or lower ability than their peers. 

The system of normative rating which is excercised vigorously in high school reinforces 

such a viewpoint that urges pupils to outperform others mainly to demonstrate their ability. 

Students, thus learn to compete for a position as an end in itself and in thi s way get away 

from the task. This provides for their getting ego involved and becoming se lf defensive in 

learning. On the contrary, if students focus on the task and do it without wondering whether 

or not they are able or competent, they would be task involved and interested in work without 

being preoccupied about its outcome. 

According to Nicholls (1984) whether people are ego-involved or task-involved indicates 

different goa ls they are pursuing in learning and teaching situation. Different percepts of 

ability, however, give rise to these different goals in achievement situation (Dweck, 1986): 

Fixed view of ability fosters ego goals, malleable view promotes task goals. Schools 

typically promote ego rather than task goals, classroom outcomes are therefore largely ego 
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centered (Ames, 1984; Nicholls et a1. 1989; Butler 1988). There is a focus on self, 

ability and performances of others when competition or social comparison is salient 

rather on task, effort and learning. Ruble (1985) held that most students in general , and low 

achievers in particular concentrate on social comparison and get themselves ego involved 

if left to their own. He contended that competition fosters ego defensiveness , ability 

conscIOusness and sense of self worth among students that has negative motivationa l 

consequences. Alternatively, a cooperative learning context allows interest and choice in 

task and fosters learning as a goal in itself. 

Kukla (1978) , Maehr and Nicholls (1980) suggest another dimension about goal orientation ; 

different goal orientation evokes different concerns about one's achievement motivation. For 

example, a task-focused situation creates a concern for making more effort to enhance one ' s 

achievement. There is an urge for learning, acquiring self competence and mastery in the 

task at hand. The ego-focused situation rules out the utility of eff0l1, undermines initiative in 

learning, creates sense of helplessness and debilitates motivation in work. There is evidence 

to hold that teachers who advocate and pursue learning goals for their students orient them 

to task-involving instructional and evaluation practices and those who pursue performance 

goals get them ego-involved (Maehr & Nicholls, 1980). Since in task involvement, one 

desires to have mastery of the task and improve on the past knowledge primarily through 

eff0l1 and interest in the task itself, pupils of all ability level benefit from the task 

involvement strategy. The concern here lies in increasing one's mastery of the task rather 
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than one ' s position re lative to that of others. Ego involved persons take mental capacity as 

means to socially outweigh others and think of effOli as indicating deficiency in ability or 

competence. With this view, students in the lower nmg of achievement, considering 

themselves helpless in being inherently weak in ability, are the worst hit as ego- invo lved 

persons. 

Classroom learning environment and school goals 

I.n a centennial theoretical reVIew of research on achievement motivation, Ames (1992) 

emphasized the role of classroom learning environment as a determinant of school goa ls. 

She identified tlu'ee classroom learning environment or 'structures ' namely, task, 

evaluation, and authority that influence motivation and varIOUS cogniti ve and affecti ve 

outcome 111 students as explained below. First, if classroom tasks involve variety and 

diversity, convey relevance and meaningfulness of the content or skill , and offer personal 

chall enge or sense of control over learning situation, it will create intrinsic interest in the 

students regarding the task and cut down their focus on social comparison or abi lity cO~1cepts. 

Second, the product oriented evaluation/recognition of performance which is prevalent in 

most of the schools emphasizes errorless work and social comparison (e.g. public display of 

results , ability groupmg practices etc .) that have negative effect on students . 

Evaluation IS so pervasive in schools that what is not likely to be valuated is not 

considered wOlih learning and is not learned or focused at all. Third, behaviour orientation 
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towards autonomy --- degree to which teachers involve students in dec ision making 

(e.g. giving them options to express their self interests in classroom tasks, allowing 

students a say in determining methods and pace of learning, making them autonomous and 

responsible for making their own decisions) reduces salience of differentiated ab ili ty . 

This perception of control affects students ' task engagement and quality of learning when 

teachers are seen as emphasizing independent thinking in solving a task. Pupil s are more 

likely to place value on self directed learning and using affective learning strategies under 

such conditions. 

Ames concl udes that classroom processes and teachers ' preferred mode of instructional 

practi ces, evaluation teclmiques, and decision making in day to day classroom routines 

differentiate goal orientation of the classrooms. In one study for example, Ames, Maehr, 

Fisher, Archer, and Hall (1989) found that when pre-service teachers were given instructions 

to orient the students toward mastery or performance goals, they endorsed a wide range of 

instructional strategies that were consistent with their own goal orientation. Their beliefs 

about the efficacy of specific instructional practices were influenced by whether they would 

focus on inadequacies in student interests or inadequacies in skills and knowledge as 

the reason for poor performance. 

To change classroom ' structures or environment reqlllres changing tea,ehers ' goa ls for 

pupils' learning or their broader views about school learning (Good, Grouws , Mason, 
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Slavings & Cramer 1990; Nicholls, et al 1989; Paris & Newmann, 1990). A qualitative 

approach to teacher motivation would be how they think about students in relation to 

learning activities and the process of learning itself. Recent research has focused on how 

classroom e!1viromnents are mediated by teachers' goals in terms of specific informationa I 

cues emitted during classroom practices as influence students' cognition. Ames 's (1992) 

APP centem1ial feature on "Classrooms : Goals, Structures, and Student Motivation" is an 

exce llent exposition on this subject. A meaningful conclusion in this regard would be that 

teachers may either task involve pupils in learning, or ego-involve them, depends on the goals 

they pursue themselves as professionals and want their pupils to pursue as learner. He or she 

will e ither induce pupils to pursue the goal of completing the task with mastery or want 

them to show a quantum of performance as may place them somewhere in the respectable 

rung of hierarchy among the competing students. Teachers thus show individual differences 

in their teaching goa ls. 

The preceeding review implies that teachers who value mastery of the task would apply such 

instructional strategies as promote in students a need for learning and self improvelnent in 

their present level of learning without getting into public comparison for their achievements 

as the major objective. Such teachers would remain optimistic about pupil's ability to 

overcome difficulties with effOlt and persistence. Those who ego involve their students 

would tend to value comparative position as an end in itself, foster interpersonal competiti on 

among students, impress upon themselves as well as others that their good performance is 
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due to their ability, and in case of failure would regard themselves inadequate and worthless 

compared to others. 

Beliefs mediate teaching goals/practices 

As teacher efficacy beliefs underlie goals in teaching, teachers with higher teaching efficacy 

(TE) score (indicative of beliefs that students are teachable and particular teaching actions 

lead to student success) would involve their students in learning the task whatever student 

constraints; those low on TE are likely to ego-involve students and do more so if they are 

low on PE as well. Such a teacher is likely to attribute students' failing or low performance to 

their ability avoiding thereby his or her own responsibility for the student outcome. 

The former can be called "actor" and the latter are acting the role of merely an ·'observer" in 

the teaching process using Jone's and Nisbett's (1972) terminology. On the contrary, 

persons who have confidence in their abilities to teach and who believe that student learning 

can be influenced by teachers, choose task-involving strategies and persist longer in their 

eff0l1 than those who have low expectations about their ability to influence student learning. 

To put it in other words, the stronger the teachers ' beliefs about themselves as capable 

teachers (PE) and about students as teachable folk (TE), the greater and more persistent they 

would be in their task-engagement and teaching efforts. It tantamounts to saying that teaching 

goals can be predicted from efficacy beliefs . The two jointly cause efficacy perception. 
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It is said that effi cacious teachers have high expectations from their students. Bernard 

Weiner ' s (1974) attri butional theory is relevant to understanding student and teacher ' 

expectances and student outcome. It documents how teachers ' attributional pattern accounts 

for the student achievement. Attributions, as perceived causes, are viewed as effOlts " to 

make sense" of one 's own experiences as well as those of others. The theory holds that 

causal attributions mediate one's performance or behaviour. In the school context teachers ' 

attribution explain what teachers think of their students and what goal they have in thinking 

so. 

Parallel to this, social cognitive theory, with its emphasis on cognitive processes, posits that 

peoples ' expectation are crucial determinants of their behaviour, and these expectations are 

a function of the immediate situation or setting to be dealt with (Bandura, 1986). 

In other words, perception of the situation or setting, influencing our expectations, determines 

our actions as teachers . For instance a government school system in our context, with its 

given characteristics, e.g. the system, its clientele etc., emits clues and their perceived 

consequences to the teachers and the students that influence their respective expectations 

and behaviour. The basis on which individuals judge their competence may vary with the 

circumstances (Nicholls, 1980, 1984). To conclude, both expectancies reflective of situations, 

and attributional pattern reflective of attributor's perception, mediates performance i.e. 
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teaching outcome in the case of teachers. The nature and pattern of attribution in indiv idual 

cases, however, makes a difference in its motivating effect. Attribution theory elaborates that 

some individuals perceive events in the world within their personal control , whereas others 

think events are not amenable to their personal control. A luck or ability oriented person 

would expect little shifts in outcome expectancy considering luck or ability as beyond ones' 

contro l than an effOli oriented person. Weiner identifies a three dimensional system of 

classification of causes generally applied in an academic achievement situation : 

I. Locus Causes for success or failure may be internal or external to a person . For instance 

ability, effort and interest are personal or internal factor; and task di ffi culty, luck, 

home/school conditions, and interference or help from others are situational or external 

fac tors. 

II. Stability Some causes are long lasting and stable such as ability, habitual laziness and 

beauty, whereas other are inconsistent or likely to change over time such as luck, mood, 

effOlt and task-difficulty. The stability of attribution according to Weiner, determines how 

one is expecting future outcome. For example, if one attains success, perceived causes of 

which are stable such as ability, then success will be anticipated (for future) with great 

certainty. Stability dimension is closely related to expectancy level. 
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III Controllability A cause can be brought under one's control or it cannot be. Some 

causes such as effort, and attention are believed to be controllable and one can be held 

responsible for these; others such as 'ability' or ' luck' are beyond one 's vol itiona l contro l and 

one is usually not held responsible for them. 

Fo ur ca uses emerged dominant 111 Weiner 's investigation 111 educat ional settings are as 

follow : 

Causes 

ABILITY 
EFFORT 
LUCK 
TASK DIFFICULTY 

intemal, 
intemal, 
external, 
external, 

Dimensions 

Stability Controllability 

stable, 
unstable, 
lillstable, 
unstable, 

uncontro llable, 
controllable, 
uncontroll able 
controllable, 

Cognitive motivational theories of Weiner, Bandura, Nicholls and Covington converge in 

pointing out that perception or attribution of ability and effOlt are the main factors which 

influence as determinants of achievement motivation. 

Attributional analyses serve an understanding of the cognitive functioning of one 's 

' thought--action sequence and allows predication of teachers ' motivation in educational 

settings. Weiner (1974) contended that attributions emitted through teachers' expectations 

of students ' achievement are causal or mediating factors of student achievement. 

These are also indicative of different goals teachers pursue in celtain settings/classroom 

situation. Attribution of failure to (low) ability, which is generally perceived as stable and 
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uncontrollable cause, indicates ego-goals and undermine motivation: Attribution of failure 

to (insufficient) effort, an unstable and controllable cause, indicates task-goal and a view 

that learning, can be improved with more effort and work. 

Salience of ability and effort attribution in achievement settings. 

A good deal of research work on achievement motivation has been found on abil ity-effo11 

factors. Stipek and Daniels (1988), and Ames (1984) regarded these factors to be affected 

by classroom environment, ' teaching practices, and student performance feedback. 

The interp lay of ability and eff0l1 factors is crucial and central to the understanding of 

achievement motivation. Nicholls and Ames (1990) stress on the negative effects of ability 

in generating a competitive reward structure in a classroom that tlu'eatenis self worth of 

average and below average students , and debilitates their motivation and efforts. 

In competition, some people necessarily remam below average as others rise above the 

average mark, the presence of high achievement of some students causes sense of low 

academic achievement in others . Teachers employing ability-focused practices create 

conditions in the classroom (e.g. emphasizing examination-award, seating students in the 

classroom according to their marks/position), as provide differentiated social treatment to 

students of different levels of ability, making them ego-involved. This makes the weak 

loose fUl1her in competition. 
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In competitive environments, success IS defined as doing better than others. In such a 

setting, the goal of the student is to demonstrate superior capacity, hence ability rather than 

effOlt is stressed and valued. As ability is generally defined as a fixed capacity, effort is 

considered as inconsequential and unimpOltant. Several researchers have converged on the 

conclusion that competition and rivalry have negative motivational consequences 

(Ames, 1978; Covington & Beery, 1976; Covington & Omelich, 1979 ; N icholl s, 1984) . 

A conclusion therefore emerges that competitive school environment or settings va luing 

ability make the strong ones to demonstrate competence to others and detract the weak 

students from achievement strivings. 

To wind up, Bandura, N icholls and Weiner's VIews on work goals are re levant to 

achievement settings and expectancies, and beliefs underlying these have been found to 

predict perceived "teacher efficacy" in several studies. The indigenous effect of school 

culture as a context factors has its unique influence as much as individual differences in one 's 

perceived sense of efficacy, mediated by one's previous beliefs and experi ences in a 

sample/class of persons. The two areas serve as focus of the present study. The objectives 

and hypotheses of the study, that fo llow in the next section, are gleaned largely from th is 

survey of literature . 
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AIMS AND OBJECTIVES OF THE STUDY 

Virginia Richardson (1996) contributing a chapter on "The role of attitudes and beliefs 

in learning to teach" in the Handbook of Teaching and Teacher Education observed; 

since mid 1980s, research on teaching and teacher education has 

shifted from a focus on teacher behaviour and skills to an 

emphas is on teacher cognition; thought processes, disposition , 

knowledge and beliefs. It has led to numerous studies that 

examined changes in beliefs and attitudes in teacher socialization 

and teaching experiences within the context of school, (p.114). 

The 'shift ' may well be initiated in Pakistan also, in view of poor performance of existing 

educational system. An investigation of the teachers.' belief system may be focused as an 

area for analysis and intervention to improve teaching outcome. The area of beliefs is wide 

indeed. This study is limited to teachers' efficacy beliefs only about (a) their ability and 

skills to teach, and (b) their perception that pupils are teachable despite their background 

conditions . The two aspects comprise the construct of Teacher Efficacy. In this context 

following are the broad aims of the study. Specific objectives emerge therefrom. 
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Aims 

First, exploring teachers' beliefs, specially those about their efficacy as teachers is a 

potentially useful , unique, and an unexplored area of research in Pakistan which is beli eved 

by us to provide an understanding about the poor outcome of schools. Inspired by the 

growth in studies of teacher cognition abroad, we herein attend to the call of Gibson and 

Dembo (1984), the leading researchers in the area of teacher efficacy, that "research needs 

to be undertaken on different samples for cross validation of the construct of 

teacher efficacy", (p. 579). 

Second, we follow a normative, quantitative approach in this study aiming at representative 

and generalizable research outcome and consciously drift from the dominant trend 

(in the Western researches) of employing qualitative methods such as teachers ' narrative, 

personal histories, metaphors, concept-maps etc. in the relativistic and clinical framework. 

Third, we follow a ce11ain framework in this study. We are guided by cognitive motivational 

perspectives re levant to achievement and learning/teaching situation, and the social learning 

theory in conceptualization of teacher efficacy beliefs. A model for predicting teacher 

efficacy beliefs was framed and tested accordingly. A related interest was to explore 

efficacy beliefs in the context of Pakistani school settings and teacher population. Indigenous 

questionnaires were used relevant to school culture and teaching practices and notions 

common in Pakistan. 



34 

Objectives 

(i) To ascertain meanings of the construct of teacher efficacy in terms of 

(a) cognitive motivational constructs/theories and (b) teacher characteristics, to 

empirically demonstrate the linkages between these variables/constructs and teacher 

efficacy. 

(ii) To ascertain factorial structure of Teacher Efficacy Scale (TES) as a cultural measure 

on a sample of teachers in Pakistan. 

(iii) To conceive and test potential predictors of internal ePE) and external (TE) aspects of 

TES. 

(iv) To asceltain belief pattern, teaching goals, and areas of attitudinal and belief change 

for improving quality of instructions and classroom practices. 

(v) To conceptualize teacher efficacy in a viable model that can meaningfully guide 

teacher-education programme and change effort in schools, in Pakistan. 
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Research Questions 

1. To what extent Teacher Efficacy Scale (TES), when applied to a sample of teachers 

in Pakistan reveals structure and meanings similar to that found in the West? 

2. How the construct of teacher efficacy is related to (a) teachers ' conceptions of 

intelligence, (b) their goals in teaching, and (c) their style of causal attribution for 

students' success and failure? And how powerfully these concepts can predict 

perceived teacher efficacy. 

3. Whether celtain demographic teacher-characteristics such as gender, experience and 

subject (discipline of teaching) are associated, as antecedent characteristics, with 

one 's perceived teacher efficacy? 

4. Whether levels of teacher efficacy can be conceived in interaction terms (e.g. high TE, 

high PE vs. say low TE, low PE) and predicted from teachers ' instructional goals, 

concepts of ability and attribution pattem for student achievement. 

5. What motivational characteristics and beliefs this sample of teachers possesses and 

how does their profile reflect on their work/school settings? What affective/cognitive 

intervention does it suggest for teacher education in Pakistan? 

Queries 2-4 will unfold the meanings of the construct of teacher efficacy and its relationship 

to motivational approaches in teaching in terms of stipulated variables/constructs, and 

teacher characteristics. Questions I and 5 refer to asceltaining validity of TES for use 111 

Pakistan, and drawing a profile of Pakistani teachers by TES. 
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Definition of the Concepts/Variables 

Teacher efficacy: We define teacher efficacy in a manner consistent with Bandura 's 

conceptua lization from the field of cognitive social psychology. It IS a cognition 

involving two aspects; the perception that one has the ability to successfully perform a 

job --- self or personal efficacy (PE), and expectation that a fruitfu l outcome of their work 

is certain --- teaching efficacy (TE). Performance is influenced both, by beliefs 111 

one 's capability to do a job and beliefs that a desirable or hoped for outcome will be 

achi eved. Further, if an individual believes he or she is capable to perform a task (PE) , one 

may not persist in it unless it is believed that the performance will bring forth the des ired 

outcome (TE). 

Concept of ability or intelligence: There is a view that intelligence or ability is a malleable 

quality in contrast to another view that it is a predetermined or fixed entity that can not be 

enhanced by effort or training. People subscribe to one or the other conception. The latter is 

conducive to teaching and learning, the former is not. 

Task motivation style: According to Nicholls, there are two psychologica l states of work 

motivation; having an interest in the task to learn and master it( intrinsic des ire), or 

alternatively to perform a task in order to document one's competence (good grades) and gain 

a favourable judgment from others extrinsic reason.. The two motives or goals guide 

objectives and practices of learning and teaching differently, determining consequently the 
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quality of education. Task-involvement promotes gen uine interest in the work itse lf, whereas 

ego-involvement indicates egoistic focus on achievement in comparison to others . 

Effort-ability attribut ion: Teachers' attribution of effort or ability a causa l of students' 

success or failure is a characteristic of teachers' cognition in achievement context. Teachers 

who attribute eff0l1 (a volitional/controllable and internal factor) to students' achievement are 

optimistic about student outcome; those who attribute it to ability (genera lly perceived as a 

gIven or predetermined quality) do not hope a change in the students ' performance. 

The attribution IS deemed to be a characteristic of the situation (a gIven school system 

including the qua li ty of teachers and students therein) as well as the perception of the person. 

Statement of the Problem 

How the structure and meanings of the construct of teacher efficacy is exp lained in terms of 

cognitive motivation theories (i.e. concept of abi lity, goal orientation and attribution styles of 

teachers) and teacher characteristics in Pakistan, and what attitudinal and belief change does 

it suggest as reforms in teacher preparation programmes? 
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Statements of the Hypotheses 

1. Responses from teachers in Pakistan on Teacher Efficacy Scale of Gibson and Dembo 

will yield similar structure and meanings as that reported in the Western researches, 

and the construct of teacher efficacy measured with TES will bear theoretically 

meaningful relationship to (a) teachers' concept of ability, (b) their motivational 

(task versus ego involvement) approach in the context of teaching and learning, and 

(c) their attributional pattern for explaining student achievement. 

2. Respondents scoring high on one or both dimensions of teacher efficacy are predicted 

to score significantly higher than other respondents, on their beliefs in intelligence as 

an incremental quality (BIIQ), task-oriented motivation style (TMS), and effort than 

ability attribution for student achievement. 

3. Teachers ' concept of intelligence as an incremental quality (X,), and their task 

motivation (X2) are linearly related to teacher efficacy beliefs (Y) and serve as major 

influencing factors of teacher efficacy, mediated by teachers ' effOJ1 vs. ability 

attribution pattern for students' achievement. Teachers with high perceived efficacy 

score will ascribe effort more than ability percept to students' success/failure; those 

with low perceived efficacy will ascribe in the inverse direction. 
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4. Teacher characteristics; experience, and subject-discipline (Science/Arts subj ects) 

will significantly influence teacher efficacy as antecedent variables , in favour of the 

experienced and science teachers. Gender is predicted not to contribute toward 

teacher efficacy because of the comparatively stronger effect of school conditions and 

teacher soc ia li zat ion factor which is identical or common in boys' as we ll as gi rl s ' 

schools. 

5. Teachers will tend to believe more in the efficacy of ability than effort for student 

outcome and will poorly endorse incremental concept of intelligence, reflecting 

teacher thought and school culture in Pakistan. They will be moderately task­

involved . 

Rationale for research hypotheses We expect to find meaningful relationship amo ng vario Li s 

motivational constructs including that of teacher efficacy on the basi s of psychological 

theory. We understand that these constructs and theories will explain motivational factors 

underlying teacher efficacy beliefs in the context of teacher population in Pakistan, identify 

dysfunctional belief pattern, and guide reforms. Our prediction that teaching experience 

wi ll contribute to teacher efficacy beliefs and gender difference will be of no effect was 

guided by socia l learning theory. Everyday observations of teachers' action and decis ion 
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making underlie our prediction of teachers' attitudinal and belief profile. An understanding 

of the culture of mostly lower-middle class teachers employed in government school settings 

warrant this set of predictions about them. 

Since most of the research hypotheses are relational and large-sample based, representative 

and empirical design is employed for this investigation. Details on this subject are given in 

the Method section. 



C hapter 2 

METHOD 
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Development of Instruments 

Teacher Efficacy Scale 

Bandura (1997) cautioned that efficacy is relevant to specific tasks , therefore, it must be 

specifically rather than globally assessed. Gibson and Dembo (1984) developed 30 items 

Teacher Efficacy Scale (TES) accordingly (appendix-i). It has two factor sca les, teaching 

efficacy (TE) and personal efficacy (PE) which refer to efficacy beliefs specific to teaching. 

Short version of TES containing 16 items, as reported by Gibson and Dembo, has same 

reliability as the full length scale. Since the national language of our subjects was Urdu, TES 

comprising 16 items of the shOlt version and 2 other items that peltained to the adequacy of 

the preservice training, were translated to be used in this study as a measure of teacher 

effi cacy. Our version thus included 10 items of PE and 8 items of TE sca les. 

Translation procedure. First, a team of three english language teachers translated 

the items. Each one worked independently and thereafter discussed their work. 

The translation was next handed over to another group of three Urdu language teachers 

who first smoothed the Urdu script and then cross-examined it with the English text 

for ensuring the equivalence of the target script with the original contents. Second, Urdu 

translation was served on 12 student-teachers of B.Ed. class who had a B.A. degree 

with enlgish as a subject, to back-translate it into english. Each student worked 

independently and thereafter consolidated their work in two committees of six mem.bers each. 
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Third, the leader of the two committees and the three enlgish teachers who in i tially translated 

the text were entrusted the task of comparing the source and the target scripts and decide 

upon a firm Urdu version . They fo llowed the guide lines laid down by Brislin , LOJmer and 

Thorndrke (1973) and Butcher and Pancheri (1976) and kept the context of the statement 

as we ll as its membership to the scale in focus. Conceptual equivalence was duly cons idered 

to provide common meanings and legitimate comparisons between the two versions. Fourth , 

Urdu version was field-tested on 43 student-teachers ofB.Ed. Class. Half the students were 

given English version and the other half were given Urdu version in two separate groups and 

sessions. Next day the students were given the questiOJmaire in the other version than they 

took on the previous day. The students had completed their two months of preservice 

teaching practice around that time and were about to pass out. 

Item eq uivalence. Subjects ' responses on both the versions were tabulated · 

and compared to gauge the metric equivalence (Table 1). If the frequency of response on the 

Urdu and Engli sh version was discrepant by 10 percent ( more than 5 responses), it was 

considered as significant disequivalence. Two such statements were no. 23 and 25. Both had 

been idiomatically phrased, e.g. "If parents would do more with their chi ldren, I could do 

more"; and "If a student in my class becomes disruptive and noisy, I feel assured that I know 

some teclmiques to redirect him quickly". Urdu translation of these items was further 

deliberated upon and improved. 
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Scalar equivalence. Metric equivalence between english and urdu vers ion, in terms of 

mean scores, was acceptable. Mean score on urdu version was moderate ly higher on both 

PE and TE items, than on engli sh version (Table 1). Urdu version thus faci litated sco res. 

Table I 
Frequency of Responses on E English, U = Urdu Version ofTES (N=43) 

PE sa a da sda 
item no E U E U E U E U 

22 24 18 16 2 2 

7 17 19 16 16 7 6 3 2 

12 18 21 l3 15 9 4 3 -, 
-' 

14 22 20 14 17 3 3 4 3 

15 20 25 15 18 5 2 3 0 

19 17 21 15 16 9 4 4 2 

21 15 20 12 15 9 5 7 3 

24 16 17 15 17 7 4 5 5 

25 14 20 13 15 9 6 7 2 

29 21 23 11 1 1 6 5 5 4 
Total 161 141 64 43 M=28.79 

210 156 40 26 M=32.69 

(table continues) 
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TE sa a da sda 
item no £ U £ U :E U £ u 

2 17 16 15 13 7 9 4 7 

4 22 18 10 8 6 9 5 8 

6 24 19 9 8 5 10 5 9 

16 18 13 18 17 5 8 2 c 
.J 

17 19 21 9 10 10 8 5 4 

23 18 24 11 8 5 6 9 3 

27 16 15 13 15 5 7 9 6 

30 18 22 11 9 8 7 6 5 
Total 152 96 51 45 M = 15 .74 

148 89 64 47 M = 16.37 

sa = strongly agree, a = agree, da = disagree, sda = strongly disagree. 
PE and TE items were scored by level of agreement and disagreement, respectively, to arrive 
at mean values. 
Item no above refer to statement no of 30 items TES , appendix-i . 

TES was used in this study on a four point scale, strongly disagrees = 1, disagree = 2, agree 

= 3 and strongly agree = 4, for the PE items, and in the reverse direction for TE items. The 

respondents rated how much each stated behavior or idea was representative of the ir typica l 

behaviour as teacher. 

Reliability and validity. Cronbach alpha coefficients for this sample was. 71 for PE and 

.65 for TE on Urdu version. TE and PE scores were found ul1correlated ( r = - .087), which 

means that the scores for the two scales did not depend 011 each other. In view of these 

analyses Urdu version of TES was deemed to be a good-enough tool to be used in this 

research study. 
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Beliefs about intelligence as Incremental Quality questionnaire 

One of the consituant variables of teacher efficacy is beliefs about the nature of ability or 

intelligence . This conceptualization is based on literature on motivation. The contention is 

that an incremental concept of intelligence is a positive and progressive belief which helps an 

educator to be more confident about his/her role as teacher. The opposite belief about the 

nature of intelligence is counterproductive in education and undermines a teachers ' belief in 

the efficacy of effort to bring about achievement in students. Surveying relevant literature 

on teachers' personal theories and notions on academics as related to intelligence, and 

theories of motivation related to ability, a set of 38 items were phrased in Urdu that sampled 

both the views about the nature of intelligence. Examples : "A less capable student can not 

succeed, no matter how hardworking he/she is", Students ' memory power can be increased 

with training". 

Scale construction. Items were scrutinized by two expert judges who had knowledge 

of both measurement and personality theory. A set of 29 items was selected that were 

administered to B.Ed class of 43 student teachers. They responded to each statement/item by 

agreeing or disagreeing with it. Four items which were non-discriminating, i.e. predominantly 

loaded on agree/disagree category, or negatively correlated with the scale were removed. 

Item/total analysis of the responses was carried out for the remaining 25 items to eliminate 

the weak ones. Finally 15 items were retained in the scale that had high to moderate index of 

internal consistency. Table 2 indicates the items, and their homogeneity in terms of rbis 

which ranges between .29 to .61. The average rbis value of the items is Al in this sample. 

Eight items were keyed for ' disagree' whereas seven were keyed for ' agree' response to 

make a balanced scale. 



Table 2 
Item Analysis for BIIQ variables (N- 43) 

1. It makes a difference in their ability if students change their teacher or schoo !. 

2. 

3. 

4. 

5. 

6. 

7. 

8. 

A less capable student can't succeed no matter how hardworking he/she is. 

Training rather than aptitude can make one a success in any fie ld. 

Yo u may learn many new things but your competence can increase to a 
limited extent. 

Interest in studies is not an inherent quality of a student; it is the outcome of 
hardwork in studies . 

Mental capability is determined by nature, one can not increase it with eff011. 

Students' achievement is mostly due to hardwork and persistence than due to 
inte lligence. 

Some persons are born with greater qualities while others have less. 

9. I bel ieve potential is inherently determined, it can not be increased through 
schooling. 

10. Most of the human abilities are gifted by nature rather than acquired. 

1 1. Students can increase their ability with effort as much as they want. 

12. People remain less smat1 largely because of their limited experiences. 

13. Students ' memory power can be increased with training. 

14. Knowledge can be increased, intelligence can't be .. 

15. The problem with weak students is that their mental growth is held 
they cannot progress fUl1her. 

up and 

46 

rhis 
.52 

.40 

.35 

.38 

.30 

.47 

56 

.36 

48 

.44 

.45 

.31 

.29 

.46 

.33 

Nole. BIIQ was conceived and administered in Urdu. Appendix ii Table 2 contains Engli sh 
transcript of BIIQ but the data shown for each item is one that was obtained on Urdu version . 
Key: 
Agree: 
Disagree: 

1,3,5,7, 11 , 12, 13 
2,4,6,8,9, 10, 14, 15 
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Reliability and validity. KR 20 index of the 15 items scale is .73. Odd-even 

reliability index with this sample of 43 student teachers is .65 which is acceptable for a short 

measure of the size of BIIQ. 

BllQ scores moderately correlated ( r = .392 p<.Ol) \vith the Urdu version of TE scale. 

Its correlation with PE scale was only .115. 

Task Motivation Style Questionnaire 

Another indigenous measure used in this study was a 20 items task motivation style (TMS) 

questionnaire drawn on Nicholls' (1978) goal perspective theory which is most relevant to 

academic achievement situations. Task-involvement versus ego-invo lvement as two 

motivational states are theoretically related to other psychological variables of this study such 

as teacher efficacy beliefs, teachers' implicit theories of intelligence, and teachers ' 

attributional style for student outcome. It is proposed as a predictor of teacher efficacy in thi s 

study. TMS questionnaire items tap classroom instructional and evaluat ion techniques, and 

other classroom routines that characterize a teacher's approach as task or ego centered in 

school matters ; example-I, "I advise my students to carry out their school work without 

caring how others are doing it"--- task-involvement, example-II, "I am sati sfied with only 

those students whose work is absolutely error less" --- ego-involvement. Items of TMS 

represent strategies generic to the process of learning and teaching. Agree or disagree 

responses to the statements of the questiOJU1aire, : indicative of teacher 's actua l or preferred 

style, ideology or notion about teaching practices, reflect on one's task or ego/se lf focLl sed 

orientation in teaching. 
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Scale development. Initially a set of 40 items was administered, after an expert 

sc rutiny of items vis-a-vis the construct of the measure, to 84 preservice M.A . (Educat ion) 

student- teachers . Items which were found to be weakly corre lated with the total score or 

which were overl y desirable/preponderant on agree or disagree response and were thus 

non-discriminating were removed from the analysis. The remaining 34 items were set into 

two separate, ego or task related lots and were item-analysed in terms of their item total 

correlation (J'bis) within the respective task or ego set of items. Table 4 indicates Engli sh 

translation of the top 10 items of each of the two sets with their rbis values on Urd u version . 

The task and ego sets of items were significantly correlated l' = -.624 . A strong negative 

association between the two opposite halves i.e. task and ego dimensions, .upheld the validi ty 

of the task vs . ego construct. It shows that the items were conceptually similar and could be 

scored on a task-to-ego continuum. Task items were thus scored as "agree" and ego items as 

"disagree", (example I and II, respectively). The obtained score, thus , indi cated strength of 

task-achievement relative to ego-achievement goa ls. For instance a score of 10 or higher on 

a sca le of 20 items indicated a relative preponderance of task-orientation over 

ego-orientation, and a score of less than 10 indicated vice versa. 

Reliability and validity. K-R 20 estimate of TMS was .719. Pearson corre lation of 

.- 624 indicated that task and ego dimensions of motivation were opposite . This upheld the 

validity of taskt€go motivation construct. 



49 

TMS score of thi s sample of 84 students were re lated to their marks obtained in MA 

Education programme. data summarized below shows that task orientation was related 

to level of achievement. 

TMS 

Groups Marks obtained n M SD 

65% & above (Ist division) 41 15 .1 2 2 .8 5 

2 51 % -- 64 % (2nd divi sion) 24 12 .95 3 .55 

3 44% -- 50% (3rd division) 19 11.70 2 .20 

Note. Mean TMS score of group I is significantly higher (p<.O 1) than that 
of group 2 or 3. 

Table 3 

rbis values of Tas k Motivation Style (TMS)items (N = 84) 

1. 

2. 

3 . 

4. 

A student' s pOSitIOn in the class among other students is not so 
impOliant, what is more impOliant is how much his/her work is 
correct or incorrect. 

It is better not to write any comments on the students ' work books , 
a tickmark or cross is enough. 

The weak students should be given relatively easy sums in the 
classroom. 

It is better for students to cooperate rather than compete with each 
other in studies . 

rbis 
.32 

.26 

.39 

.37 

(tab le continues) 



5. I appreciate students for their effOlt in course work more than their 
marks . 

6. I like the st udents who are quick in work. 

7. It is all right for student to fee l satisfied if they get good marks in 
studies, but still cons ider themselves weak students. 

8. I am lenient in marking the assignments of weak students . 

9. I allow students to consult each other and seek help while doing 
classwork. 

10. The only and the best indicator for a good teacher is his or her c lass 
res ul t. 

11. I ask weak students to palticipate with other students, in the 
class work and I do not mind even if it takes more time and the 
courses remain incomplete. 

12. r frankly announce in the class that such and such students are weak 
and others are good in studies . 

13. I am satisfied w ith on ly those students whose work is abso lutely 
errorless. 

14. I evaluate a student ' s progress by comparing his/her current 
performance with the previous one, rather than comparing him/ her 
with other students. 

15. 1 advise my students to carry out their work without caring how 
other are doing it. 

16. Students should be grouped in the class on the basis of their ability 
and marks rather than just randomly. 

1 7. Some students a re interested in getting good marks, whereas some 
others want higher marks than others. I value the former more. 

rbis 
.27 

046 

.26 

.32 

.30 

.33 

.35 

.27 

.29 

.27 

.32 

A I 

.34 

(table continues) 
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18 . I usually warn the students that it wi ll be difficult for barely 
average students to proceed with the studies in high school. 

19. [f somebody fai ls despite hardwork, it is simply shameful. 

20. Students study extra hours , not for self intere;:;t but to impress 
others by ex pecting high marks. 

rbi s 
.36 

.25 

.26 

5 1 

Note. Task item nos 1, 3,4, 5, 8, 9, 11 , 14, 15, 17 are keyed ' agree ', Ego item nos 2, 6, 7, 10 , 
12 , 13, 16, 18, 19, 20. are keyed ' disagree ' . 

Attribution questionnaire 

A set of three items was constructed to ascel1ain teachers ' attri bution style about students' 

(a) success, (b) fai lure, and (c) achievement; through ability, effort, luck, and task -

difficulty factors on a 4-point scale (veJY important = 4 to least important = 1) . These factors 

were used and interpreted w ithin the framework of Weiner ' s system of attr ibution anal ys is. 

subj ects rate each of the four factors , in their relative importance as ca usa l of students ' 

success, failure , and achievement, separately. The items are: 

(I) What causes students ' failure in studies? 

(2) What factors contribute towards their success in studies? 

(3) What factors mostly contribute in student achievement? 

Background Information Blank 

A background information blank was also served on the respondents to obtain relevant 

demographic information . 
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Respondents 

Respondents for this study comprised 156 men and 71 women enrolled in Master of 

Education (M.Ed .) programme. Of these 227 prospective teachers, 87 were enrolled in 

College of Education for Men Lahore (CEML), and 140 in the Institute of Education and 

Research (IER) Lahore. Half the respondents uridergoing M.Ed. programme at CEML were, 

by requirement of admission policy, science or mathematics teachers, and the other half were 

language, social studies or alis teachers and had studied these subjects at graduate level. IER 

which followed liberal admission requirements had enrolled 95 students in Arts as against 

only 45 in science and mathematics. Of all, there were 46 respondents who had no formal 

teaching experience while the rest were in teaching service in government schools. All the 

respondents had obtained bachelors' degree in education (B.Ed.) which is a precondition for 

enrolling in M.Ed. programme. Further details of the respondents are presented below: 

Table 4 
Sociological characteristics o/the respondent teachers (N = 227) 

Experience 

i) NIL or less than 
one year 

ii) 1-5 years 
(M = 3 years) 

iii) Above 5 years 
(M = 9 years) 

Total 

Science 
Women Men 

9 8 

7 5 

6 10 

45 

IER 

Note. Figures indicate number of respondents. 
M= Mean 

Arts 
Women Men 

17 12 

10 7 

22 27 

95 

CEML 
Science 
Men 

29 

14 

43 

Average experience is 5.3 years. 

Arts 
Men 

19 

25 

44 
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Data-collection 

Questionna ires were admini stered to respondent teachers in their respective classrooms and 

institutions in their regular class periods in the following order: 

(a) Task Motivation Style (TMS) Questionnaire 

(b) Beliefs about intelligence as Incremental Quality (BIIQ) Questionnaire 

(c) Teacher Efficacy Scale (TES) 

Cd) Attribution Questionnaire (AQ) 

(e) information Blank 

The first two questionnaires were administered on the first day. The sessIOn began with 

describing the purpose of the data collection, and a brief introduction of the TMS 

questionnaire . Respondent teachers then worked on their own pace to complete the 

questiOlUlaire. They were briefed similarly on the second questiOlUlaire namely BI1Q. At the 

end of the session, the respondents were told to expect two more questionnaires on the nex t 

clay. On the next day appropriate instructions were given for TES and AQ. In th is 

regard , respondents were briefed on how to use Likert type scale and its categories of 

responses as used in TES and AQ. Again subjects worked on their own pace. Fina ll y, they 

fi ll ed up the Information Blank.. 

The questionnaire technique for eliciting data pe11aining to cognition and beliefs was used. 

As an ex-post facto study pertaining to teachers ' beliefs, conceptions, and their motivationa l 

styles, it employed quantitative measures to collect cross-sectional data of school teachers at 
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one point of time; that is our measure of independent and dependent variables was taken at 

the same time. A reasonably large sample as used in this quantitative and representative 

study will very likely yield generalizable conclusions. 

Research Design and Analysis Procedures 

1- Factor analysis was carried out on TES data using principal component analysis to 

asceltain the factorial constellation emerging in this sample. It was compared with 

similar analyses undeltaken in the West for cross-cultural understanding assessing 

generality of the construct of teacher efficacy. 

2- The study largely employed correlational and linear multiple regression procedures in 

investigating the concept of teacher efficacy on Pakistani data in the framework of 

various motivational constructs and theories referred earlier. Interaction effects 

between TE and PE aspects of teacher efficacy were studied through cross-table 

technique. 

3- A path framework was suggested for TE and PE dimensions of teacher efficacy as 

illustrated in Fig.3. Linkages or paths between predicting variables and teacher efficacy 

(TE/PE effect variables) were drawn on theoretical basis and tested through Simon- . 

Blalock method followed by path analytic ' interpretation of multiple regression 

analysis. Path analysis allows for an estimation of the relative contribution 

(both direct and indirect) of all determining factors specified in the path diagram to 
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variation in each dependent variable of interest~ (Anderson & Evans, 1974; Kerlinger 

& Pedhazer, 1973; Werts & Linn, 1970). Relational hypotheses peltaining to the 

suggested model were assessed by comparison of standard beta weights for the 

predictor variables towards the effect variables and magnitude of R2 for various sets 

of regression equations. The path model ( Fig.3) is tested as follow; concept of 

intelligence--BIIQ-- (X ,) is hypothesized to influence all variables in the sequence, 

task motivation style--TMS--(X2) is another exogenous variable which mediates 

influence of X, on TEIPE (aspects of teacher efficacy/the dependent variable); next 

effort attribution (X3) and alternatively ability attribution (X4) is set as 

context/intervening variable, effecting all prior variables, on TEIPE. 

4. As a basically correlational study, it focuses on the validity or truthfulness of data 

from two aspects: First, measurement validity aspect/construct validation is carried 

out by means of factor analyses and correlational/comparative analyses etc. (a) to find 

meanings of the construct of teacher efficacy and its correlates in thislPakistan data, 

and (b) to compare it with the Western researches for cross-validation and construct 

generality purposes. Second, statistical inference validity aspects were taken care of 

through various statistical inference tests such as F test, t ratio, Scheffe test , R2 etc. to 

estimate the significance of the probability of results. The statistical analyses match 

hypotheses which are mostly relational. The research design lacks sophisticated 

linkage analyses due to non-availability of computer sof'twares such as LISERAL 6 or 

8 pakages and know-how for using the same. Findings are repOlted in the next 

section. 



Chapter 3 

RESULTS 
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Validation of Teacher Efficacy Construct 

Teacher efficacy construct followed Bandura ' s concept of self efficacy, and was measured 

through Teacher Efficacy Scale. The construct was validated on Urdu version of the scale on 

a sample of teachers from Pakistan through internal analyses procedures e.g. facto r ana lys is, 

intel~orre l ation with other construct/measures components as detailed below: 

Factor analysis 

Responses to TES from teachers in Pakistan were put to Principal components factor 

analysis.(Table S). Eigen values greater than 1.00 supported a two factor so lution and 

accounted for 36 percent of the variance ( Table S). Factors 1 and 2 which comprised 31 % 

of the total variance were found to be nearly uncorrelated (r = -. 11 4), with each other. Factor 

3 which was a littl e sholi of obtaining eigen value of 1, had a positive corre lation with Factor 

I (1' = .336), and a modest negative correl ation (r - .206) with Factor 2. Item load ings 

obtained by Gibson and Dembo (1984) are also shown in Tab le S for cross-cu ltural 

comparI son. They obtained a two factor solution using a samp le of 208 elementary school 

teachers. Our sample, however, comprised high school teachers . 

Eight items that emerged under Factor 2 in the current data were originally placed in Factor 2 

in Gibson and Dembo 's study and were labelled as TE factor scale . The items peltained to the 

beliefs that teaching can overcome the influence of home (e.g. "A teacher is very limited in 

what he or she can achieve because a student's home environment has a large influence on 

his or her achievement". The exception was item 27 which cross- loaded on Factor 1 with a 
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negative sign (e .g. "The influences ofa student' s home experiences can be overcome by good 

teaching"). One exp lanation can be that some subj ects might have foc used on "home 

experiences" --- the external aspect, while others focused on "good teaching" --- the se lf 

aspect, part of the statement. 

Factor I identified most of the items which Gibson and Dembo found in PE fa ctor scale. 

However items 1, 12, 24 and 25, in addition, cross-loaded on Factor 3 with us. Two of 

these, no 1 and 12, (e.g. "when a student does better than usuall , many times it is because 

I exerted a little extra effort" . " When a student is having difficulty with an assignment, I am 

usually able to adjust it to his or her level") loaded on Factor 3 in Woolfolk and Hoy's study 

(1993) also, of 182 liberal mts preservice elementary teachers. They interpreted thi s 

constellation of items as PE + and interpreted it as teachers ' efficacy in correcting student 

outcome. Taking PE + as marginally interpretable entity, they proceeded with their work on 

two factor solution following Gibson and Dembo's classification. Woolfolk and Hoy share 

with Guskey (1988) the explanation that Factor 1 indicated teachers ' sense of persona l 

effi cacy or ability for teaching and Factor 2 indicated their perception that difficulti es 

outside school could be overcome. 

In Soodak and Pode ll ' s (1996) study, however, Factor 3 labeled teaching 'outcome 

expectation ' (OE), appeared as a robust factor , with an eigen value of 2. 02. 
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Table 5 
Principal Components Solution; Factor loadings for Teacher Efficacy Scale variables. 

no. 

1 *. 

2. 

4. 

6. 

\2 * 

14*. 

15*. 

16. 

17 

19*. 

Items 

When a student does better than 
usual, many times it is because I 
exerted a little extra effort. 

The hours in my class have little 
influence on students compared to 
the influence of their home 
environment. 

The amount that a student can 
leam is primarily related to fami ly 
background. 

If students aren 't disciplined at 
home, they aren't likely to accept 
any discipline. 

I have enough training to deal with 
almost any leaming problem. 

When a student is having difficulty 
with an assignment, I am usually 
able to adjust it to his/her level. 

When a student gets a better grade 
than he usually gets, it is usually 
because I found better ways of 
teaching that student. 

When I really try, I (;an get 
through to most difficult students. 

A teacher is very limited in what 
he/she can achieve because a 
student's home environment is a 
large influence on his/her 
achievement . 

Teachers are not a very powerful 
influence 011 student achievement 
when all factors are considered. 

When the grades of my students 
improve it is usually because I 
found more effective teaching 
approaches. 

Gibson & 
Dembo( 1984) 
Factors 

F I 
(PE) 

.49 

.69 

.46 

.46 

.53 

.55 

F2 
(TE) 

.54 

.54 

.60 

.65 

.34 

Present Study 

FI F2 

.35 

.49 

.55 

.55 

.63 

.54 

.60 

.40 

.58 

.55 

F3 

.40 

.58 

Woolfolk 
&Hoy. 
( 1990) 
F + 3 

PE+ 

.38 

.69 

Soodak 
& 
Podell 
( \ 996) 
F3 

OE 

.36 

.76 

.74 

(Table continues) 



no . 

2 1 *. 

23 . 

24*. 

25* 

27. 

29*. 

30. 

Items 

I f a student masters a new math 
concept quickly. thi s might be 
because I know the necessaJY steps 
in teaching that concept. 

If parents wo uld do more with 
th eir chi ldren. J co uld do more. 

If a student did not remember 
information I gave in a previous 
lesson, I would know how to 
increase his/her retention in the 
next lesson . 

If a student in my class becomes 
disruptive and noi sy. I fee l 
assured that I know same 
techniques to redirect him quickly. 

The influences of a student's home 
experiences can be overcome by 
good teaching. 

If on e of Illy st udents co uldn ' t do a 
c lass assignment. I would be ab le 
to accurate ly assess whether the 
ass ignment was at the correct level 
of difficulty. 

Even a teacher with good teaching 
abilities may not reach many 
students. 

Eigen value 

Gibson & 
Oembo( 1984) 
Factors 
F I 
(PE) 

.61 

.5 1 

.49 

.48 

F2 
(TE) 

.52 

-.52 

.45 

Variance 18.2% 10.6'Yo 

Cum. percentage 28.8% 

Present Study 

FI F2 

.55 

.44 

.40 

-.62 .33 

.57 

.53 

2.64 1.93 

19.50% 11.88% 

3 1.38% 

F3 

35 

.52 

.88 

4.8 1% 

36. 19% 

Woolfolk 
& I-Ioy. 
( 1990) 

F "3 

PE + 

59 

Soodak 
& 
Podt:!11 
( 1996) 
103 
OE 

.6-1 

.37 

2.02 

30.70% 

Nu/e. no . = Serial number of the statement as it appears in 30 items orig inal TES. (Appendix- i). Item appearing with * are 
placed in PE Scale and the rest in TE scale by Gibson & Oembo th e authors of TES. 

PL + (facto r 3) is not a factor label but reflects Woo lfolk and Hoy's interpretat ion of th e factor. 
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It is relevant to refer to Soodak and Podells ' explanation for the emergence of their Factor 3. 

The preschoo l and elementary teachers which comprised 74 percent of their sample beli eved 

less than high school teachers that posit ive student outcome (Factor 3 label outcome efficacy) 

was due to their own actions. A table is quoted from Soodak and Podell s' (1996) article 

"Teacher Efficacy: Towards understanding of a multifaceted construct" to illustrate the point. 

Difference in teacher efficacy by teaching level in two and three jactor 
situations(Soodak & Podell, 1996). 

Factor Preschool Elementary Junior High Schoo l 
M SD M SD t 

PE (2 factor solution) .11 .91 -- .14 1.13 1.70 

PE (3 factor so lution) .07 .96 -- .01 1.08 0.48 

OE(3 factor so lution) .13 l.02 -- .32 .95 2.90 

P 

NS 

NS 

.004 

Note. PE (2 factor solution) pertains to teacher 's belief that he or she 
possesses teaching skills . OE (3 factor solution) refers to belief that when 
those ski ll s are implemented (subject to school conditions), they lead to 
desirable student outcome. 

Unlike Soodak and Podell's study of mostly preserVlce and elementary leve l teachers, 

the current data comprised experienced and high school teachers. The difference in sample 

characteristic probably strengthened Factor 3 in their study. Our sample of high school 

teachers weakly endorsed Factor 3 (eigne value = .88) . Guskey and Passaro (1993) who had 

employed a similar sample (59 prospective and 283 experienced teachers) also found a two 

factor so lution on an adapted form of TES from the research work of Gibson and Dembo 

( 1985). Only four item factor 3 constellation in this study that overlapped with factor I 
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(r = .336) was by itse lf too short to be a re liable measure. We thus confirmed a two factor 

solution of TES in the current data , followin g Gibson and Dembo 's ori ginal classification of 

PE and TE factors and proceed with further analysis of data accordingly, in thi s study. 

Descriptive statistics 

Data obtained from IER and CEML were comparable and the obtained difference between 

the mean scores of the respondents from the two institutions was not significant on any of the 

measures (Table 6). 

Table 6 
Descriptive Statistics on Various Measures by Institution and Subject Discipline 
(A rts/Science) 

TMS 
Institutions N M SD 

SCIENCE 
CEML43 12.7 1 2.98 

IER 48 12.49 2.26 

ARTS 
CEML44 12.40 1.59 

IER 92 12.75 1.92 

Note . TMS = Task motivation style 

N=227 

BIIQ 
M SD 

10.04 2.77 

9.66 1.96 

9.11 3.05 

9.63 2.62 

TE 
M SD 

18.27 3.19 

18.07 3.53 

17.23 4.67 

l7.07 3.77 

PE 
M SD 

33. 11 2.59 

32.60 4.27 

33.47 3.98 

33.6 1 3.58 

BIIQ = Beliefin Incremental intelligence, 
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Distri butions of scores on most of the measures was normal except on PE where mean score 

of 33 was quite higher than a theorically expected mid score of 25 on a 10 item rat ing sca le 

( 1-4). Some respondents expressed maximum ( 40 score) self efficacy. The I imited range or 

clustering of obtained scores at the upper end on PE scale could be due to perce ived sa li ence 

of" ] can ... " items to the respondent teachers. A tendency for impress ion management for 

such items could be responsible for the inflated PE scores. Such a tendency did not seem to 

be operative for TE statements considering its mean score of 17 for a theoretically poss ible 

mid sca le va lue of 20. 

Coefficient alpha for TE and PE scale and KR-20 index for TMS and BIIQ questionnaires 

indicate moderate to acceptable reliabilities (Table 7) . 

The clustering of PE scores on the upper end probably limited the spread of scores as well as 

its correlation with BIIQ, TMS and other measures (Table 6). Maximum intercorrelation 

between PE and any other measure was -.328, PE hence appeared to be the most di screte 

construct. 



Table 7 
Descriptive Statistics, Alpha Coefficents, and KR 20 Index a/Various Measures 

Constructs/V aria bl es Items M SD Range Reliability 

l. Beliefs about Intelligence as 15 9.75 2.57 6- 15 
Incremental Quality (BHQ) 

.69k 

9.91 1.90 5-16 

2. Task Motivation Style (TMS) 20 12.79 2.26 8-17 
.78k 

12.28 2.1 0 8-16 

3. Effort (attribution) 3* 8.67 2. 06 5- 12 
.68a 

9.23 1.98 5-12 

4. Ab ility (attribution) 3* 5.65 2.21 0- 10 
.5 9a 

5.32 2.04 0-9 

5. Teaching efficacy (TE) 8* 17.80 3.64 10-26 
.65a 

17.05 2.96 13-23 

6. Personal efficacy (PE) 10* 33 .75 3.22 25-38 
.7 1 a 

35.92 3.51 28-40 

7. BfIQ X TMS 111teraction 125 .83 39.70 54-225 

Note. * is a rating scale 1-4 , a = aplha, k = KR-20 

N= 158 men (87 CEML & 7 1 IER) unbold type. N=69 women (IER), bold type. N=227 

(Men + Women) for variable 7 statistics. 
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In view of no difference in the scores between the sexes and between IER and CEML 

respondents, the data was coll apsed for fut1her analyses. 

Table 8 
Zero order correlation among various motivational constructs/measures 

Constructs I II ill IV V VI VII 

BIIQ .234 .277* - .22 1 .366* -.32 8* .146 

11 Task Motivation Style .532** -.252* .640 ** .044 .178 

III Eff0l1 (attribution) -.467* .380* .088 .103 

IV Ability (attribution) -.11 5 .205 .051 

V Teaching Efficacy (TE) -.114 .071 

VI Personal Efficacy (PE) .001 

VII TE X PE 

Note. BllQ = Beliefs about Intelligence as Incremental Quality 

N = 227 **p<.Ol *p<.05 

Intercorrelations amomg constructs/variables 

PE and TE dimensions of the Teacher Efficacy Scale (TES) were almost uncorre lated 

( r = -.114) and independent of each other in the current data . Similar findings 

weremade in several Western researches (Gibson & Dembo, 1984; Woolfolk & Hoy, 1990 ). 

Highly modest correlation between PE and TE scales demonstrated the conceptual 

discreteness of the two dimensions synonymous to Bandura 's conceptualization of 

' self efficacy expectations' and ' outcome expectations ', respectively. 
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PE was also uncorrelated with task motivation style (r = .044) but it had a negative 

correlation (r = -.328) with beliefs about intelligence as an incremental quality. On the other 

hand TE was moderately correlated with BIIQ (r = .366 p<.OS) and strongly correlated with 

TMS (r = .640 p<. OO 1). PE has been thus revealed as a unique construct that is consistently 

unrelated to other concepts but moderately related to ability attribution and negatively but 

significantly related to BIIQ . It may be recalled that perceived personal efficacy (PE) as an 

intemal dimension refers to efficacy abilities and skills. 

The other dimension perceived teaching efficacy (TE) pertaining to beliefs that 

environmental constraints can be overcome and students can leam despite their background, 

family, and IQ limitations, emerged closer to the concept of task motivation style (TMS) 

than incremental concepts of intelligence (BIIQ). Task motivation and concept of 

intelligence themselves were moderately correlated (r = .234) indicating that these were 

factorially distinct but related concepts and would together predict TE more strongly. 

It may be recalled that BllQ and TMS concepts were identified earlier as predictors of 

TE and PE aspects of teacher efficacy. Some researchers have noted that TE dimension has 

much in common with teachers' notions of ability/ intelligence (Ashton & Webb, 1986; 

Eccles & Wigfield, 1985), however the current data indicates that TE dimension has sti ll 

more to share with task motivation than with ability percept. 
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Further, TE di scriminatingly correlated w ith effort (.380, p<.OS) and ability (-. II S, ns) 

attributional factors. The two factors were themselves significantl y negatively correlated 

(r =. - 467 , p<.OI). It is theoretically meaningful to note that a tendency to attribute student 

achievement to effort was positively correlated with TMS , TE, and BIIQ scores (r = .S32, 

p<.OI , ,. = .380, p<.OS, and r = .277, p<.OS) whereas a focus on attribution to ab ility was 

negatively associated with all these three constructs (-.2S 2 , p<.05; -.11 5; & -.22 1), 

respectively. 

Core lational data for the two dimensions of TES and their relationship with other concepts 

revealed the following constellation. First, scores on BIIQ, STM and Effort attribution were 

positively associated with each other as well as with TE. Ability attribution was negati ve ly 

associated with all of these. Second, PE scores had a positive association with ability 

attribution, moderate negative association with BIIQ, and almost no correlation with STM 

and eff0l1 attribution. Third, TE and PE were uncorrelated dimensions; and Effort - Abi lity 

attribution styles were opposite poles. Fo L111h , statistical interaction(in terms of PE X TE 

scores) did not relate to any of these measures showing that values of TE and PE did not 

depend on each other. 
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The above findings revealed theoretically meaningful relationships between these constructs. 

The current data p31tially suppOlted, the ecological relevance and generality of these 

motivational constructs across this sample of teachers, because PE scores (a) negatively 

associated with the incremental concept of intelligence, and (b) associated with ability rather 

than effort attribution as causes of students' success or failure, contrary to our prediction. 

Interaction of TE by PE levels of efficacy 

In exploring an understanding of the construct of teacher efficacy, we found earlier that 

statistical interaction of PE X IE score values did not relate to any other concepts/measures. 

Alternatively, interaction of broader PE and IE score brackets or levels was explored to 

find whether or not specific levels (high/low) of personal and teaching efficacy dimensions 

interactively influenced strength of TMS, BIIQ, or attribution pattern. An analysis was 

carried out on these lines. 

Level of efficacy and task goals. On theoretical basis it was earlier hypothesized 

that efficacious teachers as score high on both PE and TE dimensions would score higher 

on BIIQ as well as TMS than those who score low on one or both the dimensions. 

It was hence contended that high IE by high PE score levels interaction would 

be associated with higher BIIQ and TMS scores than at low levels of TE by PE 
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(10 TEl lo PE) interaction. Tables 9 and 10 present TMS and BIIQ mean scores respectively 

by leve ls of TE and PE. Levels of PE or TE were determined by dividing the respondents 

into high or low groups across the mean split of scores . Four efficacy gro ups were formed 

in this way: Hi, Hi, Hi, La, La, Hi, La, La. 

Tab le 9 
Means and Standa,.d Deviations ofTMS Scores by Level ofTE and P E 

TE 
Hi La 

M 14.07 M 12 .59 

Hi SD 1.59 SD 1.85 

N 68 N 48 

PE 
M 11 .85 M 11.62 

La SD 2.77 SD 3.12 

N 63 N 48 

Note. Mean difference is significant, in terms of t ratio , between Hi PE, Hi TE and: 

Hi PE, La TE (t = 4.12, p<.OI) 

La PE, Hi TE (t = 4.54, p<.Ol) 

La PE, La TE (t = 5.63, p<.OOI) 

ANOYA = F (3,323) = 19.3 0, p<.OOI, across all the four categories. 
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Table 10 
Means and Standard Deviations of BIIQ Scores by level ofTE and PE 

TE 
Hi Lo 

M 9.22 M 9.91 

Hi SD 2.46 SD 1.98 

N 68 N 48 

PE 
M 10.40 M 9.83 

Lo SD 2.20 SD 2.16 

N 63 N 48 

Note. Difference between means is significant in terms of t ratio for interactive categories: 
Hi PE, Hi TE v.S Hi TE Lo PE ( t = 2.87, p<.O 1) 
ANOYA = F (3,223), = 2. 84, p <.05, across the fOllr categories. 

Analysis of data of the respondents in different categories revealed ditferent scores. 

One way analysis of variance (ANOY A) indicated significant difference of mean scores 

across Hi PE, Hi TE to Lo PE, Lo TE categories of teachers for TMS F (3,223)= 19.30, 

p<.OO 1, and between Hi PE/Hi TE and Hi TE/Lo PE categories for BIlQ F (3,223) = 2.84, 

p<.05. The hypothesis that respondents scoring consistently low or high on both teaching 

efficacy as well as personal efficacy dimensions would score in a similar direct ion on TMS , 

indicating interaction effect, was sllpported (see Table 9). It means greater task orientation 

and persistence associated. with stronger beliefs in one 's teaching abi lities and skills, as we ll 

as beliefs that home conditions/limitations can be controlled. A hypothes is of difference 

was also suppOlted though less strongly for BIIQ in a different direction. 
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Here a high TE with low PE level category was found to be related to stronger beliefs about 

ability as an increasable quality than other categories. It may be recalled that PE was 

negatively associated with BIIQ and positively with ability attribution. 

Discreteness of PE and TE ( r = .-144) would logically mean that one may be dominant in 

one and low in the other dimension yet these dimensions have been found to interact from 

high, high to low, low levels meaningfully indicating that Hi TE, Hi PE interaction is 

possible. For instance, we found that Hi TE, Hi PE efficacy teachers pursued stronger 

mastery/task goals ( M = 14.07) than 10 TE, 10 PE teachers ( M = 11.62). A similar trend was 

noted fo r attribution factors (Table 11) in that ability attribution was salient to 10 PE, 10 TE 

group of teacher whereas effOit was salient to hi PE, hi TE group. The interaction effect is 

theoratically still more meaningful in the case of concept of intelligence (BIIQ scores), such 

that 10 PE, hi TE interaction is favourable to BIIQ but hi PE, 10 TE interaction is not. 

A high TE, high PE interaction indicated a task or mastery orientation and a focus on ' effOlt' 

ascribed to success. Interestingly, teachers low in PE had lower task motivation irrespective 

of their level of TE scores, but those low m TE interactive with high PE dimension 

did exhibit slightly higher task orientation. PE by TE level interaction technique 

thus revealed what otherwise could not have been asceltained by simple Pearson l' 

( e.g. Task -- PE r = .044). 
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Level of efficacy and causal attribution patterns. Attribution for achievement, success, 

and fa il ure , refl ects on ones ' att itude in learning as Weiner (1 979) and Nicho ll s ' (1983) work 

on student achievement motivation suggests. Drawing on attribution th eory, we had 

anticipated that teachers' attributional pattern for student achievement wou ld be indicative 

of their level of perceived teacher efficacy. Relationship between leve l of efficacy and 

causal attribution for student achievement behaviour was found using the four gro ups of 

subj ects (as obtained earlier through mean sp lit on TE and PE scores in Table 9 & 10). 

They were compared on their mean (score) rating for ability, effort, task and luck attributi on. 

Table I I 
Comparison on Mean Attribution Ratings Among Teachers Split on Mid TE by FE Levels 

Hi , Hi Hi,Lo Lo, Hi LO,Lo 
Variables (N=68) (N=63) (N=48) (N=48) Fe' ?,:r '») J, __ J 

I .Attribution for fa ilure 
abili ty 1.90 a 1.97 a 2 .59 b 2 .30 ab 9 .85 * 
effort 3 .1 7 3 .32 3.1 5 3.28 3.52 
task .1 2 .52 .70 
luck 

2.Attribution for success 
ab ility 1.87 l.91 2 .27 2.11 2 .18 
effort 3.53 a 3.32 ac 2.35 b 2.62 bc 13.7 1 * 
task .78 
luck 

3. Attribution for achievement 
ab ility 1.1 3 1.56 1.63 1.45 5.04 
effort 3.04 2.81 2.43 2.52 7.12 
task .70 1.06 .90 7.25 4.48 
luck .36 .52 .90 

Note. Hi , Hi = high TE ---- high PE condition; Hi, La = high TE ---- low PE condition; 
Lo, Hi = low TE ---- high PE condition; Lo , Lo = low TE , low PE condition . 
Group means '4-i i"t h different subscript are significantly different at .10 leve l on Shefee test. 
*p < 05 - = no data, i.e. respondents did not check the corresponding factor. 
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ANOYA findin gs showed significant differences in the mean rating of ability attribution fo r 

students ' fa ilure F (3,223) = 9.95, p<.Ol and effort for their success F (3 ,223 ) = 2.56, p<. 04 

in the four gro ups of teachers . Analysis for luck could not be carried out since respondent 

teachers did not or very rarely checked it as causal for achievement. Task was also rarely and 

inconsistently checked. The results support Weiner ' s finding that ab ility -- effort paradigm of 

attribution is most relevant to achievement situation (Weiner, 1974). L1terestingly, we fo und 

ability and effo rt attribution in systematic order and in reverse direction across Hi , Hi to Lo, 

Lo categories for categorica l and decisive situations like fa ilure and success outcome and not 

fo r a relative situation like achievement. Ability emerged sali ent in fa ilure circumstances 

whereas effort was perceived as salient to success situation. Mean attribution for abi lity and 

effort factor was different for each group in all the three attributiona l contexts; fai lure, 

success and achievement. 

Scheffe test, as a post hoc, was run between pairs of means where F test was significant, to 

sort out the samples(category of subj ects)that were from the same or another population . 

We found that Hi TE, Lo PE, and Lo TE, Hi PE groups were critical to significant differences 

for mean ability attribution to failure, and eff0l1 attribution to success and were thus 

not from the common population. 

(The difference between groups were accepted as significant at .10 level because Scheffe test 

is more conservative than its counterp311 Tukey honestly signifi cant difference test (HSD) 

applied for groups with equal number of subj ects) . 
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The hypothesis of different attribution pattern by teachers of different levels of efficacy 

was thus suppOlted: That is (a) subjects high or low on both TE and PE dimensions of 

teacher efficacy scored significantly differently on ability perceived as causal of failure , and 

effort as causal in success (b) the difference was still more contrasting between hi TE, 10 PE 

and hi PE, 10 TE groups; the latter endorsed favoured ability more than effOlt, the former 

followed the opposite trend. 

Teacher Efficacy Prediction 

A major research interest in this investigation was to evolve a model for predicting teacher 

efficacy. This query was motivated by our interest as practitioners in teacher education to 

have an w1derstanding of the concept of teacher efficacy warranted by the local data and 

indigeneously developed measures reported in the Method section earlier. We believed a 

correlational analysis would unfold motivational dynamics as well as teachers' thoughts 

underlying the construct of teacher efficacy to guide us in improving teacher training 

programme by fostering requisite motivational attitudes and beliefs in teachers. 

The following analyses were carried out. 
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Correlational Analysis 

Correlational analysis repolted in the early part of this section (see Table 8) provided 

preliminary evidence of relationship of TE and PE aspects with incremental concept of 

ability and task motivation. The results supported a general finding of the relevant research 

literature that one's concept of ability and task motivation in work bear on efficacy 

perception. These findings encouraged us to pursue the plausibility of the proposed model of 

teacher efficacy with these constructs as core exogenous variables and TEIPE aspects or 

attitudeas as effect variable. 

Simon Blalock Method 

Intially, we tested a three variable relationship by Simon-Blalock Method (Fig. 1) on the 

assumptions that the variables under analysis are (a) related with each other on theoretical 

grounds, (b) have linear relationship and (c) are non-reciprocal. (Simon, 1957, Blalock, 

1985). The method basically uses partial correlation technique. 

Our hypothesis that concept of ability (Xl) and task motivation style (X2) are two potent 

variables influencing TE and PE aspects of teacher efficacy (Y) is represented in model I 

tested subsequently through Simon Blalock method (Table 12). 



Model I 
b21 =o 

X I 

X, and X2 are independent 

Y 

Model II 

b31.2=o 

X I 

X, delenllill:llll S Y \ i,l \. 

Model ill 
b32.I=O 

X I 

delerlllill,lIll S "I Y ;II L' lli ':II1S.: lves 11111 l i llk.:d 

Figure ,1 A comparative VIew of three prediction models conceived in 

Simon-Blalock paradigm. (The predictions to be tested in the above mode~are 

expressed in zero order correlations. Thus, coefficient b21 = 0 implies that r 21 = 0; 

that is no link between the two respective variables ' is assumed and the corresponding 

arrows between the variables vanish in diagram of model I. Similarly b3 U =0 implies 

r31 .2 = 0 , and b32.1 = 0 implies that r32.1 = 0, in model II and ill respectively) . 
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Model I suggests that a teacher's concept of intelligence (X l) and his her task 

motivation style (X2) are independent variables of teacher efficacy (Y) and there is no link 

between X I and X 2 • If this model were to come true, there would be zero cOlTelation · 

between variables X I and X2. 
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Model II holds that task motivation (X2) intervens between X I and Y. In other 

words, there is no direct link between X I and Y or that X I variable influences Y via X2 and if 

X2 is held constant, I' 3 1.2 will be equal or closer to zero. 

Model III indicates that XI directly influences X2 as well as Y and there will be no 

assoication or link between X2 and Yonce factor (XI) is held constant. 

The hypothatical predictions and actual/empirical results of the three models are summarized 

in Table 12. 

Table 12 
Predictions and Empirical Results for Xl = BIIQ, X2 = TMS and X3 or Y = TE 

Model Prediction Empirical Results Zero-order Correlation 

I r 2 1 = 0 .234 .234 

II r 31.2 = 0 .289 .366 

III r 32.1 = 0 .613 .640 

Note. Empirical result for Model I is r between X2 & XI, that of Model II & ill are pa11iai 
r of corresponding predictions which cancel out the effect of test variable on the independent 
and dependent variable. 
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The observed data did not fit model 1 since XI and X 2 are not completely independent 

variables and have at least a moderate association (r = .234). Model III is also rejected since 

there is robust relationship between X2 and Y contrary to the prediction of the model. 

Model II thus appears plausible since controlling the impact of test factor X2 reduced, though 

modestly, association between X I and Y (Pr = .289, r = .366). Thus, task-motivation style 

(X2) moderated the effect of concept of intelligence (X I) on teaching efficacy (Y), an 

instance of indirect influence. 

The moderating role of TMS (X2) was confirmed through applying ' level of analysis 

procedure' of Edwards and Waters (1981). Association between concept of ability (X I) and 

teaching efficacy (Y) was compared at different levels of another core variable, task 

motivation (X2) . For this purpose, sample was split into two groups near the TMS mean 

score of 13. COl1'elation between XI and Y for the above mean group was larger, r = .298, 

(2 , 118), p<.OS than the same for the below mean group r = .113 ( 2,115) = p<.l 05 . 

The magnitude of association varied with the level of task motivation. 

Low TMS respondents displayed weak association between BIIQ and TE, as compared to the 

high TMS respondents. It implied that task motivation (X2) influenced the effect of concept 

of ability (XI) on the dependent variable. In other words task motivation is a condition 

determining the association between TE and BIIQ differently for the two groups. High TMS 

is a more conducive condition for the incremental concept of ability XI to be operative. 
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Since TMS and BIIQ covary moderately (.234), they are reasonably independent of each 

other as originally assumed, however, there is some mediation between them from TMS to 

BIIQ since the former moderately mediates the latter. This is illustrated in the diagram a 

below: 

(a) (b) 

X~I __ ~r~=~.3~6~6~ ____ ~~ Y X I ______________ ~~ Y 
Pr Xl _ X2 = .289 

Figure 2. Diagrams showing the direction of influence of core variables on the effect 
variables. ' 

A similar analysis was undertaken for PE dimension, the other effect variable, as indicated 

below. 

Table 13 
Prediction and Empirical Results for Xl = (BIIQJ. Xl = (I'MS) and Y or X3 = (P E) 

Model Prediction Empirical Results Zero-order 

r 21 = 0 .234 .234 

II r 31.2 = 0 -.348 -.328 

ill r 32.1 = 0 .131 .044 
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Model ill appears relatively plausible in that its empirical result is close to zero value of 

hypothetically predicted results. It explains that task motivation (X2 ) influences PE but 

it becomes stronger when Xl is controlled that had earlier retarded its effect on Y. 

( see b in Figure 2). 

It is concluded that the pattern of influence for the effect variables i.e PE and TE aspects of 

teacher efficacy are different. Variable Xl negatively and moderately influenced PE 

dimension of teacher efficacy whereas variable X2 influenced TE dimension positively and 

strongly. The identity of PE and TE aspects of teacher efficacy thus stands psychologically 

differentiated in terms of motivational factors underlying them. Our hypothesis that concept 

of ability (X l) and task motivation will positively influence both TE and PE was supported 

in favour of the former more strongly than about the latter. 

Multiple Regression Analysis 

In exploring further linkages, mUltiple regression analysis was canied out to estimate the 

relative effect of BTIQ and TMS simultaneously on TE and PE efficacy variables separately. 

The analysis would predict the extent of efficacy that can be expected on the average with the 

given level ofBIIQ and TMS. 
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Effects of core variables. In ordering the predictors for PE and TE, we assumed that 

BIIQ (Xl) would influence all variables, and TMS (X2) would mediate the effect of BIIQ on 

TE and PE i.e. BIIQ ~ TMS ~ TE and BIIQ ~ TMS ~ PE. Results from ordinary 

regression equation to this effect follow for TE and PE in Table 14 and 15, respectively. 

Table 14 
Multiple Regression Analysis for Y = TE, Xl = BIIQ, and X 2 = TMS 

Source . DF ss MS F-Value R SEEstm . 

Regression 2 212.47 106.23 16.96 p<.OOO .459 .677 2.53 

Error 225 1410.07 6.26 

Total 227 1622.54 

Parameter Estimate STDERR STDB T Sig. 

Intercept .478 3.137 VALUE 3.436 .000 

Xl .476 .249 .219 1.910 .043 

X 2 .972 .1 98 .576 4.900 .000 
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Table 15 
Multiple Regression Analysis for Y = P E, Xl = BIIQ, and X2 = TMS 

Source DF SS MS F-Value R SE Estm. 

Regression 2 53.996 26.998 2.168 p <.139 .125 .353 3.757 

Error 225 2801.25 12.45 0 

Total 227 2855.24 

Parameter Estimate STD ERR STDB T Sig. 

111tercept 37.717 4.707 VALUE 8.012 .000 

XI -.784 .371 -.327 -2.101 .048 

X2 .200 .298 .104 .671 .366 

Inferences from the multiple regression analysis follow as: 

I. Variables XI and X2 collectively had a significant effect on TE, F (2, 225), 10.96, 

p< .000. Effect ofTMS was stronger (B2 = .576, p< .000) and far greater than that of 

BIIQ (B1 = .219, p< .043). 111 the case of PE however only BIIQ had a sign ificant 

effect on it B1 = -- .227, p< .048 (Table 12). The simultaneoLis effect of BlJQ and 

TMS was not significant on PE F (2,225) = 2. 168, p< .139). 
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2. Coefficient of determination R2 indicates the extent of fit between the model and the 

data. An R2 (.459) in the case of TE meant that 46% of the variation in TE was 

accounted for the combined effect of TMS and BIIQ. The predictor variables and TE 

reasonably co-varied in this case and task motivation accounted for bulk of the 

explained variance. However, in the case of PE, R2 (.125) was too modest 

an index of fit. Only BIIQ predicted PE modestly and in the negative and opposite 

than the expected direction BJ = -.327, p< .048. Task motivation had no effect on 

TE, B2 = .104, ns. This configuration reveals how PE as one dimension of teacher 

efficacy is different from TE, the other. 

3. Likewise, multiple correlation R as a measure of linear association between Y and the 

independent variables X l and X2 combined was found to be far robust in the case of 

TE (.677) than in the case ofPE (.353). 

Effort vs. ability attribution as intervening variable. Sense of efficacy is situation/set-up 

specific (Bandura, 1986). Teachers' experiences in a certain school system/conditions 

can thus influence their sense of efficacy about their job. There is a preliminary evidence 

about the co-variation of attribution and level of perceived efficacy (Table 11). 

Assuming that attribution for student outcome (success/failure) in a given school 

context influences teachers ' perceived efficacy, we added 'effort' (X3) and 'ability' 

attribution (X4) as intervening variable in the regression analysis. The predictive model 
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thus enlarged appears in Figure 3. The position of effort attribution (X3); and altematelyof 

ability attribution (X4) follows the position of core variables Xl and X2 on theoretical 

grounds (explained in the research design). 

EFFORT ~ 
BIIQ ~----------------------------+ I P&TE I 

L--X-l~----------~~.w--X-2--~ ~ ~ ~~ Y 

TMS 

Core variables 

---.... + ve effect 

~ - ve effect 

I ABILITY I ~ ~ ~ 
X4 

context/intervening variable 

Figure 3. A model of Teacher Efficacy prediction. 

effect variable 

Regression coefficients showing (a) relative strength of association of each core/antecedent 

variables with the dependent variable controlling other variables in the sequence, and (b) sign 

of the influence indicated that neither effort (X3; nor ability attribution (X4) contributed to 

the prediction of TE. The intervening variables appeared to be rather unrelated to TE scores. 

Value of fit ( R2 = .459) with X l and X2 variables only slightly increased to .469 with the 

addition of intervening variable (Table 14). However, the intervening variable did contribute 

to the prediction of PE dimension of efficacy substantially (Table 17). 
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Table 16 
Multiple Regression Analysis for Y = TE XI = BIIQ, X 2 TMS, X3 = Effort Attribution 

and X.; = A bility Attribution 

Sourco;: DF SS MS F-Value R2 R SE Estll1. 

Regress ion 4 2 17.123 54.28 1 8.383 p <.OOl .469 .685 p <.OI 2.544 

Residual 223 1443 .86 1 6.474 

Tota l 227 1660.984 

Parameter Est imate STD ERR STD B T Sig. 

Intercept - 1.1 74 3.939 VALUE -.298 .767 

XI .523 .25 1 .252 2.016 .048 

X2 1.066 .254 .623 4.196 .000 

X3 .097 .232 .067 .418 677 

X4 .135 .223 .079 .604 .549 

Table 17 
Multiple Regression Analysis jar y = P E, XI = BIIQ, X2 = TMS, X3 = Effort A ttribut ion 

and X.; = Ability Attribution 

Source DF SS MS F-Value R2 R SE Estm. 

Regression 4 89.039 22.259 2.45 p <.05 .202 .449 2.802 

Residua l 223 2025.026 9.080 

Total 227 2 114.065 

Parameter Estimate STDERR STDB T Sig. 

Intercept 38.570 5.887 VALUE 6.552 .000 

XI -.744 .345 -.3 10 2. 156 .047 

X2 .103 .380 .054 .27 1 .960 

X3 .23 1 .347 .138 .665 .335 

X4 .576 .281 .288 .2. 075 .049 
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Ability attribution (X3) loaded on PE significantly BJ = .288: p< .047 that is, the greater the 

ability attribution, the higher the self-efficacy perception. The model thus gained predictive 

strength with the addition of lGt (R2 = .202). It may be recalled that the value of R2 was .1 25 

with two variable X l and X2 model (Table 11). The extended model provided statistically 

\ 

significant prediction for PE F (4,223) = 2.451, p<.05) though not as strongly as in the case 

ofTE. 

From the findings of multiple regression analysis we conclude that TMS strongly influenced 

TE aspect of teacher efficacy, whereas a fixed view of intelligence and ability attribution 

variables influenced PE. Of effort and ability attributions as intervening/context variable, 

only the latter strengthened the effect of cores variable for the PE dimension only. It is in 

order however to mention that effor t attribution which is apparently a null contributor 

towards TE has a strong correlation with it (.532, p<.OI). In fact introducing effort (X3) 

after TMS (X2) in the order/sequence of variables left little for the former to affect TE, 

because of high covariation between the two (r = .532, p<.OOI). Iqbal (1988) also found 

effort invoking teaching strategy from the students as an enabling approach and a better way 

to influence the school system. It underlies a belief in the spirit of effort to overcome 

learning limitation. 
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Path Analysis 

Correlational and multiple regression analyses facilitated us in understanding path analysis 

technique to bring out further probable linkages along the proposed path diagram. 

Fig.3 shows both direct and indirect effects on teacher efficacy. A series of regression 

equations were carried out to obtain estimates of all the direct effects, expressed as B values 

or path coefficients that indicated strength of association between exogenous variables 

and endogenous variables, controlling other variables in the path sequence, 

(Table 18 & Table 19). Indirect, spurious, and total effects were worked out in Table 20 

followed by a full illustration as in FigA, indicating all the link-paths and their coefficient 

values including R (residual) values. Path R attached to each dependent variable accounts 

for the effect of all unmeasured forces/factors. 
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Table 18 
Direct Effects on TEfrom Regression Analysis 

(Intercept) B T R2 

Effects on TE Parameter estimate 
estimate 

Eq.l (10.448) .134 
ofBIIQ .763 .366 2.518** 

Eq.2 (.478) .459 
ofBIIQ .476 .219 1.910* 
ofTMS .972 .576 4.900*** 

Eq.3 (193) .464 
ofBIIQ .502 .240 1.968* 
ofTMS .064 .642 4.222*** 
of ability .133 -.092 -.488 

Eq.4 (- 1.222) .466 
ofBIIQ .507 .244 1.999* 
of TMS 1.006 .606 4.920*** 
of Effort .195 .091 .911 

Eq.5 (- 1.174) .469 
ofBllQ .523 .251 2.016* 
ofTMS 1.066 .623 4.196*** 
of ability .097 -.067 .418 
of EffOlt .135 .079 .604 

Note. B indicate size of the effect of the corresponding variable on TE, the dependent 
variable. 

N= 227. *p<.05 **p<.OI ***p<.001 
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Table 19 
Direct Effects on PEfrom Regression Analysis 

(Intercept) B T R2 

Effects on PE Parameter estimate 
estimate 

Eq.1 (39.966) .103 
ofBIIQ -.705 -.293 1.997* 

Eq. 2 (39.7 17) .1 21 
ofBIIQ -.786 -.327 2. 101 * 
ofTMS .200 .104 .671 

Eq.3 (37.717) .226 
ofBIIQ -.779 -.324 2.030* 
ofTMS .160 .083 .557 
of ability .548 .274 1.702* 

Eq.4 (38.448) .132 
ofBIIQ -.7 12 -.296 1.875 
ofTMS .123 .051 .328 
of Effort .252 .1 43 .761 

Eq.5 (38.570) .202 
ofBIIQ -.744 -.310 1.917* 
ofTMS .103 .054 .271 
of Effort .23 1 .138 .665 
of ability .576 .288 1.724* 

N = 227, *p<.05. 
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Table 20 
Decomposition of Direct and Indirect Effects from Path Analysis 

Direct Indirect Total S . K punous Zero-Order r 

On Teaching Efficacx (TEl 
.112a (via ability) .363 

i) ofBIIQ .251 .366 
.139b (via effort) .390 

.059c (via ability) .564 .076 
ii) ofTMS .623 .640 

.055d (via effort) .678 -.038 
iii) of Ability .067 .067 -.048 -.115 

iv) of Effort .079 .079 .301 .380 

On Personal Efficacy (PE) 
-.041 e (via ability) -.35 1 

i) ofBIIQ -.310 -.328 
-.036 f (via effort) -.346 
-.002g (via ability) 

\ 

.052 -.008 
ii) ofTMS .054 .044 

-.007h (via effort) .047 -.003 
iii) of Ability .288 .288 -.083 .205 
iv) of Effort .138 .138 -.051 .087 

Note: Indirect effects are product of all direct effects along the pathway (see calculations on 
appendix - iv). 
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Prediction for TE . Path interpretation of regression coefficients for endogenous 

variables TE and PE from Table 18 and 19 respectively follows. 

(i) Of all the path coefficients from the antecedent variables to effect variable i.e. TE, 

those from BIIQ (X t) and TMS (X2) were significant B, = .251 , t = 2.016, p <.05, 

B2 = .623, t = 4.196, p <.OOO (Eq.5, Table 15). TMS (X2) had a strong viliually all 

direct effect on the effect variable since it had almost no shared effects with ability 

(X3) or effOli (X4) attribution. TMS had a large influence on TE score and it even 

mediated the effect of BIIQ on TE. 

(ii) BnQ influenced TE directly as well as indirectly only moderately. Its indirect effect 

mediated by TMS was about half (B .366 --.259 = .126) of its direct effect B = .2 19 

(Eq.2). It had no spurious effect as ( its total effect equals its r) it had no prior 

variable in the proposed model to share effects. 

(iii) TMS affected TE almost exclusively or directly and the indirect effects via effort or 

ability attribution were very negligible (.055, & .059 respectively), contrary to our 

prediction. These variables that were proposed as intervening variables had little 

indirect or direct effect on TE.The bivariate relationship between effort and TE 

(r = .3 80, p <. 05) was however largely (2/3rd) spurious due to effect of 

task-motivation (X2 ). 
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Prediction for PE . Path analysis for PE revealed the following (Table 19): 

(i) BIIQ (Xl) had a significant negative path to PE (Bl = .310, t = 1.97, p<.048) . 

(ii) TMS was the least useful variable in predicting PE (B2 = .054) which is theoretically 

consonant with finding (i) above: the stronger the view about ability as fixed entity, 

the lesser the task motivation. 

(iii) Effort attribution influenced PE with a modest direct effect (B3 = .138), one third of 

which was spurious due to the effect of BIIQ', a variable negatively associated with 

PE (Table 20). Ability attribution, however, emerged as significant predictor of PE 

(B4 = .288, t = 1.724, p<.05). It means that teachers with high PE scores attributed 

ability as causal of students' success or failure. 

All the three findings are theoretically consistent and reveal the psycho dynamics of PE scale 

in our sample of teachers . Having a high personal efficacy as teacher meant that they strongly 

enteltained concept of ability as fixed entity and likewise tend to attribute student outcome 

to their ability, not to effort. Negative association of BIIQ to PE psychologically 

corroborated the significance of ability attribution as predictive of PE attitude of teachers. 

That is, the lower the concept of intelligence as an incremental quality, the higher 

the focus on ability in influencing student achievement for persons having high self 

efficacy perception. BIIQ and TMS as antecedent variables, and ability attribution as 
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intervening variable, (Equation 3 in Table 19) significantly predicted PE F (3,223) = 2.52, 

p<.047. It explained 22% of the variance (R2 = .226). Negative BIIQ or a view of 

intelligence as a non-incremental fixed quality and ability attribution characterised teachers of 

high personal efficacy beliefs in our sample. 

The hypothesis of effort---ability attribution as intervening/situational school-context variable 

was pat1ially supp0l1ed. For instance effort did not add to the prediction of TE aspect of 

teacher efficacy after task motivation was introduced revealing that bulk of the bivariate 

relationship between eff0l1 and TE was spurious. Ability attribution had little effect on TE. 

Attribution of ability, however proved as a potent intervening factor predictive of PE aspect 

of teacher efficacy. 

The conclusion is that path analysis unfolded the respective psychological perspectives of 

TE and PE dimensions of teacher efficacy. BIIQ and TMS (both in the positive direction) 

were found strongly salient to TE dimension (p<.Ol), the latter had all direct effect on TE 

and mediated half ofBIIQ's effect on TE. The eff~ct ofBIIQ was moderate and that of effort 

attribution was largely spurious, BIIQ (in the negative direction) and ability attribution 

(in the positive direction) were found moderately salient to PE dimension (p<.05). 

Eff0l1 attribution and task motivation proved to be null variables for PE. 
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Influence of Sociological Characteris~ics on Teacher Efficacy 

It was hypothesized that characteristics such as gender and subject discipline of teaching 

(arts/science) would be associated with teacher efficacy. We expected this association to 

vary between men and women and science and arts (subject discipline) teachers. 

Academic discipline 

Since discipline and gender are genuine dichotomies, their association with teacher efficacy 

was estimated through Point bi-serial correlation i.e. rpbi. 

Table 21 
Association of Aacademic Discipline and Gender with Teacher Efficacy 

TE PE 
Teacher Characteristics N M SD rpbi M SD rpbi 

Discipline 
A11s 136 17.14 3.45 33.78 3.51 .002 

.151 * 
Science 3.42 

91 18.09 3.19 33.80 
Gender 

Men 158 17.80 3.60 33.75 3.5 1 
.1 09 .015 

Women 69 17.00 2.76 33.80 3.32 

* p<.05 
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The rpbi depends directly upon differences between two means, A significant departure from 

the mean difference of zero in the case of academic discipline made it a significant 

correlation( r pbi = .151, t = 2.31, p<.05). It means that the association of scores of science 

teachers with teacher efficacy (TE) was significantly greater than the same for the arts 

teachers supp0l1ing the hypothesis of difference. The PE dimension did not covary with 

subject discipline. 

Gender 

The association was not found to be significant for men and wemen. That is , the associat ion 

of men teachers ' score to TE or PE was not different than that of women. 0 ur hypothesis of 

no gender differences was supported. 

Experience 

Experience is also a dichotomous variable, e.g. novice and experienced teachers. However in 

view of a large range in the 'Period of experience rep0l1ed by the respondents 

(Table 4), period was divided into three categories; little, some, and large for a meaningful 

and discriminating analysis. Controlling the influence of academic discipline which has 

been already found as a significant test factor, we estimated conditional relationship between 

period of experience and teacher efficacy score through cross tabulation method. 



Table 22 
Relationship Beh'l'een Teacher Efficacy (y) and Experience (x). Controlling for Subjecl Discip line 
(Science, Arts) , 

Science Arts 

Little Some Large Little Some Large 
Y Score Experience Experience ~ xperience Experience Experience Experience 

Zero Year 5- 10 Years 11 -20 Years Zero Year 5- 10 Years 11 -20 Years 

TE 
18 & above 64% 58% 56% 65% 44% 55% 

(11 ) (24) (1 7) (1 9) (1 6) (4 1 ) 

Below 18 36% 42% 44% 35% 56% 45% 
(6) (1 7) (1 3) (10) (20) (33) 

PE 
35 & above 47% 54% 50% 45% 42% 49% 

(8) (22) (15) (13) (15) (36) 

Below 35 53% 46% 50% 55% 58% 51% 
(9) ( 19) (15) (16) (21 ) (38) 

N=227, Y = dependent variable (s) e.g. TE, PE in this case. 

The following findings are note worthy in view of Table 22. 

I. PE did not systematically relate to different categories/length of experience of 

teachers. TE showed a comparatively marked differentiation but it too fell short of 

significance. Thus teacher efficacy as measured by TES did not relate to 

exp erience. This finding is discrepant to that of Soodak and Podell (1993) who 

found perceived effi cacy to rise with experience. Several researchers interpreted 

it as stability in effi cacy after an enhancement in the initial/preservice years 

(Guskey & Passero , 1993; Korevaa~1990 ; & Midgely, Feldlaufer & Eccles, 1988). 
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2. Interestingly, greater proportion of novice teachers (30 out of 46 = 65%) 

scored above the median point on TE than the experienced teachers 

(98 out of 181 = 54%) which means they were more optimistic about the outcome 

of their teaching etTorts than the experienced ones. The difterence between the 

two proportions, however, fell ShOl1 of significance ( z = 1.35 n.s.). 

, 
3. TE score of arts teachers were unsystematic unlike that of the science teachers. 

(The former cover a varied type of discipline; language arts to social sciences, the 

latter are a compact group of natural sciences i.e. Biology, Chemistry, Physics at 

the school level). 

4. TE and PE scores were strong or weak to an almost equal proportion between the 

experienced and the novice teachers' group. 

Profile of Pakistani School Teacher 
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Data from teachers in Pakistan characterize a two factor structure of TES that is discrete but 

also opposite to each other in their motivational dynamics. Teachers of this sample appear to 

have a tendency to give a predominantly yea response to PE statements that focus on ability 

The typical or average score on PE was 33 with a theoretically possible range of 10-40 

scores. PE attitude suppOl1ed the notion of the efficacy of ability rather than effort to bear 

on positive educational outcome. TE score, on the other hand, was close to average 

(M = 17.5, in a possible range of 8-32). Our teachers thus had comparatively stronger 
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tendency to endorse personal efficacy (internal self dimension) than teaching efficacy 

(the external conditions) aspects. 

The degree of task motivation of the respondants was average. They entertained incremental 

view of intelligence with the same degree. Psychological theory posits that the former 

depends upon the latter. Both the variables are positively correlated with TE. Teachers who 

scored high on both TE and PE had higher task-motivation. A high TE, low PE profile was 

associated with beliefs in malleability of intelligence, and had a developmental/incremental 

view about IQ. 

Subjects believed that effort counted toward success and ability accounted for failure. 

Generally they appreciated effort more than ability as related to educational outcome. 

It is noteworthy that patiicular institution (JER or <;EM) or gender differences were not 

salient to our sample. Experienced teachers were not any more confident than the novice, or 

professional experience had failed to boost-up their sense of efficacy about the job. However, 

science teachers were more confident than arts teachers in believing that they would 

overcome student difficulties. 



Chapter 4 

DISCUSSION AND CONCLUSIONS 
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The construct of ' teacher efficacy' has been diversely explored in educational research; 

a sense of power within a school, feeling of responsibility for students' SLlccess or failure , 

sense of academic futi lity or some composite of these beliefs. Thus it is important to first 

know how efficacy was conceptualized and measured in a study. We had a clearly 

psychologica l perspective in investigating this concept and took it as teachers ' judgment 

in self competence and student outcome vis-a-vis instructional strategies and related 

classroom tasks. Further, we approached the concept of teacher efficacy from 

motivational and goal theory perspective . Teachers ' goal in teaching are supported by 

their beliefs related to achievement, school, students etc. 

Validity of 'Teacher Efficacy' Construct 

Teacher Efficacy Scale yielded similar factor structure as that found in the Western 

samples. The relevance of the construct of teacher efficacy and its measure to our sample 

of teachers was upheld . The results of factor analysis were well comparable with those of 

Gibson and Dembo (1984), Woolfolk and Hoy (1990), and Soodak and Podell (1996) . 

Pakistani data characterized TES as having two factors TE and PE as independent or least 

related ( r = -- .114) aspects of efficacy. Our hypothesis in this regard was upheld and it 

supported Bandura (1977): "One can entertain a sense of high self efficacy without 

being optimistic about bringing achange in others" (p.11 2). Thus PE and TE aspects of 
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teacher efficacy may exist as discrete motivational qualities; the former as judgment of 

one's capability to perfo rm at certain level, the latter as judgment that such behaviour will 

bring the desired outcome or effect. 

We now turn from a question of structure of TES to that of its meanings . Two-facet 

construct of teacher efficacy, measured through TES ~ __ ~ as investigated here is based on 

Bandura's concept of self expectations and outcome expectations. Within this frame 

work and cognitive motivational theories, certain variables/concepts were selected, 

measured and related to both TE and PE dimensions. Task-involvement, as a goal, 

emerged as strongly associated with TE (TMS--TE r = .64, p <.OI)---the belief that 

students' background difficulties can be overcome and they will change as a result of 

teaching/education. Beliefs that intelligence as a vehicle for learning and achievement is 

a malleable quality which can be improved with effort and industry seemed to underlie 

task-involving teaching strategies ( r = .366, p<.05). As opposed to effort, the factor of 

ability as attributed to student achievement, was negatively associated with TE (Table 8). 

These findings and re lationships are consistent with goal theory of motivation. 

Task-involvement as a goal in teaching behaviour, as opposed to ego-involvement, 

implies strategies conducive to learning for all I.Q. levels. In this context, TE can be 

called an adaptive, positive, and favourable attitude or perception in teaching. Woolfolk . 

and Hoy (1993) found conceptually similar results in their study of preservice teachers in 

that teachers ' bureaucratic orientation and attitude towards control in the classroom was 

negatively correlated with TE (r = -.42, p<.O 1) and weakly positively correlated with 
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PE ( r = .18, p<.05). Their interpretation was that the more the subjects believed in the 

power of the school to overcome horne and background factors (TE), the more humanistic 

was their orientation towards pupil control. The variables and the constructs that were 

held as predictive of TE (i.e. TMS, BIIQ, effort-ability attribution) explained 46% of the 

variance in TE scores (R2 = .469). The choice of variables/concepts hypothesized to 

explain TE aspect of efficacy were found to be fairly predictive and relevant. Task--ego 

goal theory of Nicholls which IS generally applied to student learning motivation, 

has been found equally useful to explain teacher motivation. Similarly, Weiner's 

ability vs. effort attribution paradigm also differentiated between teachers; those having 

low TE scores endorsed ability attribution, others having high TE score ascribed student 

success to effort. 

PE attitude, on the other hand, was negatively associated with incremental concept of 

intelligence ( r = -- .328, p <.Ol), unlike TE. Again unlike TE, PE attitude was 

significantly associated with ' ability' (as a perceived cause of student achievement) and 

'effort' was found to be unrelated to it. In other words PE attitude entailed both a 

traditional view of ability --- a belief that it is an inherent quantity that cannot be 

enhanced or controlled (Elliot ~ Dweck 1988), and a concern for lack of ability as 

influencing student achievement. 
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Negative path from incremental beliefs to PE, and a positive path from ability to PE 

revealed latent meanings of the construct of personal efficacy for our subjects in general. 

This configuration implies that task orientation as a teaching strategies is not in general 

salient to PE dimension of efficacy, but where high TE conditions accompany and 

interact with it (Table 9). In other words PE contributes more in teaching under TE 

attitude/conditions simultaneously. 

All the three findings are motivationally related, that is,: PE dimension broadly indicates 

(a) a focus on ability, (b) a traditional view of ability or intelligence, and (c) a rather weak 

sense of task-orientation. However, these indications reflect on 'personal efficacy' , as an 

individual measure· - in isolation of TE aspect. It may be noted that PE was fow1d to work 

poorly, in terms of task motivation. when it is accompanied with low TE, however it 

works better under high TE conditions. Table 9 indicates in details how high PE attitude 

~ 

in interaction with high TE attitude is conducive for building up teachers motivation and 

task orientation. This is an interesting fmding. The current data demonstrates the 

importance of multivariate analysis in specifying complex relationships. Nevertheless PE 

could only be weakly predicted R2 = .202, p<.05 compared to TE (R2 = .469, p<.Ol). 
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For instance negative causal path fr0111 incremental beliefs to PE, and a positive causal 

path fr0111 abili ty to PE revealed latent meanings of the construct of personal efficacy for 

our subjects. We might have otherwise taken PE as a positive attitude. 

A critical reading of TES indicates that PE statements predominantly focus on teachers ' 

ability, skills, training percepts, and student control measures, signifying an abi lity 

related---"What I can do," approach; whereas TE statements indicate a focus on teaching, 

effort and task-orientation--- "what can be done to students" approach . Higher loca l base 

score on PE (i.e. a mean score of 33 on PE scale which has a theoretically possible mid 

va lue of 25) indicated that PE statements appeared salient to this sample of teachers. 

It also reflected a discrepancy in the strength of beliefs and norms of teaching between 

teacher population in Pakistan and that in the West where the scale was conceived and 

anchored. Likewise, a lower base rate of 17 for TE scale corresponding to a theoretical 

base va lue of 20 (which would also be the base rate in the Western population of 

teachers) fUlther indicated discrepancy 111 the other motivational direction. 

These differences denote personal as well as situational/cultural effects of the two 

populations, which need to be kept in view while interpreting data from the cross cultural 

perspective. 
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Interactive Significance of TE and PE Aspects 

Can TE and PE, two independent and discrete beliefs, co-respond? An interactive PE by 

TE levels of efficacy analysis was found to provide an affirmative evidence. 

(Table 8 & 9). It appeared that certain conditional relationships existed as different leve ls 

of PE and TE (scores) interactively influenced other variab les/constructs. 

For example subjects with high TE were more task oriented than those with low TE score 

however this relationship existed more strongly for those who had a high PE as well as 

high TE leve l than other leve ls of efficacy e.g. (hi TE, 10 PE or vice versa) . 

Our hypothesi s that teachers who score high on both TE and PE will be more task 

oriented than those who score low on one or both the dimensions, was supPOlted, 

(Table 8). The interactive effect for the variable of incremental concept of intelligence 

was also suppOlted but in a different direction: Teachers high on TE but low on PE 

displayed a stronger belief in intelligence than subjects in other interactive categories 

(e.g. 10, 10, or hi , hi , Table 9) . These findings revealed that discrete aspects of efficacy 

such as TE and PE are sometimes related in opposite way. Thus studies that simply 

combine the two dimensions into one index (e.g. Ashton & Webb, 1986; Guskey, 1988) 

are likely to miss impOltant relationships. 

Similar conditional relationship were fOlmd with various attributional pattern for student 

success and failure. For example, our data confirmed a general findin g of the attribution 

research that fa ilure is attributed to ability and effOlt is perceived as sa lient to success 
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(Bandura, 1986; Schunk, 1991), it however additionally revealed that the former view 

was supported by low TE, high PE efficacy group of teachers whereas the latter was 

endorsed by high TE, low PE group (Table 15). These contrasts are theoretically 

consistent with the motivation theory and inform us how TE, PE interaction crystallized 

effort -- ability percepts in achievement/school settings. It may be mentioned in the last 

that cross-tables detected interaction effects which were otherwise not interpretable from 

the correlation coefficients. For instance high level of PE by high level of TE facilitated 

stronger task orientation than high TEll ow PE. PE positively contributed amidst high TE 

conditions though overall task -- PE con-elation was nil ( r = .044). The two 

methodologies led to different interpretation of the data. Techniques providing better 

control procedure provided a refined analysis, that is, interaction could not be detected by 

simple correlation method. 

TE and PE Imply Different Motivational Frames 

The model employed to explain teacher efficacy found task goal as strongly predictive of 

teaching efficacy (TE) beliefs. Incremental beliefs, as another variable was a modest 

predictor of TE. The latter facilitates the former (Elliot & Dweck, 1988). Both of these 

variables had positive influence paths and signs to endogenous variable TE, resulting 

in a ro~ust regression prediction (R2 = .463). On the other hand the same 

variables predicted PE 111 a different pattern; a fixed concept of 

intelligence (BI = - .310,p<.05) and a focus on 'ability' attribution (B4 = - .288 , p <.05) 
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as causal of student achievement toned down task motivation (B2 = .054) and belief in the 

efficacy of effort (B 3 = .138). It was, however, a weak prediction (R2 = .202) which left 

\ JrfV 
bulk of the variance unexplained. Patterns of relationships LTE and PE endogenous 

variables were thus found to be distinctly different, and meaningful in the motivational 

framework of this study. Briefly, a focus on task and concern for effort was central 

to TE, a focus on ability and concern about deficiency in ability (for ability 

connotes an evaluation on the lower side, that is taking it as less than sufficient [Ames 

& Jennifer 1988]) was salient to PE. 'Effort' and alternatively 'ability' attribution 

assumed to be reflective of school culture/conditions as a context variable, was 

hypothesized to mediate the effect of core exogenous variables (i.e. task motivation and 

incremental intelligence beliefs) on PE and TE the effect variables. 'Ability' did 

contribute to the prediction of PE significantly (B4 = .288, p<.05). Its correspondence 

with non-incremental/fixed concept of intelligence, jointly loaded on PE significantly 

F (3 ,224) = 2.45, p <.05. Task orientation and 'effort ' appeared to have limited influence 

on PE (B2 = .051 & B2 .143, respectively). A focus on 'ability' in PE conditions seems to 

have retarded task motivation there. Attribution-motivational framework thus proved 

relevant 111 our model for assessing motivation 111 achievement settings. 

For the prediction of TE, ability attribution contributed little just as effOlt attribution was 

of trivial significance in the prediction of PE. 'Effort' did not figure well in the 

prediction equation for TE largely due to the order or sequence of 

variables; that is, task motivation (X2) a strong correlate of effort (X3) , over 
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shadowed the latter by preceding in the array/order of variables (Figure 3 & 4), otherwise 

effo rt-TE correspondence ( r = .532, p<.OI) was far more robust than ability--PE 

correspondence (r = .205, ns) . Applying same set of predictor variables to both TE and 

PE, the effect variables, we wanted to differentiate between the two attitudinal states in 

terms of their motivational meanings and relevance to teaching. Interestingly, the 

predictors salient to TEwere not significant to PE. The prediction thus explained what 

TE and PE aspects of efficacy signified despite the model's limited efficacy to predict the 

latter aspect strongly. In view of the above analyses, we take TE as a motivationally 

adaptive and favourable attitude in teaching and school work, however personal efficacy 

which is denotatively a desirable construct empirically works favourably in high TE 

conditions but not so well when accompanied with poor TE conditions. Its motivational 

, 
meanings, in our data/culture revealed it to be adaptive attitude but limited to high TE 

attitude simultaneously (Table 10). Otherwise PE attitude, had a rather modest 

gross/overall correspondence with task orientation approach in teaching ( B2 = .104). 

The analysis provided us a conditional interpretation of the efficacy of PE relevant to our 

population of teachers . In Bandura's account, self efficacy is constellation of personal 

beliefs that emerge from subjects ' interpretation of their experience. In our teachers ' 

conception, ' ability ' underlay personal efficacy a cross-cultural fmding. 

Outside the prediction analysis/model, teaching experience and Science vs . Arts 

discipline, as sociological variables, assumed as antecedent hence one that could 

influence teacher efficacy. 
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The latter significantly differentiated among teachers in the strength of their beliefs in 

overcoming external student conditions i.e. TE. A self perception or PE scores however 

did not differentiate between science and 31is teachers. 

One account of experience, however, teachers could not be differentiated regarding their 

score on both TE or PE. That is the experienced and less experienced obtained about the 

same TE and PE scores. Most of the cross-sectional studies examining the influence of 

experience on teacher efficacy found no significant difference (Guskey & Passaro, 1993; 

Korevaar, 1990; Woolfolk, Roseff & Hoy, 1990). The researchers concluded that stable 

efficacy is the characteristic of experienced teachers. This study confirms the findings of 

the previous researches. According to Imants and Brabander (1996), teachers ' sense of 

efficacy changed/improved rapidly in the initial years but then it stabilized soon, hence no 

gain in perceived efficacy was observed beyond a certain period. Dembo and Gibson 

(1985) found changes beyond 5 years as minimal. The criterion of experience, in our 

study was chronological i.e. numbers of years spent in the teaching job. May be this 

criterion was not sensitive to critical difference in teachers as could perhaps be reflected 

in efficacy scores on TES. According Social Learning Theory, a sense of personal 

efficacy emerges from subjects' interpretation or value of hislher experiences. It can be 

thus said that teachers with greater experience in this study perhaps did not perceive their 

teaching skills as more valuable than what the novice perceived. Constancy in school 

conditions seems to explain efficacy stability or lack of professional growth/change in 

paliicular studies. 
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A strong task orientation in teaching (as a goal), an incremental view about intelligence, 

\ 

and a greater focus on effort than on ability would theoretically characterize the profile of 

high TE, high PE teachers. On the other hand, the profile of this sample of teachers 

showing high self efficacy perception---PE but moderate outcome expectations 

(about student learning/achievement)---TE, presented the following characteristics: 

1. A perception of high personal efficacy (PE)---a tendency that was uncorreJated 

with task orientation, negatively associated with incremental view of intelligence, 

and positively and strongly related to ability (than to effort causal 

attribution) was fOlmd to characterize our sample of teachers. As such, they will 

be prone to emphasize ego-goals in the classroom. 

2. In motivational terms, a TE attitude was found to be desirable in that it was 

associated with a task-oriented approach in teaching, bore a positive relationship 

to incremental percept of ability, and emphasized effort as causal of achievement. 

However mean score of 17 in our sample which is lower than mid value of 20 on 

TE scale was indicative of deficient beliefs in the perceived efficacy to bring 

about an optimum student outcome. Science teachers had relatively stronger TE 

perception about themselves than the Arts teachers. 
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3. A higher base rate for effort than for ability attribution was obtained on the whole, 

however, the low efficacy (10 TE, 10 PE) group among them attributed failure to 

lack of ability more often than to lack of effOlt. 

The extent to which teachers believed they affected student learning is called an efficacy 

perception. Reviewing research over a period of decade, Good (1981) concluded that 

classroom data suggest that teachers ' beliefs influenced teaching patterns and 

achievement gains in students. In view of this characteristics of the above profile mLlst 

also bear on pattern of teaching and teaching outcome. An analysis of the teachers ' 

profile from the perspective of socialleaming theory (SLT) is as follows: 

In SL T, two major sources of motivation are; (a) outcome expectation and (b) self 

motivation, i.e. TE and PE respectively in the teaching situation. These aspects of 

motivation have different degree of strength and psychodynamics in this data. 

For instance high PE among our subjects indicated strong self satisfaction with one 's 

perceived level of skills and abilities as a teacher. By SLT account, this perception is 

relative to efficacy standards observed in teachers in the schools as models. Teachers in 

general evaluate their self efficacy vis-a-vis such models/targets. The high PE score of 

teachers in this sample can therefore be explained as a case of simply regarding or 

interpreting a mediocre performance (i .e. nearly 50 % result in Matriculation, and High 

Secondary School Examination) as sufficient and acceptable in the government schools. 
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This determined their perception of self efficacy or PE score. A reference to Bandura and 

Kupers' (1965) experimental study illustrates the point: Children who had seen rewards 

only for the excellent performance followed the high standards exhibited, while those 

who saw rewards for poor standards rewarded themselves with similar performance. 

in our Shldy, subj ects rewarded themselves with a perception of high or sufficient 

efficacy for just mediocre teaching outcome (e.g. 65% result in Matric and 35 - 40% in 

Higher Secondary School) because they observed most of the teachers showing barely 

average standard and student outcome. Bandura ' s (1977) theory identifies information 

about performance of others and that of one ' s own as two major sources of self efficacy. 

The social norms and standards of the school affect teachers' satisfaction and se lf efficacy 

perception. Teacher results pass off usually undemanded and unchecked by the School 

inspectorate here. Besides, no incentives are stipulated for higher teacher performance. 

The prevalent norms and standards, when internalized and self-imposed, gave our 

teachers a sense of satisfaction and efficacy. Elliot (1989) regarded school as a critical 

context for teachers in determining their efficacy perception. The social world of school 

that conta ins low-standard models of teacher behaviour forms the school culture as a 

forceful organizational variable which seems to have affected the school outcome in 

Pakistan. A high perception of self efficacy for just average outcome indicates low 

targets as a norm for the school teachers. Their behaviour, as Sarason (1971) suggests 

must be seen and interpreted within the context of social norms of the 

school/organization. Bandura (1977 , 1986) also claims self efficacy as a context 

dependent characteristic. The scenario of our government schools and their effect on 
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teacher behaviour bears serious implications for the teaching profession as well as for the 

teachers at the school level. 

By SLT doctrine, a change in the outer/social reality of school can be instrumenta l to 

bring about a change in teachers. The social reality of schools can be manipulated by 

errecting and reinforcing teachers exhibiting high standardslrole models to be observed 

and emmulated by other teacher. The standard or level for teacher excellence can be 

regulated by app lying reinforcement contingencies. A relationship of defined teacher 

outcome--- inunediate consequence, is missing altogether at present, leading to a state of 

apathy and indifference in teachers. To counter such a situation, the teacher excellence, 

wherever found, may be recognized · and valued to guide teacher efficacy. A model or 

standard-organsim-behaviour-consequence (S-O-B-C) paradigm should be applied Il1 

schools as an external persuasion teclmique to motivate teachers to show better 

performance. This will concomitantly also serve to rationalize their inflated self efficacy 

perception vis a defined. target / standard to be regulated by the depaliment of public 

instructions. 

Teachers ' motivational beliefs profile may also be appreciated from internal cognitive 

perspective. A deficient TE perception indicated lack of adequate/average beliefs 

that externa l difficulties can be overcome, and teaching and education can be an enabling 

experience for the students. Such a perception is likely to undermine teachers ' 

morale. Besides, more focus on ability than on effort by low efficacy group of teachers 



113 

(10 TE, 10 PE and 10 TE, high PE) would also have adverse impact on teaching strategies 

and consequent teaching outcome. There is evidepce that low efficacy teachers as focus 

on ab ility apply ego-involving strategies which undermine learners' effort motivation as 

well as achievement gain specially on complex tasks (Sarason, 1975; Nicholl s, 1979, 

1980, 1983). It may be noted that task-oriented strategies (TMS) found no correlation 

with ability ( r = .044) in our data as well. As a remedy for such situation, cognit ive 

theorists suggest that teachers ' educational beliefs can be corrected or changed through an 

intervention in teacher training effOlt. (Gist, 1987; Frayne & Latham 1987). 

Studies provide evidence that efficacy beliefs can be moderated. For instance, 

Ferstarling (1985), in a survey of 15 studies repOlted that cognitive persuasion methods 

have been successfully applied to indoctrinate failure as a result of insufficient or lack of 

effOlt rather than ability. Sclmeider (1992) claimed that as a result of such cognitive 

re-training, teachers ' cognition changed favourably and their expectation of success 

arose. For subj ects as of this study, teacher training progranm1e need to be geared to 

belief change for making teachers responsible for their work, focusing on effort 

(as a contro llable and enhancable strategy) and cultivating task orientat ion in teaching 

strategies. Teachers may stipulate to themselves and to their students the rationale for an 

activity they embark upon in the classroom. This rationale can potentially orient them to 

focus on task and value effort. Dweck and Leggett (1988) emphasize that fixed ability 

views generally develop in chi ldhood in school socialization process)ast in the absence of 

an appropriate intervention. A teacher training progranm1e inclusive of psychological 

education and "re-cognition ' on these lines can potentially bring about des irable change 
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111 beliefs and goa ls of teachers in our subjects that will guide their classroom action. 

Beliefs ll1 teaching efficacy---that students' difficulties and limitations of background 

factors can be overcome are critical to school efficacy or power of the school and 

education to change students. Teacher education programmes in Pakistan have 

exc lusively emphasized on cognitive skills and competencies, overlooking the affective 

dimension of teacher behaviour comprising beliefs and values that influence the way 

teachers perceive, organize and react to different situations or stimuli in the school 

environment. In fact this investigation has increased our awareness of the idea that it 

is not enough to have just skills and Imowledge to be effective teachers , the goa ls teachers 

pursue in teaching and the beliefs underlying them are equally impOliant in their impact 

on teaching and learning in the classroom, and in case the same are not compatible with 

the objectives of the curriculum and the intended beliefs and attitude format ion 

therefrom, in Zichner and Tabacknick ' s (1981) words, it may wash out the whole effect. 

Conclusions 

Whereas this was an exploratory study and p31ticipants comprised a select group of 

government school teachers enrolled in a higher teacher education programme, genera l 

conclusions , within such limitations, have been ma4e as follow: 

First, teacher efficacy construct was found to comprise independent factors of personal 

efficacy, and teaching efficacy beliefs simi lar to the findings in the Western researches . 

Urdu version of Teacher Efficacy Scale warranted this finding . The scale is deemed to be 

valid for local use as a research tool and can potentially identify preservice entrants for 
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selection, diagnostic and instructional pWlJoses, in teacher education courses, vis-a-vis 

their teaching beliefs. The generalizability of the concept (of teacher efficacy) and its 

relevance to teacher population in Pakistan has been supported in this study. We found 

TE by PE interactive aspect of efficacy as providing more differentiated and theoretically 

meaningful profiles of teachers regarding their beliefs, goals and attribution pattems, than 

separate TE and PE indices. Therefore interactive effects between specific levels of PE 

and TE (PE X TE) rather than the composite score (TE + PE) of the two dimensions as 

used by Gibson and Dembo (1985) is recommended to be a more appropriate appreciation 

of the two facit construct of teacher efficacy since the two factors are not only structurally 

but also functionally discrete as the multivariate analysis revealed it. As predicted 

teachers who scored high on both TE and PE also scored higher on all the predictor 

variables than those who were not high on one or both the efficacy dimensions. 

The profiles of the latter categories of teachers can also be differentiated on these lines. 

Second, TE and PE aspects of efficacy were meaningfully correlated with other 

psychological concepts/variables in this study except that PE aspect was found to 

(a) .associate strongly with ability, and (b) believed ability as a fixed and predetermined, 

entity contrary to our prediction (Table 8). Based on cognitive motivation theories and 

concepts, a common model brought out the distinctive psychological perspective and 

dynamics of the two aspects of 'teacher efficacy' for a more informed use of the construct 

of teacher efficacy as well as its measure by TES in our school context. As hypothesized, 

incremental concept of intelligence and task motivation were positively associated with 

TE. A similar hypothesis was not supported for the PE dimension. 



116 

Motivational patterns underlying TE and PE have important implications for teaching and 

learning since teaching goals bear on students' learning goals . In this context it was 

culturally very informative to observe that apparently positive sounding variable, 

personal (teaching) efficacy, was intrinsically a maladaptive attitude for teaching 

functions in our teacher population. Nature of thoughts underlying teachers' personal 

efficacy beliefs ---that ability is a fixed entity and it is salient to achievement---can 

probably be reformed within the scope of teacher training courses. 

Third, a high PE---IowTE profile of our sample of teachers is a motivationally 

unfavourable characteristic. Poor school outcome in our country confirms this 

psychological inference. Interesting enough and contrary to our prediction, the perceived 

efficacy of the experienced teachers was not found to be higher than that of the novice. 

Since beliefs determine teachers' practices, these must be focused, challenged and 

realigned or reframed in teacher education courses. The present outline of 

teacher-training courses does not contain any intervention of psychological or affective 

nature. A belief change can also be manipulated by (a) applying reinforcement 

contingency for defined teacher behaviour as explicit direction and goal, representing the 

external reality of the school system (b) arranging an internal belief change programme as 

a component of teacher education courses. This two pronged strategy, (a) S-O-B-C as 

school condition and an extrinsic reason, and (b) 'cognitive retraining' as an effort to 

moderate beliefs that act as intrinsic force, is likely to jointly rationalize efficacy 

perception, enhance school performance, and render teaching experience in government 

schools a meaningful context factor. The strategy is based on social learning theory 

as well as cognitive motivation research literature where relevant and applicable to 

Pakistani school context. 
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Future Directions 

A number of research issues can be addressed in future investigations. First, a replication 

study may be conducted to confirm the structural analysis of TES on a more 

representative sample of teachers in Pakistan. The effect of school differences may 

preferable be controlled as much as possible in the selection of schools in future studies. 

Studies on different samples of known characteristics will also be useful as validity 

evidence. F or instance, Mitchell and Barbra (1996) report that schools that offered 

opportunities for teachers to reflect on their teaching fostered more positive changes in 

self efficacy beliefs of teachers than other schools. Within the scope of this study, for 

example, we feel a need for studying a more meaningful or qualitative criterion of 

experience to replace the present purely chronological and quantitative one, in terms of 

number of years, to investigate for instance Soodak and Podells ' (1993) view of 

developmental nature of the concept of teacher efficacy. 

Second, the proposed GaUSftI model for PE aspect needs to be reviewed in view of its 

current poor predictive ability. We applied a common predictive model to both PE and 

TE aspects for theoretical reasons so that difference between the two aspects can be 

brought out. A predictive study of PE in a purely psychometric sense, usmg a 

multi-variables model, can be useful in understanding PE better. About 80% of the 

variance in PE scores that remains untapped so for will potentially explain what is 

motivationally good about PE that makes it, under high TE condition, favourably affect 

teacher motivation. 
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Third, w hen the future researchers find 3n access to sophisticated statistica l so ft wan: 

p~lckage In Pakistan, like structura l analysis Ihrough EQS so ft \\>'are p;'lekat:l' 

(Bentler 199:2 ) and LI S R EL 6 and L1SREL S prognlllllIH:! (Joreskog & Sorbom, 199J) ;I S 

reported in n.:eent investi gations, a comprehens ive and more controlled ~ 1IH1lys is would 

be poss ibk. lJntil then these findin gs call be trl:(Ill;d ;IS lL:ntative. Iks ides, the pOiellti ;II 

of Urdu vers ion of TES as a diagnosti c tool may be assessed for classifying teach ers 1'01 

vario us in -service and preservice training illtc rvensioll purposes and t.he outcome llI ay Ik' 

re lated to TES score for ascertaining its predictive :Ind c linica l va lidity. This will 

e mpiri call y ex tend the present research work in teac he r motivation to teacher Cel tlC:lt ion 

programmcs ill Paki sta n . 

Fo urth , ill I'ulllrc studies, resea rchers may :llso tes t th e TI':S scores between teac he rs w itll 

dilTerellt s tutkllt ou tcomc to lend exll:l'II;d/er il e ri;II v; didity to TES scon:s. Likewise 

teachers apprai sed on teaching effectiveness by their s llperv isors and Ill entor , teachers 

may :1l so he put tu TES to lilld how we ll it diffcreilti;lte hetween them. 
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Appendix i 

TEACHER EFFICACY SCA LE 
SI-II · RRJ GIBSO N. 1'111) . 

Please indicate the degree to which you agree or di sagree with eac h statemen t be low by 
circling the appropriate numeral to the right of each statement. 

I . When a student does better than usual, many timc ~ it is because I exerted a litt le 
extra effort. 

2. The hours in my class have little influence on students compared to the influence 
of their home environment. 

3. If parents comment to me that their child behaves much better at school than 
he/she does at home, it would probably be because I have some specific 
techniques of managing hislher behavior which they may lack . 

4. The amount that a student can learn is primarily re lated to family background . 

5. If a teacher has adequate skills and motivation, shelhe can get through to the most 
difficult students. 

6. If students aren ' t disciplined at home, they aren't likely to accept any discipline. 

7. I have enough training to deal with almost any learning problem. 

8. My teacher training program and/or experience has given me the necessary skills 
to be an effective teacher. 

9. Many teachers are stymied in their attempts te- help students by lack of SUppOl1 
from the community. 



10. Some students need to be placed in slower groups so they are not subj ected to 
unrealistic expectations. 

11. Individual differences among teachers account for the wide variations in student 
achievement. 

12. When a student is having difficulty with an assignment, 1 am usuall y able to adjust 
it to hislher level. 

13 . If one of my new students cannot remain on task for a particular ass ignment , there 
is little that I could do to increase hi slher attention until he/she is ready 

14. When a student gets a better grade than he usually gets , it IS usuall y because 
I found better ways of teaching that student. 

15. When I really try, I can get through to most di ffic ult student s. 

16. A teacher is very limited in what he/she can achieve because a student's home 
environment is a large infl uence on h is/her achievement. 

17. Teachers are not a very powerful influence on student achievement when a ll 
factors are considered. 

18. If students are particularly disruptive one day, I ask myself what I have been doing 
different I y. 

19. When the grades of my students Improve it IS usually because I found more 
effective teaching approaches. 

20. If my principal suggested that I change some of my class curriculum, I would fee l 
confident that I have the necessary skills to implement the unfamiliar curri cuilim . 

2 1. If a student masters a new math concept quickly, this might be because I know the 
necessary steps in teaching that concept. 



22. Parent conferences can help a teacher judge how much to expect from a student by 
giving the teacher an idea of the parents' values towards education, discipline , etc . 

23. If parents wou ld do more with their children, I could do more. 

24. If a student did not remember information I gave in a prev ious lesson, I wo uld 
know how to increase his/her retention in the next lesson. 

25. If a student in my class becomes disruptive aIld noisy. I fee l assured that I kno w 
same techniques to redirect him quickly. 

26. School rules and policies hinder my doing the job I was hired to do. 

27. The influences of a student's home experIences can~bc overcome by good 
teaching. 

28. When a child progresses after being placed in a slower group, it is usually beca use 
the teacher has had a chance to give him/her extra attention. 

29. If one of my students couldn't do a class assigl ment, r would be able to accurately 
assess whether the assignment was at the correct level of difficulty. 

30. Even a teacher with good teaching abilities may not reach many students. 
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