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ABSTRACT 

This study explored the present status of self-efficacy and job satisfaction. It 

investigated the predictive power of three self-efficacy aspects on job satisfaction so 

as to come up with knowledge that can be used to enhance the quality of teaching 

and learning in primary schools in Tanzania. It also investigated the influence of 

personal background and school context variables on teachers‟ self-efficacy and job 

satisfaction. The study was guided by Bandura‟s (1977) Self-efficacy Theory and 

Herzberg (1959) Two-factor Theory of job satisfaction. 

Three hundred ninety two teachers (N = 392)  from forty one (41) primary schools 

in Dodoma Urban and Chamwino districts located in Dodoma Region involved in 

this study. A cross sectional survey design and a mixed methods approach were 

adopted. Semi-structured interviews and questionnaires were used to collect data for 

the study. Data were analyzed and interpreted using descriptive and inferential 

statistics. 

The findings revealed that the participants were highly self-efficacious, but they had 

moderate level of job satisfaction. There was statistically significant moderate 

positive relationship between teachers‟ self-efficacy and job satisfaction. Self-

efficacy in student engagement and self-efficacy in instructional strategies are the 

best predictors of teachers‟ job satisfaction, they account for approximately 15.5% 

of the variance in teachers‟ job satisfaction. Age had significant impact on only 

teachers‟ job satisfaction, but school context had an influence on both teachers‟ self-

efficacy and job satisfaction.  

The findings suggest heads of schools to assess the school environment and change 

the situational constraints that they can control, that are impeding teachers‟ ability to 

perform their jobs and which lower their career satisfaction.  
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CHAPTER ONE 

PROBLEM AND ITS JUSTIFICATION 

 

1.0 Introduction 
 

This chapter introduces the problem and provides the rationale for the study. It 

specifically contains the background to the problem, statement of the problem, 

research purpose and objectives. It also presents the research questions, significance 

of the study, delimitation and limitation of the study. The chapter ends by presenting 

the operational definition of the key terms used in the study. 

 

1.1 Background to the Problem 
 

The self-efficacy and job satisfaction of teachers are psychological constructs 

deserving adequate attention in educational context. They determine how a teacher 

behaves, thinks and become motivated in a particular teaching task (Akomolafe & 

Ogunmakin, 2014). In the context of this study, teacher‟s self-efficacy is viewed as a 

belief that a teacher has in his or her capabilities to bring about desired outcomes 

even among those pupils who may be difficult or unmotivated (Tschannen-Moran & 

Hoy, 2001). Meanwhile job satisfaction is viewed as an inner contentment that a 

teacher gets by performing the job well (Bose, 2007). In other words, it is the 

perception of fulfillment derived from day-to-day work activities and one that is 

associated with higher levels of job performance. 

 

Self-efficacy of teachers in addition to professional knowledge, competence, and 

teaching skills has been found to be a basic requirement to accomplish their teaching 

roles and maintain the quality of instruction (Nurgent, Bradshaw & Kito, 1999). For 

example, it makes teachers to stimulate positive and productive learning 

environment under which learning can take place (Marphatia, Legault, Edge & 
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Archer, 2010); to demonstrate hard working spirit and good manners so that pupils 

can be able to emulate (Zombwe, 2009); to prepare teaching and learning materials 

suitable for effective teaching and learning of specific curricular content. 

 

Teachers‟ self-efficacy is as well stressed in both the Dakar Framework for Action
1
 

(DFA) and the Millennium Development Goals
2
 (MDGs) to endorse Education For 

All
3
 (EFA) by 2015. Equally, the Global Campaign for Education

4
 (GCE) made 

“Every Child Needs an Effective Teacher” the campaign theme for 2006 Global 

Action Week
5
 (Sumra, 2006). The aim was to call upon national governments and 

international communities to enable the recruitment and retention of a professional 

well motivated teaching force.  

 

Japan is one of the countries which responded for the call since 2006. It endeavored 

to enhance teachers‟ motivation and job satisfaction, and retain good teachers. 

Similarly, Korea has introduced “pay-fcxor-performance system” based on the 

performance of individuals and school level (Kim, 2011). Also, Malaysia Ministry 

of Education (MoE) has introduced a number of initiatives to acknowledge the role 

that teachers play and raise the standing morale of teachers. For example, in addition 

to benefits available for public servants, primary and secondary school teachers are 

                                                           
1 Goal 2 of the Dakar Framework for Action (2000) commits nations to the provision of primary education of 

good quality and goal 6 includes commitment to improve all aspects of  education quality so that recognized and 

measurable learning outcomes  are achieved by all especially in literacy, numeracy and essential life skills. 

2 The Millennium Development Goal 2 commits Government to ensure that by 2015 all children have access to 

and complete, free and compulsory primary education of good quality. 

3 As per world conference on Education For All (EFA) held in Jomtien, March 1990; EFA is fundamentally 

about assuring that children, youth and adults gain the knowledge, and skills they need to better their lives and 

play a role in building more peaceful and equitable societies. 

4 The Global Campaign for Education is a civil society movement working to promote education as a basic 

human right, and mobilizes public pressure on Government and international community to provide a free and 

compulsory quality public education.  

5 Education, Global Action Week provides everyone campaigning for the right to education with an opportunity 

to highlight the Education For All agenda and make targeted efforts to achieve change on the ground, with the 

added support of millions of members of the public worldwide joining together for the same cause. 



3 
 

entitled for “critical subject teaching and hardship allowances” and “special 

incentive for teaching in remote areas.” Also, teachers demonstrating competencies 

beyond the expected level are considered for the “Excellent Service Award” and for 

a “Fast Truck Promotion” (Mokshein, Ahmad & Vongalis-Macrow, 2009). In 

Gambia and South Africa, financial incentives to attract and retain teachers in hard-

to-fill teaching posts and bonuses for continuing in teaching position have proved 

effective in enhancing teachers‟ status and, therefore, satisfaction (Monyatsi, 2012). 

 

Deliberate steps have been undertaken toward accomplishing the MDGs and EFA 

goals of Universal Primary Education
6
 (UPE) in Tanzania. For instance, the Ministry 

of Education and Culture (MoEC) by that time formulated the Education and 

Training Policy
7
 (ETP, 1995), among others to improve the quality of education and 

training (MoEC, 1995). To this end, it clearly stipulated that teachers‟ job 

satisfaction is a key factor for the maintenance of quality teaching and learning. 

Similarly, the recent Education and Training Policy launched in February 2015 has 

identified teaching and learning environment as a challenge to the quality education 

and thereby prioritize the necessity to create attractive environment to teachers in 

order to enhance the quality of education and training (WyEMU, 2014b). All these 

steps along with improving the quality of education, intended to enhance the job 

satisfaction among teachers. 

 

The Government of Tanzania promulgated the Primary Education Development 

Programme (PEDP) in 2002 and as an attempt to meeting the ETP objectives of 

improving quality in basic education (MoEC, 2001; MoEVT, 2007, 2012). The 

                                                           
6 Universal Primary Education (UPE) means that all children of primary-school age participate in the school 

system and complete primary school. 

7 The Education and Training Policy (ETP) guides the provision of education and training in Tanzania. 
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Government of Tanzania also has introduced PEDP III, which intends to provide 

incentive package to teachers in difficult and hard environment to address the 

dissatisfaction of teachers in the country. In 2013, the Ministry of Education and 

Vocational Training (MoEVT, 2013) launched the Big Results Now
8
 (BRN) 

Programme which prioritized teacher motivation as the most crucial challenge 

pertaining to teachers that need immediate solutions.  

 

Despite the Government‟s official recognition of the centrality of teachers‟ 

motivation and job satisfaction through the ETP, PEDP, and BRN in upholding the 

quality of teaching and learning, the implementation of the programmes posed many 

challenges. Consequently, the study by Jinyevu (2013) indicated high levels of 

teachers‟ dissatisfaction. Dissatisfaction of teachers is a major contributory factor to 

poor learning achievement of primary and secondary students (Bennel & 

Mukyanuzi, 2005). In Tanzania, there have been long term concerns that in primary 

schools performances have not shown significant improvement for many years 

(WyEMU, 2014a & b; UWEZO
9
, 2011). 

Escalation of low learning achievements among primary and secondary students 

drew the interest of researchers to embark on investigating teacher motivation and 

job satisfaction as a step to resolving this problem. The major findings have been 

that teachers are not satisfied with the living and working conditions due to poor 

housing, low salaries and benefits, high workloads and low status accorded to the 

teaching profession (Davidson, 2007; Mkumbo, 2012; Jinyevu, 2013). These 

                                                           
8 The Big Results Now programme is focused on revamping the quality of basic education following significant 

deterioration in pass rates in primary and secondary schools. The BRN emphasizes on addressing teacher 

motivation through monetary and non-monetary incentives. 

9 UWEZO assesses children‟s competencies in English and Kiswahili literacy and numeracy using tools 

developed through rigorous process. The 2011 assessment revealed that most children complete Standard Two 

without master the basics of reading and numeracy. 



5 
 

studies, however, were based on environmental (extrinsic) influences of teachers‟ 

motivation and job satisfaction. There is evidence that the main motivating factors 

are not in the environment but in the intrinsic value and satisfaction gained from the 

job itself (Herzberg, Mausner, & Snyderman, 1959). 

 

Teachers‟ job satisfaction is an important construct to be studied since high levels of 

job satisfaction have been linked to the quality and stability of instruction (Hessamy 

& kheiri, 2013). Such studies are necessary since job dissatisfaction influence work-

related behavior including intention to leave the job and low level of job 

commitment (Mkumbo, 2012; Jonathan, Thibeli & Darroux, 2013), 

counterproductive behavior such as strikes, and psychological withdrawal such as 

truancy, absenteeism, lateness and other forms of misconduct (Mensah, 2011). 

 

Teachers‟ low level of commitment in Tanzania is reflected in the number of 

strikes
10

 that occurred in the country. Also, it has been reported that teachers‟ claims 

had risen up to 61 billion in 2014, a situation which demoralizes teachers (Kingoba, 

2014). Recently, teachers have been lamenting about the proposal by the 

Government to harmonize the formula for calculating terminal benefits for public 

servants which, if approved by the parliament and adopted, teachers‟ pension 

payment will decrease by 50 percent (Domasa & Moore, 2014). All these raise 

questions on their self-efficacy and intrinsic job satisfaction. 

 

UWEZO (2011) revealed that teacher absenteeism in primary schools rose up to 19 

percent. In a similar vein, a national household survey by Twaweza (2013) found 

that 10 percent of primary school teachers were absent from work on the day of 

                                                           
10 In the year 2012 about 200,000 teachers went on nationwide strike demanding the government to pay their 

unpaid dues, improve their benefits, working conditions and increase salaries by 100 percent (Keyworth, 2012). 
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survey. Surprisingly, the findings by the World Bank (WB) and the African 

Economic Research Consortium (AERC) (2011) reported that even when teachers 

were in school, fifty three (53) percent of them were not in classroom at the required 

time. It has been found in Zambia for instance, that an increase in teacher absence by 

5 percent reduced learning gains that Grade Five students made over the year by 

about 4 percent in English and Mathematics (UNESCO, 2014).  

 

Evidence continues to confirm that teachers‟ satisfaction with their profession is 

questionable. Teacher turnover due to early retirement and truancy has been facing 

the education system. For example, it has been reported that 290 primary school 

teachers and 1039 secondary school teachers terminated their service. Among the 

reasons for such termination include truancy and leaving the teaching profession 

(MoEVT, 2014); many teachers do not want to work in rural areas (Maro, 2012); 

many individuals joining the teaching profession dream to leave it as they find 

another job (Sumra & Katabaro, 2014; Jonathan, Thibeli & Darroux, 2013) and 

others because teaching is not their hobby (Mkumbo, 2012). Data show that almost 

40% of new teacher graduates did not even enter the teaching work force in 2008 

(MoEVT, 2010).  

Based on the reality above, other internal factors that can lead to quality teaching 

and learning, and consequently upholding teachers‟ commitment to their job need to 

be clearly researched. One possible factor to consider is teachers‟ sense of self-

efficacy, that is a self-regulatory, relatively broad, psychological belief system that 

influence most teachers‟ behavior, including teaching performance (Gavora, 2010). 

Teachers‟ sense of self-efficacy in aspects of efficacy in instructional strategies, 

student engagement and classroom management has been shown to be an important 
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characteristic of the teacher and one strongly related to success in teaching 

(Tshannen-Moran, Hoy, & Hoy, 1998).  

 

Teacher self-efficacy is an elusive construct. Its research has been undertaken for 

more than four decades, with many studies focusing on conceptualizing and 

measuring it and its correlates (Tshannen-Moran et al., 1998; Tshannen-Moran & 

Hoy, 2001; Klassen & Chiu, 2010). However, there has been disagreement over the 

understanding of this construct since it is based on the subjective feeling of the 

individual.  

 

Despite the plethora of research on teacher efficacy, many studies have been 

conducted in North America specifically in the United States (US) and Canada. 

Thus, extensive literature on the meaning and measurement of the construct is based 

on that context. However, teacher efficacy is constructed based on personal 

knowledge and beliefs but also on the impact exerted by culture and society on the 

teachers‟ expectations, roles, and social relations (Tshannen-Moran et al., 1998). In 

this light, the knowledge and beliefs of Tanzania teachers, and Tanzania society and 

its culture is different from that of America which in turn may have differently 

impacted teachers‟ expectations, roles and social relations.  Effort to focus more on 

the Tanzania context about how teachers perceive their self-efficacy and intrinsic job 

satisfaction is highly needed at this current time. 

1.2 Statement of the Problem 
 

Teachers‟ self efficacy and job satisfaction are identified as key factors when it 

comes to the quality of teaching and learning (Akomolafe et al., 2014; Hessamy & 

Kheiri, 2013; Tshannen-Moran & Hoy, 2001). However, based on both, low level of 

achievements in PSLEs and competencies pupils demonstrate, the quality of 
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teaching and learning in primary schools is doubtful. Thus, pupils learn very little 

relatively to the national and international rhetoric. This is a major concern that 

disturbs the whole education system in many countries, Tanzania in particular.  

 

International and national policies and programme have been put in place to ensure 

that teachers are satisfied with their job and retained in the service for effective 

teaching and learning. But their implementations have not been so much fruitful; 

teachers‟ turnover, especially for new appointees has been prevalent. Also, there 

have been early retirements among long service teachers, and teachers‟ strikes have 

been frequent as well. Additionally, teachers‟ intention to quit the teaching 

profession has been observed to weaken teachers‟ work commitment. Consequently, 

an average 53 percent of teachers are not in classrooms at the required time.  

 

Teachers‟ self-efficacy is an internal determinant of most of teachers‟ behavior 

(Gavora, 2010) and fosters intrinsic job satisfaction (Bandura, 2001). However, 

there was dearth of knowledge about how primary school teachers perceived their 

self-efficacy and job satisfaction. Unless strong sense of self-efficacy is developed 

amongst teachers, their intrinsic satisfaction will remain to be low, and any attempt 

to improve work commitment and the quality of teaching and learning in schools 

will prove futile. Eventually, good motives behind international and national goals 

on EFA, PEDP and BRN will not be realized. This draws increased attention to 

study teacher self-efficacy and job satisfaction so as to provide workable solutions 

for this escalated problem to improve classroom practices, and hence students‟ 

learning. 
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1.3 Purpose of the Study 
 

This study was proposed to explore the present status of self-efficacy and job 

satisfaction, and investigate the predictive powers of three self-efficacy aspects on 

job satisfaction of primary school teachers. It also investigated the influence of 

personal background variables (gender, age, professional qualification and teaching 

experience) and school setting (urban and rural) in predicting job satisfaction of 

primary school teachers in Dodoma Region, Tanzania. 

 

1.4 Objectives of the Study 
 

This study was guided by the following objectives 

1. To explore about primary school teachers‟ perceptions regarding their self-

efficacy and job satisfaction. 

2. To examine the relationship between primary school teachers‟ perceived 

level of self-efficacy and job satisfaction. 

3. To find out the influence of personal background variables and school 

context on teachers‟ self-efficacy and job satisfaction. 

4. To determine aspects of self-efficacy which best predict primary school 

teachers‟ job satisfaction. 

1.5 Research Questions 
  

The following research questions were raised for the study: 

1. How do primary school teachers perceive their self-efficacy and job 

satisfaction?  

2. What is the relationship between perceived level of self-efficacy and job 

satisfaction of primary school teachers? 
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3. What is the influence of personal background variables and school context 

on teachers‟ self-efficacy and job satisfaction? 

4. Which aspects of self-efficacy are the best predictors of primary school 

teachers‟ job satisfaction? 

 

1.6 Significance of the Study 
 

This study makes an additional contribution to the literature and to our 

understanding of teacher self-efficacy and job satisfaction by re-defining teachers‟ 

self-efficacy and job satisfaction constructs, and providing important insights into 

the aspects of self-efficacy contributing to teachers‟ job satisfaction in the context of 

primary school teachers in Tanzania.  

 

Besides, the study informs teacher education policy makers and teacher educators to 

pay attention to factors that support the development of a strong sense of efficacy 

among pre- service teachers. The findings might give much weight in developing 

competencies among teacher education students in areas of student engagement and 

instructional strategies to aid enhancing their job satisfaction in early years of their 

career. Evidence suggests that input during initial training has a different impact 

than input received after teachers are in the field.  

This study informs educational stakeholders such as the DEOs, WECs, heads of 

schools, teachers and parents that school context matters. As the school environment 

may affect teachers‟ efficacy and eventually job satisfaction, the study provides a 

base for heads of school to assess the school environment and change the situational 

constraints that they can control that are impeding teachers‟ ability to perform their 

jobs and which lower their job satisfaction. 
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Further, the study gives light to educational managers such as the DEOs, WECs and 

heads of schools for the need to shift attention from monetary incentives and devote 

more resources on interventions that focus on increasing self-efficacy in teachers. 

This would make teachers more resistant and successful in difficult situations, 

thereby addressing the problem of low commitment and turnover among novice and 

experienced teachers. 

 

Finally, this study provides important insights to heads of schools which could help 

them plan and implement interventions to enhance the development of strong sense 

of efficacy among novice and experienced teachers, especially in areas of student 

engagement and instructional strategies. This will aid in sustaining their intrinsic 

satisfaction thereby improving the quality of teaching and learning in classrooms, 

and subsequently reduce the turnover phenomenon among novice teachers. 

Moreover, the findings provide bases to address problem associated with intention to 

quit the teaching profession among both novice and experienced teachers. 

 

1.7 The Scope of the Study 
 

The study aimed to explore the present status of self-efficacy and job satisfaction, 

and investigated the predictive powers of three self-efficacy aspects on job 

satisfaction of primary school teachers in Dodoma Region of Tanzania. It was 

confined to two districts, namely Dodoma Urban and Chamwino District. The study 

was focused only on teachers teaching different subjects from Standard I to VII in 

public primary schools. Head teachers were excluded from the study on the ground 

that they hold administrative position, thus their experience with regard to self-

efficacy and job satisfaction might be different from normal teachers. Since only 

teachers from public primary schools were involved in this stud, cautions need to be 
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undertaken when attempting to generalize the findings to all primary school teachers 

and to other levels of education. 

 

1.8 Operational Definition of the Key Terms 
 

Job satisfaction refers to the overall contentment primary school teachers have with 

teaching as determined by the Job Satisfaction Index. 

 

Teacher self-efficacy is the teacher‟s belief in his or her capability to organize and 

execute course of action required to successfully accomplish a specific teaching task 

in a particular context” as defined by the Teachers‟ Sense of Efficacy Scale. 

 

Efficacy in Instructional Strategies refers to teachers‟ efficacy beliefs in their 

capabilities to use instructional strategies effectively in the classroom. 

 

Efficacy in Classroom management refers to teachers‟ efficacy beliefs in their 

capabilities to control disruptive behaviors of the students. 

 

Efficacy in Student Engagement refers to teachers‟ efficacy beliefs in their 

capabilities to engage students in the classroom. 

 

Teacher attrition refers to teachers abandoning the teaching career before 

retirement age.  

 

Teacher absenteeism is the primary school teachers‟ non attendance to work. 

 

Teacher dissatisfaction refers to the degree to which teachers dislike their work as 

indicated through absenteeism, tardiness/coming late and attrition. 

 

Self-efficacy aspects are domains of teachers‟ self-efficacy in terms of efficacy in 

instructional strategies, student engagement and classroom management.  
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Urban primary schools are schools having Class One to Class Seven resided in 

Dodoma Urban District. 

 

Rural Primary Schools are schools having Class One to Class Seven resided in 

Chamwino District. 
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CHAPTER TWO 

LITERATURE REVIEW 

 

2.0 Introduction 
 

This chapter presents the review of the studies related to self-efficacy and job 

satisfaction of teachers. It also presents the theoretical framework, synthesis of the 

literature and the conceptual framework that guides the study. 

 

2.1 Review of Related Literature 
 

This section discuses the teacher self-efficacy, self-efficacy and instructional 

strategies, student engagement, and classroom management, and teacher background 

variables relating to self-efficacy. Also, it discusses job satisfaction, levels of job 

satisfaction, teacher background variables relating to job satisfaction, and the 

relationship between teachers‟ self efficacy and job satisfaction. 

 

2.1.1 Teachers’ Self-efficacy 
 

Teacher efficacy has remained a very important variable in educational research for 

more than two decades. The concept of efficacy can be traced back to the work of 

White (1959) who introduced it for the first time. He asserted that a person takes 

action on something because he believes that he is capable of changing the 

environment and that he has the ability to interact with the environment successfully. 

Self-efficacy is the personal belief that one is capable of performing in an 

appropriate and effective manner to attain certain goals (Ormrod, 2006). In an 

educational context,  teacher‟s self-efficacy is viewed as a belief that a teacher has in 

his or her capabilities to bring about desired outcomes even among those pupils who 

may be difficult or unmotivated (Tschannen-Moran et al., 2001). Specifically, 

teachers‟ self-efficacy is the teacher‟s personal (i.e., self-perceived) belief in his or 
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her ability to plan instruction and accomplish instructional objectives. It is the 

conviction that the teacher has about his/her ability to teach pupils efficiently and 

effectively.  

 

High teacher self-efficacy underlies and enables successful use of professional 

knowledge and skills, or conversely, low self-efficacy inhibits effective use of 

professional knowledge and skills. Thus, teacher self-efficacy is a strong self-

regulatory characteristic that enables teachers to use their potentials to enhance 

pupils‟ learning.  

 

Self-efficacy of teachers is influenced by different sources. Bandura (2009) 

proposed four principle sources for the development of teacher self-efficacy; 

mastery experiences, vicarious experiences, verbal persuasion, and physiological 

and emotional states. Mastery of teaching experiences are situations in which 

teachers demonstrate their own teaching success; thus proving that they are 

competent teachers (Bandura, 1988). Enacted mastery (teaching) experiences are the 

most influential source of self-efficacy information because they provide the most 

authentic evidence of whether one can master whatever it takes to succeed. Success 

builds a robust belief in one‟s personal efficacy (Bandura, 1997). Whenever teachers 

engage in teaching activities, they interpret their results and use these interpretations 

to develop beliefs about their ability to engage in similar activities. If these activities 

are consistently successful, they tend to raise self-efficacy or, conversely, if these 

activities typically produce failure, self-efficacy is likely to be lowered. Therefore, if 

a teacher initially has a low sense of efficacy, it will bring doubt about his/her 

abilities. Such doubt likely will result in failure in teaching, and also reinforce low 

self-efficacy. 
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Vicarious experience is learning from observation of the successes of other teachers 

(Bandura, 1994). Observing and modeling successful teachers may generate 

expectations that teachers can learn from successes of colleagues, which in turn, can 

result in their own positive self-efficacy. In brief, teachers can learn to be effective 

by watching the behaviors of others being effective. In contrast, poor performance 

by the model, despite high efforts, lowers the observer‟s judgment of their own 

efficacy (Bandura, 1989). This source of developing efficacy supports individual to 

acquire new actions without practicing the trial and error process. 

 

Social persuasion by colleagues and superiors that a teacher can teach successfully 

will enhance the teacher‟s self-efficacy (Bandura, 1994). For example, coaching and 

giving encouraging feed-back are commonly used actions that likely influence 

teachers‟ self-efficacy positively. This leads teachers to exert greater effort that are 

more likely to bring success than if teachers are troubled by self-doubts. Conversely, 

when teachers are told that they do not have the skills or ability to do something, 

they tend to give up quickly (Bandura, 1988). Feedback from their students and from 

experienced teachers has been found to be an influential source of efficacy for 

novice teachers that may support to increase the teaching performance (Mulholland 

& Wallace, 2001). 

 

Physiological and emotional states of the teacher influence self-efficacy judgments. 

For example, a teacher‟s excitement and enthusiasm can provide cues about 

anticipated teaching success. On the other hand, stress, anxiety and other negative 

states can lead to negative judgments of teacher abilities and skills. A teacher who is 

professionally well qualified may not be a successful teacher if inhibiting emotional 

factors come into play (Bandura & Adams, 1977).  
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2.1.2 Teachers’ Self-Efficacy and Classroom Behavior 
 

Teacher self-efficacy is a judgment of self-ability. It has been related to their 

behavior in classroom in terms of student engagement, instructional strategies and 

classroom management. Teachers‟ self-efficacy affects the effort they invest in 

teaching, the goal they set and the level of aspiration. A strong sense of self-efficacy 

enhances teachers‟ accomplishment in many ways. Teachers with high assurance of 

their capabilities approach difficult tasks as challenges to be mastered rather than as 

threats to be avoided (Bandura, 2001). Such efficacious outlook fosters intrinsic 

interest and deep commitment. 
11

 Conversely, teachers with low sense of self-

efficacy avoid difficult tasks which they view as personal threats. Such a teacher 

usually has low aspiration and weak commitment to goals they have set for 

themselves in their chosen profession. 

 

Teacher self-efficacy is important when creating successful learning environment for 

students. Teachers who have internal control believe that they can have an impact on 

or have control over the situation, while teachers with external control believe that 

they cannot control the events that happen to them (Tschannen-Moran & Woolfolk-

Hoy, 2001). To a greater degree, a teacher‟s belief in their abilities directs their 

behavior to the events of their lives. These teachers have a sense of being able to 

control their own destiny. Empirical evidence has revealed that teachers‟ with high 

sense of efficacy are more likely to maintain high academic standards, concentrate 

academic instruction, monitor students‟ on-task behaviors, and work to build 

friendly, non-threatening relationships with their low-achieving students than were 

teachers with low efficacy attitudes (Ashton, Webb & Doda, 1983). 

                                                           
11 This is an indicator of teacher‟s psychological attachment to the teaching profession. 



18 
 

It has been found that teachers with greater sense of efficacy tend to demonstrate 

high levels of planning, organization and passion for teaching, and spend more time 

teaching in subject areas where their sense of efficacy is higher (Allinder, 1994). 

High sense of efficacy enables teachers to work longer with a student who is striving 

hard to get high grades (Gibson & Dembo, 1985). Low efficacious teachers on the 

other hand display a more custodial than humanistic approach to classroom 

management, spend significantly more time in group work as opposed to whole 

group instruction, feel angered and threatened by misbehavior, and experience 

difficulty in maintaining students on task (Ashton & Webb, 1986). 

 

Teachers with high sense of self-efficacy are more enthusiastic about teaching 

(Allinder, 1994), and more dedicated to it (Guskey, 1984). In addition, research 

revealed that these teachers also tend to be more open to new ideas and more willing 

to experiment and adopt teaching innovations to better meet the needs of students 

(Tshannen et al., 1998; Guskey, 1984). Teacher‟s self-efficacy has constantly been 

found to relate to positive student and teacher behaviors, and has a positive effect on 

educational system and its improvements (Ross, 1994).  Self-efficacy impacts 

teachers‟ determination when things do not go smoothly and their resilience in the 

face of disappointment. Teachers with higher sense of self-efficacy have revealed 

less criticism on students‟ mistakes (Ashton & Webb, 1986), and exhibit more 

enthusiasm and commitment for teaching (Guskey, 1984). Efficacious teachers 

devote more time on students‟ learning, support students with their aims and 

reinforce their intrinsic motivation (Bandura, 1997).  

 

Finally, Smylie (1989) reported that teachers with high self-efficacy are much more 

likely to provide opportunities for student communication by using a variety of 
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models to meet the needs of all learners (working individually, in pairs, and in 

groups). Research has also substantiated that teachers with high level of self-efficacy 

are more likely to divide the class into small groups rather than teaching the class as 

a whole, thereby allowing the opportunity for more individualized instruction 

(Tschannen-Moran, 2001). 

 

2.1.3 Teachers’ Self-efficacy and School Context 

Evidence from previous research has shown that teachers‟ self-efficacy is tied to the 

school environment. Eden and Aviram (1993) found that a supportive environment 

is more likely to help individuals with low self-efficacy than those with high self-

efficacy, supporting the idea that the environment and self-efficacy are 

interconnected. Complex work situations weaken the relationship between self-

efficacy and performance (Stajkovic & Luthans, 1998). Other studies (Taylor & 

Tashakkori, 1995) concluded that lack of obstacles to teaching such as resource 

support was associated with the development of teacher self-efficacy among new 

teachers. These evidences pinpoint the idea that the perceptions of teachers‟ personal 

teaching ability is never attained in isolation rather, they emphasize that the context 

under which teachers work also should be assessed in order to get a clear picture of 

teachers‟ perceived ability. 

 

2.1.4 Teachers’ Background Variables Relating to Self-Efficacy 
 

Some demographic factors associated with variations in teachers‟ self-efficacy 

include age, gender, education level and years of teaching experience (Andersen, 

2011; Klassen & Chiu, 2010; Hoy & Woolfolk, 1990). 

 

In the field of nursing, Yang, Yu-Hsiu & Yi-Ching (2006) investigated the 

predictive power of personal background variables on self-efficacy and job 
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involvement of clinical nursing teachers. The results indicated that participants‟ job 

self-efficacy significantly differs based on age, level of education, clinical teaching 

seniority, teaching qualification and job satisfaction. No significant different was 

observed in school at which currently employed 

 

The findings with regard to the power of gender to determine self-efficacy of 

teachers provide varied results. Most studies report that female teachers had higher 

self-efficacy than male teachers. For example, Andersen (2011) based on a survey of 

3439 teachers from 85 Danish schools found that female teachers have higher self-

efficacy and that these gender differences are partly explained by female teachers‟ 

higher levels of empathy. Other studies (Lee, Dedrick an& Smith, 1991) find no 

gender differences. But Klassen and Chiu (2010) found that female teachers had 

lower classroom management efficacy than male teachers, while there were no 

gender effects for other investigated domain of teacher efficacy (instructional 

strategies and student engagement).  

 

Teaching experience is another variable that influences teachers‟ self-efficacy, 

although certain results in terms of the relationship between these variables are 

contradictory. Hoy and Woolfolk (1990) studied the effect of training periods on the 

self-efficacy beliefs of a group of teachers. These authors concluded that teachers 

with a certain amount of experience had relatively lower levels of self-efficacy than 

their colleagues. However, other research projects suggest that teachers‟ confidence 

in their ability to teach increases throughout their teaching career and, above all, in 

the first few years of professional activity (Gibson & Dembo, 1985). Voris (2011) 

examined relations among special education teachers‟ degree of self-efficacy in their 

early years of their career (zero to five), degree of job satisfaction and their 
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certification in Central Kentucky School District. The results indicated that years of 

teaching experience did not affect teachers‟ degree of self-efficacy. All teachers in 

the sample reported a high degree of self-efficacy from their initial year through the 

fifth year of service. Wolters and Daughtery (2007) through a sample of 1024 

teachers from the United States examined the influence of teaching experience on 

teachers' self-efficacy and goal structure. The result showed modest effects of 

experience on self-efficacy for instructional strategies and self-efficacy for 

classroom management but no effects of experience on self-efficacy for student 

engagement. Klassen and Chiu (2010) examined about the relationship between 

teachers‟ years of experience, three domains of self-efficacy, two types of job stress 

and job satisfaction among Canadian teachers. The findings revealed that years of 

experience showed non-linear relationship with all three self-efficacy factors, 

increasing from early career to mid-career and then falling afterwards. 

 

Chester (1991) analyzed possible interactions between age and experience and 

concluded that the self-efficacy of teachers who begin teaching when they are older 

increases sharply over the first few months of teaching activity. He also concluded 

that age does not have an effect of the self-efficacy of the experts as regards the 

management of disruptive behavior in the classroom or the context in which 

teaching activity is carried out. 

 

Shaukat and Hafiz (2012) examined teachers‟ self-efficacy from public schools in 

Lahore on three subscales of student engagement, instructional strategies and 

classroom management in relation to gender, age, professional qualification, school 

status and nature of the job. The results indicated significant differences between 

self-efficacy beliefs of the male and female, bachelor of education and master of 
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education, younger and older teachers with regard to classroom management. Also, 

teachers‟ self-efficacy differed significantly in terms of age with younger teachers 

being more self-efficacious than older teachers.  

 

The above empirical findings generated from American and Asian context are at 

variance in terms of the effects of personal background variables on self-efficacy of 

teachers. This triggers necessity to examine if such significant and insignificant 

differences might be similar or different in terms of teachers in African contexts. 

 

2.1.5 Teachers’ Job Satisfaction 
 

Job satisfaction of teachers has been a focus of attention for many researchers; this is 

because of the link between job satisfaction and organizational behavior such as 

commitment, absenteeism, turnover, efficiency and productivity (Ngimbudzi, 2009; 

Jinyevu, 2013; Hessamy & Kheiri, 2013). Varying definitions have been offered in 

such a way that Mullins (2010) regarded job satisfaction as a complex and 

multifaceted concept.  

 

Hoppock (1975) defined job satisfaction as the degree to which personal wants, both 

material and psychological are realized by individuals while performing tasks 

assigned to them. Locke (1976) defines job satisfaction as a pleasurable or positive 

emotional state resulting from the appraisal of one‟s job or job experiences. Locke 

further argues that job satisfaction explains what makes people to come to work and 

makes them happy about their job or not quit their job. Thus it consists of 

satisfaction with the profession and with the current work environment (OECD, 

2014). Bose (2007) views job satisfaction as an inner contentment that the job holder 

gets by performing the job well. It is related to the aptitude of the employees and the 

working conditions. Judge, Theoresen, Bono and Paton (2001) contend that job 
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satisfaction is the perception of fulfillment derived from day-to-day work activities 

and is associated with higher levels of job performance.  

 

From the above definitions, it can be summarized that job satisfaction and 

dissatisfaction are derived from internal influences and feelings (intrinsic 

satisfaction) and external influences (extrinsic satisfaction) consistent with the 

Herzberg‟s Two-factor Theory. However, this study‟s focus is on teachers‟ intrinsic 

satisfaction. 

 

Ball and Stenlund (1990) studied teachers‟ job satisfaction in Canada. They reported 

that teachers‟ success in their work was a major reason for being satisfied in their 

choice of profession. They further reported that Canadian teachers expressed 

satisfaction with their salaries, colleagues who were said to be helpful and 

cooperative, and the respect accorded to them. In a similar vein, Zembylas and 

Papanastasiou (2006) studied the sources of job satisfaction and dissatisfaction in 

Cyprus. Their findings revealed that teachers derive satisfaction from working with 

children and seeing them grow and achieve, making a contribution to the society, 

working collaboratively with colleagues and achieving personal professional growth. 

They also found that pay, working time and vacation influence job satisfaction 

although their significance was marginal.  

 

Bennell and Akyeampong (2007) conducted an international study on teacher 

motivation and incentives in Sub-Saharan Africa and South Asia. The most critical 

findings of their study is that very sizeable proportion of primary school teachers, 

particularly in Sub-Saharan Africa, have low level of job satisfaction and are poorly 

motivated. They concluded that many tens of millions of Children are, therefore, not 

being taught properly and are not receiving even minimally acceptable education. 
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They argued that working in rural school is considerably more difficult and thus 

more de-motivating than in urban schools mainly due to poor living and working 

condition. 

 

Louw and Genhard (2008) made an exploratory study with a sample of 337 teachers 

on the role of intrinsic and extrinsic factors in determining job satisfaction amongst 

urban secondary-school teachers in Namibia. The results showed that majority of 

teachers reported a high level of dissatisfaction with the intrinsic factors of their job 

namely, achievement, recognition, responsibility and the work itself. 

 

Davidson (2007) studied teacher motivation in Tanzania and found that most 

teachers were unhappy with their pay, fringe benefits, teachers‟ accommodation, 

their promotion position, status and number of lessons allocated. Similar results 

were reported by Lyimo (2014) who conducted an analysis of teachers‟ low payment 

in Tanzania. The study concluded that teachers‟ low payment negatively affects 

student learning due to teacher truancy and turnovers. Poor teacher motivation and 

inadequate incentive have far-reaching adverse impacts on the behavior and overall 

performance of primary school teachers and, thus learning outcome. 

 

Jonathan et al. (2013) investigated the relationship and impact of job satisfaction 

dimensions (intrinsic and extrinsic satisfaction) on intention to leave among teachers 

in public secondary school. The results indicated that there was moderate general 

satisfaction, intrinsic satisfaction and extrinsic satisfaction. They concluded that 

intrinsic satisfaction indicated stronger prediction of teachers‟ intention to leave. In a 

similar vein, Ngimbudzi (2009) studied the factors associated with teachers‟ job 

satisfaction in secondary schools. He revealed that teachers were satisfied with such 

aspects as social benefits, meaningfulness of the job and support from 
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administration. Conversely, teachers indicated that they were at least satisfied with 

the aspects under the job characteristic dimension. 

 

The above empirical studies investigated the extrinsic and intrinsic dimensions of 

teachers‟ job satisfaction. While studies by Ngimbudzi (2009) and Jonathan et al. 

(2013) examined the intrinsic aspects of teachers‟ job satisfaction, they were solely 

focused on the job characteristics. Also, those studies employed facet specific 

measures of intrinsic job satisfaction. Thus, data on the intrinsic level of teachers‟ 

job satisfaction basing on teachers‟ feelings and emotions resulting from their 

current teaching position is seriously inadequate. Those data are necessary as they 

give an overall measure of the degree to which a teacher is satisfied with his/her job. 

Moreover, none of the above studies involved primary school teachers. Indeed, the 

above studies did not provide information on other intrinsic determinant of job 

satisfaction, particularly teachers‟ perceived self-efficacy which is the focus of the 

current study. 

 

2.1.6 Levels of Job Satisfaction 
 

Job satisfaction lead to higher productivity, organizational responsibility, physical 

and mental health, so a person will work with better mood and will learn more skills 

and finally improvements in his performance (Mullins, 2010). High level of job 

satisfaction of teachers has been shown to have influence on the quality and stability 

of instruction, and on the achievement of pupils and, therefore, has strong 

implications for student learning (Hessamy & Kheiri, 2013). Job satisfaction has 

also been linked to teachers‟ work performance, commitment, effectiveness, and 

competence (Mullins, 2010).  
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2.1.7 Teachers’ Background Variables Relating to Job Satisfaction 
 

Teachers‟ job satisfaction level may vary in similar work environment (Crossman & 

Harris, 2006). Some demographic factors associated with variation in teachers‟ job 

satisfaction include gender, age, educational level and years of experience.  

 

Research findings with regard to the influence of gender on job satisfaction have 

produced inconsistent results. Bishay (1996) conducted research in the United States 

and revealed that there were significant differences in the level of job satisfaction 

between male and female teachers. Liu and Ramsey (2008) reported contradicting 

results showing that female teachers experience less job satisfaction than male 

teachers, especially from work conditions. Similar findings were reported by 

Crossman and Harris (2006). Minh-Quang (2014) found that Vietnamimese higher 

education female teachers were less satisfied than male counterparts. He also found 

that there were no significant differences in job satisfaction levels based on age, 

academic qualification and the length of employment. However, Murage and Kibera 

(2014) studied teachers‟ related factors that influence secondary school teachers job 

satisfaction levels in public secondary school in Mombasa District, they revealed no 

significant difference of job satisfaction of teachers and the demographic variables 

of gender, age, marital status and academic qualification. Significant relationship 

was found between job satisfaction levels and variables of age and teaching 

experience. Other studies (Ngimbudzi, 2009) found significant differences between 

male and female teachers with regard to job satisfaction, more male teachers than 

female teachers were satisfied with meaningfulness of the job.   

 

Age does exert significant influence on teachers‟ job satisfaction. It is argued that 

the higher the teachers‟ age, the higher the level of job satisfaction and the lower the 
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teacher‟s age, the lower the job satisfaction level (Blood, Ridenour, Thomas, Qualls, 

& Hammer, 2002). Herzberg et al. (1959) concluded on the relationship between job 

satisfaction and age that satisfaction starts high, declines and then starts to improve 

again with an increasing age in a U – shaped curve. These results were substantiated 

by Crossman and Harris (2006), their study revealed that job satisfaction levels 

fluctuate from highest among teachers aged 22 – 30, lowest among 31 – 40 age 

group and higher again for the 41 – 50 age groups (Crossman & Harris, 2006; 

Ngimbudzi, 2009). Bennell and Akyeampong (2007) conducted a survey on teacher 

motivation and found that older Tanzanian teachers had higher levels of job 

satisfaction than their young counterparts since they felt privileged being 

professional teachers. Some reasons accounting for this include; older people have 

adjusted their expectations downwards over the years and they are, therefore, more 

easily contented (Mckenna, 2000). Currently, Tanzania is experiencing pre-mature 

teacher retirement at the age of 55; therefore, it is important to get information with 

regard to teachers‟ job satisfaction at this age. 

 

Years of teaching experience also determine teachers‟ job satisfaction, but research 

findings produce mixed results. Bedein (1996) contended that years of experience in 

a job may be a better predictor of job satisfaction than age. He found that teachers 

with up to 11 years or more years of experience reported higher job satisfaction than 

those with 6-10 years. This implies that the most experienced teachers were more 

satisfied than the least experienced. Conversely, Crossman and Harris (2006) found 

that teaching experience did not contribute to any significant differences in job 

satisfaction among secondary school teachers in the United Kingdom. Ngimbudzi 

(2009) reported similar results with regard to job satisfaction of secondary school 

teachers in Tanzania. 
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Studies also investigated differentials in teachers‟ job satisfaction in terms of 

geographical location of the school, the results for the investigation have been 

controversial. It has been reported that teachers who worked in schools that are in 

the remote/rural areas were less satisfied than those working in urban areas (Bennel 

& Akyeampong, 2007).  Thus, it implies that location of the school was a 

determinant factor of the differences in job satisfaction. In contrast, Ngimbudzi‟s 

(2009) findings were different; he found that teachers working in rural schools were 

more satisfied with social benefits than their counterparts in urban areas. These 

contradicting findings make it important to further explore the influence of school‟s 

geographical location to the prediction of job satisfaction of teachers. 

 

2.1.8 Perceived Teachers’ Self-efficacy and Job Satisfaction 
 

Substantial body of research shows that teachers‟ self-efficacy is associated with 

their job satisfaction (Klassen & Chiu, 2010; Caprara et al., 2006; Andersen, 2011; 

Akomolafe & Ogunmakin, 2014; Voris, 2011; Stephanou, Gkavras, & Doulkeridou, 

2013). For example, through the use of self-report questionnaire with a sample of 

over 2000 teachers in Italian junior high schools, Caprara et al. (2006) assessed self-

efficacy beliefs of teachers and their relative job satisfaction, and students‟ average 

final grades at the end of junior high school were collected in two subsequent 

scholastic years. The findings revealed that teachers‟ self-efficacy had significant 

influence on their job satisfaction and students‟ achievement. Similarly, Stephanou 

et al. (2013) examined the role of teachers‟ self-and collective-efficacy on their job 

satisfaction from a sample of 268 Greece elementary school teachers and found that 

teachers‟ self-efficacy had positive effect on school collective-efficacy and job 

satisfaction.  
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Further, Blackburn (2007) conducted an assessment of the teachers‟ self-efficacy 

and job satisfaction of early career Kentucky agricultural teachers. The findings 

revealed a positive and substantial relationship between overall job satisfaction and 

the teacher self-efficacy construct of student engagement, high relationship between 

overall job satisfaction and self-efficacy constructs of instructional practices and 

classroom management. Klassen and Chiu (2010), with a sample of 1430 practicing 

teachers from Western Canada, explored the relationships between teacher 

characteristics, three domains of self-efficacy (instructional strategies, classroom 

management and student engagement) and job satisfaction. They concluded from 

their findings that teachers with greater classroom management self-efficacy or 

greater instructional strategies self-efficacy had greater job satisfaction, and these 

variables accounted for 31% of variance in teachers‟ job satisfaction.  

 

Reilly, Dhingra and Boduszek (2014) examined the role of teachers‟ self-efficacy, 

perceived stress, self esteem, demographic characteristics and job stress as 

determinants of job satisfaction in Ireland. The results indicated that the predictor 

variable accounted for 22% of variance in teachers‟ job satisfaction. Also, Briones, 

Tabernero, and Arenas (2010) studied the effects of demographic and psychosocial 

factors on job satisfaction of secondary school teachers who work in cultural 

diversity settings in Madrid and Almeria, Hispania. The findings showed that self-

efficacy of a teacher, emotional exhaustion, personal achievement and perceived 

support from colleagues explain 41% of the total variance in relation to job 

satisfaction. They also found that teachers‟ self-efficacy was an indirect predictor of 

job satisfaction. 

 



30 
 

In African context, Oyewumi, Ibitoye and Sanni (2012) examined job satisfaction 

and self-efficacy as correlates of job commitment of special education teachers in 

Oyo State with a sample of 250 special education teachers. The results revealed that 

there was a positive significant relationship between self-efficacy and job 

satisfaction of special education teachers. In a similar vein, Akomolafe and 

Ogunmakin (2014) examined the contribution of emotional intelligence, 

occupational stress and self-efficacy to job satisfaction among secondary school 

teachers in Nigeria. The results showed that emotional intelligence, occupational 

stress and self-efficacy jointly predicted job satisfaction. The authors further 

revealed that self-efficacy is a good predictor of teachers‟ job satisfaction. 

 

All the above studies investigated the relationship between teachers‟ self-efficacy 

and job satisfaction and revealed significant relationship between the two variables. 

However, the studies did not uncover the weight that self-efficacy in isolation exert 

to the prediction of teachers‟ job satisfaction. Further, the studies did not reveal the 

aspects of teachers‟ self-efficacy that are good predictors of teachers‟ job 

satisfaction. 

 

2.1.9 Synthesis of the Literature 
 

The reviewed literature has shown that both teachers self-efficacy and job 

satisfaction influence teachers‟ work performance, commitment and consequently 

the quality of teaching and learning. While the association between self-efficacy and 

job satisfaction has been extensively researched internationally, minimal research 

attention (if any) was directed toward studying both variables among primary school 

teachers in Tanzania. Therefore, little was known about how primary school teachers 

perceive their self-efficacy and job satisfaction, and the influence of personal 
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background variables such as gender, age, years of teaching experience, professional 

qualification and school context on such. Also, there was a lack of adequate 

knowledge on the relationship between the perceived teachers‟ self-efficacy and job 

satisfaction. Further, the aspects of self-efficacy which are the best predictors of 

teachers‟ job satisfaction were still not well unknown. Therefore, investigation was 

needed to address these questions and this is the knowledge gap the present study 

attempted to fill. 

 

2.2 The Theoretical Framework 
 

The theoretical basis of this study was rooted from Bandura‟s Self-efficacy Theory 

and Herzberg‟s Two-factor Theory of Job satisfaction as discussed in detail 

hereunder.  

 

2.2.1 Bandura’s Self-efficacy Theory  

Bandura is credited for providing the theoretical framework for studying teacher 

efficacy. In his self-efficacy theory, Bandura (1977) defined self-efficacy as belief in 

one‟s capabilities to organize and execute courses of action required to produce 

given attainments. The Self-efficacy Theory states that self-efficacy is the most 

important personal belief in human agency (Bandura, 2001). It states that the more 

someone believes in their own self-efficacy in a specific context, the greater the 

satisfaction in the said context will be, since a series of internal and external rewards 

are associated with effectiveness of performance. Caprara, Barbaranelli, Borgogni 

and Steca (2003) showed that the self-efficacy belief of teachers makes a significant 

contribution, both directly and indirectly to job satisfaction. 

 

This theory postulates that knowledge and skills are necessary but not sufficient 

condition to generate success (Bandura, 2009). The theory‟s implication is that 
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teachers with the same qualification and skills may demonstrate different 

performance (poor or adequately well) depending on the level of self-efficacy they 

hold in given situations. Drawing upon the Self-efficacy Theory, Tshannen-Moran et 

al. (1998) defined teacher efficacy as a teachers‟ belief of his/her capability to 

organize and execute courses of action required to successfully accomplish a 

specific teaching task in a particular context. But the OECD (2014) considers 

teacher self-efficacy as the extent to which teachers believe that he/she can influence 

students‟ behavior and their academic achievement.  

 

According to the Self-efficacy Theory, human behavior is influenced by the 

individual‟s beliefs regarding two classes of expectations; efficacy expectancy and 

outcome expectancy (Bandura, 1989). Efficacy expectancy is the conviction that one 

has the ability, knowledge and skills to successfully execute behavior or action 

required to produce the desired outcome (Bandura, 1977). Self-efficacy is a self-

perception of but not the actual level of performance. Outcome expectancy 

represents a person‟s estimate of the likely consequences (impact) of performing a 

task at the self-expected level of performance (Bandura, 1989). To be successful, a 

teacher must have both high efficacy expectation and high outcome expectancy. 

 

Bandura (1988) maintained that people‟s beliefs about their capabilities can affect 

their lives in many ways. Such beliefs influence their decisions about what courses 

of action to pursue and how much effort they will expend in the pursuit of their 

goals. For instance, teachers are likely to avoid tasks and challenges they believe to 

exceed their capabilities. But they undertake and confidently perform tasks they 

judge themselves capable of managing. Self-efficacy impacts teachers‟ 

determination when things do not go smoothly and their resilience in the face of 
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disappointment (Bandura, 1993). Highly efficacious teachers focus their attention on 

how to master the tasks. Those plagued by self-doubts dwell on all the things that go 

wrong and give up prematurely. Efficacy beliefs affect the amount of stress and 

depression which people experience in coping with environmental demands. In 

stress and depression, perceived self-efficacy is concerned not only with coping 

capabilities, but with one‟s ability to control trains of thought (Bandura, 1988). 

 

2.2.2 Herzberg’s Two-factor Theory of Job Satisfaction 
 

The Two-factor Theory of job satisfaction was developed by Herzberg, Mausner and 

Snyderman in 1959. It provides a conceptual framework for understanding the 

factors that influence job satisfaction in any entity. Herzberg (1982) noted that 

satisfaction and dissatisfaction cannot be measured on the same continuum and that 

job dissatisfaction is not the opposite of job satisfaction. The true opposite of job 

satisfaction is “no job satisfaction.” Likewise, the true opposite of job dissatisfaction 

is “no job dissatisfaction” (Herzberg, 1982). An employee may not be satisfied with 

his or her job, but this does not automatically indicate dissatisfaction. The theory 

postulates that, job satisfaction and dissatisfaction is the product of two sets of 

separate factors; motivating factors (satisfiers) and hygiene factors (dissatisfiers). 

 

 

The first part of the Herzberg‟s Two-factor Theory is the Hygiene factors. They are 

also often referred to as „dissatisfiers‟ and are primarily extrinsic (Herzberg, 1966). 

They are concerned with factors that are not directly related to the job but the 

conditions that surround the job. They include supervision, interpersonal relations, 

working conditions, status, salary, job security, organizational policies and 

administration (Herzberg, 1982). A deprivation of hygiene factors can lead to job 

dissatisfaction. However, when they are gratified, they tend to eliminate 
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dissatisfaction and work restriction, but they do little to motivate an individual to 

superiority performance or increased capacity (Gibson, Ivanevich, John, & 

Donnelly, 2000). Thus, improvements in these conditions do not create motivation. 

 

The hygiene have always been easier to measure, control, and manipulate than 

motivators. The motivators are complex and subjective, and often too elusive to 

measure. But to the extent that the management concentrates on hygiene, while at 

the same time neglecting motivators, workers are probably going to seek more of the 

hygiene (Hamner & Organ, 1978). This has negative effects on developing a 

motivated workforce. However, to manage the scope of this study, it was confined to 

motivational factors, the intrinsic aspect of teachers‟ job satisfaction.  

 

The second most important part of Herzberg‟s theory is the motivation factors 

(satisfiers). Herzberg (1982) maintains that the main motivating factors are not in the 

environment but in the intrinsic value and satisfaction gained from the job itself. It 

follows therefore that to motivate an individual, a job itself must be challenging, 

have scope for enrichment and be of interest to the jobholders (Dartey-Baah & 

Amoako, 2011). Motivators (sometimes called „satisfiers‟) are those factors directly 

concerned with the satisfaction gained from a job (Herzberg, 1966). They include 

work itself, sense of achievement, opportunities for advancement, recognition, and 

responsibility (Herzberg, 1982). An employee experiencing a state of intrinsic 

motivation tends to be committed to the job and self-fulfillment through it. Also the 

employee attributes job behaviors to outcomes which are derived from the work 

itself (Aldag, 1979). But Herzberg (1966) indicated that intrinsic factors will not 

lead to job satisfaction if the extrinsic factors present in the work settings are 

deficient. This study was focused on studying of teachers‟ intrinsic job satisfaction 
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not relatively to specific facet, but with an interest in an overall measure of 

satisfaction basing on teachers‟ feelings and emotions resulting from their current 

teaching position. 

 

2.3 The Conceptual Framework 

Since this study explored the present status of self-efficacy and job satisfaction of 

primary school teachers, the researcher developed a conceptual framework which 

assumed teachers‟ self-efficacy in terms of efficacy in instructional strategies, 

classroom management, and student engagement acts as an independent variable by 

predicting teachers‟ job satisfaction.   

 

The researcher‟s assumptions through the conceptual framework were that, self-

efficacy would lead to teachers‟ job satisfaction through teachers‟ background 

variables and school context which play the mediating role on the relationship 

between teachers‟ self-efficacy and job satisfaction. This means that a young self-

efficacious teacher may not be satisfied with his or her job, but an old self-

efficacious teacher is likely to be satisfied with his or her job. School context in 

terms of working condition influence both teachers‟ self-efficacy and job 

satisfaction. For example, for teachers‟ self-efficacy to be attained it depends on the 

environment in which a teachers work. Supportive environment leads to high 

teachers‟ self-efficacy and vise versa. Again, for teachers‟ self-efficacy to bring job 

satisfaction, it depends on the work environment. If a teacher is self-efficacious, and 

the work environment is supportive in terms of resources availability and parents‟ 

support, then, he or she might be satisfied, the vise versa is also true. Job satisfaction 

is the dependent variable, the outcome of teachers‟ self-efficacy as portrayed in 

Figure 1. 
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The Conceptual Framework 

 

 

 

 

 

 

                                                                

 

 

 

 

 

 

 

Figure 2. 1: The Conceptual Framework of the Study 

Source: Modified from Klassen and Chiu (2010) 
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CHAPTER THREE 

RESEARCH METHODOLOGY 

 

3.0 Introduction 
 

The chapter presents location of the study, target population, sample, sample size, 

and sampling procedures. Also it presents the research approach, research design 

and instruments for data collection. Other parts of the chapter include validity and 

reliability/rigor of the study, data collection procedures and analysis plan. The 

chapter ends with presentation of the ethical considerations.  

 

3.1 Research Approach 
 

This study utilized a „mixed methods‟ based on convergent parallel approach with 

both quantitative and qualitative methods for data collection and analysis. The 

choice of the mixed methods approach was underpinned by both the philosophical 

position of the researcher about the issue under investigation, and to use the best 

opportunity to achieve the purpose of the study and address the planned research 

questions (Morrison, 2007). It is believed that one data collection form supplies 

strengths to offset the weaknesses of the other form, and that a more complete 

understanding of a research problem results from collecting both quantitative and 

qualitative data (Creswell, 2012).  

 

The chosen approach is a one-phase approach to implement the quantitative and 

qualitative methods during the same timeframe and with equal weight (Creswell and 

Plano Clark, 2007). This approach generally involved the concurrent, but separate, 

collection and analysis of quantitative and qualitative data so that the researcher may 

best understand the research problem. The researcher merged the two data sets, 

typically by bringing the separate results together in the interpretation (Ary, Jacobs 
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& Sorensen, 2010).  The convergence model is utilized when the aim is to compare 

and contrast the results or to validate, confirm or corroborate the results from 

statistical set of data with findings from qualitative data (Creswell, 2009), which was 

the focus of the present study. 

 

Qualitative research approach provides rich descriptive accounts targeted to 

understanding a particular point of view from the perspective of those involved. The 

central purpose is to understand the world or the experience of another (Ary et al., 

2010). This approach was employed in order to explore teachers‟ views and 

perceptions regarding their self-efficacy and job satisfaction. 

 

Quantitative research approach involves collection of numerical data to explain a 

particular question seems immediately suited to be answered using quantitative 

methods (Creswell, 2003). Some numerical values associated with this study include 

mean scores for teachers‟ self efficacy and job satisfaction scales, standard 

deviation, correlational coefficients and „p‟ values for significance level.  

 

3.2 Research Design 
 

This study adopted a cross-sectional survey design. The design was considered a 

suitable means in this study to gather descriptive and analytical data. It also allowed 

for the identification and investigation of relationship patterns between variables, 

which was the focus of this study. A co-relational design was also chosen to perform 

correlational statistical tests to describe and measure the degree of relationship 

between teachers‟ perceived self-efficacy and job satisfaction. The design also 

allowed for adoption of stepwise multiple regression analysis to determine aspects of 

self-efficacy which were the best predictors of teachers‟ job satisfaction. The chosen 

designs permitted for a larger number of participants to be surveyed at a particular 
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point in time, which facilitated inferential statistics to be conducted in a short period 

of time and at less cost and effort as compared to direct observation. Figure 2 

portrays the research design of this study. 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

Figure 3. 1: The Research Design of the Study 

Source: Adapted from De Vaus (2001)  
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3.3 Location of the Study 
 

This study was conducted in Dodoma Region which is located in Central Tanzania. 

Dodoma Region was purposively chosen as it has been among the poorly 

performing regions in the primary school leaving examination (henceforth PSLE) 

with pass rate of 23% in 2012, 38% in 2013 and 45% in 2014 compared to other 

regions in Tanzania (NECTA, 2014). With these performances, Dodoma Region 

ranked among the bottom five regions.
12

 Therefore, there were high chances of 

meeting teachers with low self-efficacy and job satisfaction.  

 

Dodoma Region is made up of seven districts, namely Dodoma Urban, Kondoa, 

Chemba, Mpwawa, Chamwino, Kongwa and Bahi. However, Dodoma Urban and 

Chamwino districts were chosen to be included in the study. Dodoma Urban was 

purposively chosen because it had not shown satisfactory improvement in terms of 

performance in PSLE for a number of years now. The PSLE pass rate for this 

District was 44% in 2013. Further, its pass rate dropped from 62% in 2013 to 60% in 

2014, equivalent to 2% fall (NECTA, 2014). On the other hand, Chamwino District 

had low performance in the PSLE 2014 compared to that of Dodoma Urban, but it 

was purposively chosen because it had shown satisfactory improvements. The PSLE 

pass rate for this District was 29% in 2012 and it rose from 43% in 2013 to 51% in 

2014, equivalent to 8% rise (NECTA, 2014). The differences in these two districts 

were expected to give a range of data on the nature of teachers‟ self-efficacy and job 

satisfaction. 

 

Dodoma Urban District is made up of ninety two (92) government primary schools. 

Twenty percent (20%), equivalent to eighteen (18) schools were randomly selected. 

                                                           
12 Other regions ranked in the bottom five in the PSLE 2014 results were Simiyu, Kigoma, Tabora and Mara. 
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This proportion was chosen because it was adequate to give a representative sample. 

The random selection was done by writing the names of each school on pieces of 

paper, folding and putting them in a box. The pieces of paper were then shuffled to 

ensure the papers mix throughout, followed by picking the pieces of paper with the 

names of schools until the required number of was reached. Same procedures were 

used for picking twenty percent (20%) of schools, equivalent to twenty three (23) 

out of 116 schools of Chamwino District.  

 

3.4 Target Population 
 

The population for this study consisted of teachers teaching in primary schools in 

Dodoma region. The target population constituted of those teaching in public 

primary schools in Dodoma Urban and Chamwino districts with exclusion of head 

teachers. 

 

3.5 Sample, Sample Size and Sampling Procedures 
 

The total sample size for this study constituted of three hundred ninety two (392) 

teachers from public primary schools in Dodoma Urban and Chamwino Districts. 

Creswell (2012) and Cohen et al. (2007) recommends that the minimum sample size 

for a survey study is 100. Also, the minimum recommended sample size at the good 

prediction level when using Multiple Linear Regression for Prediction (MLRP) with 

three predictor variable at .1, the value of multiple correlation coefficients (P
2
) is 

380 (Knofczynky & Mundfrom, 2008) (see Appendix F). Therefore, the sample size 

of 392 teachers (N = 392) employed in this study was thought adequate and 

sufficient for the purpose of this study as it exceeds the minimum requirements of 

less than hundred or 380. 
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This study employed both probability and non-probability sampling methods. The 

probability sampling technique based on proportionate stratified random sampling 

was used for this study. Since the population comprised of teachers who either work 

in urban or rural context, proportionate stratified sampling assured balanced 

representation of urban and rural teachers (Creswell, 2012). This enabled the 

researcher to make comparison of the self-efficacy and job satisfaction of urban and 

rural teachers, and to generalize the findings to the whole population.  

 

Primary schools were divided into two strata namely urban and rural on the basis of 

their district, then, twenty percent (20%) of schools were selected at random from 

each stratum. This proportion was chosen because it was adequate to give a 

representative sample. From the selected schools, fifteen (15) teachers and ten (10) 

teachers were randomly selected from each school in Dodoma Urban and Chamwino 

District respectively. This was because the number of teachers in Dodoma urban is 

approximately one and a half more times that of Chamwino. In some cases where 

the selected school had a total of less than fifteen (15) teachers in Dodoma Urban 

and less than ten (10) teachers in Chamwino District, then, all the teachers 

(excluding head teachers) in those respective schools were involved. Thus, two 

hundred and five (205) teachers in Dodoma Urban and 187 teachers in Chamwino 

District, making up a total of three hundred ninety two (392) teachers were 

randomly selected and participated in this study. 

 

The non-probability sampling technique on the basis of convenience was used to 

select sixteen (16) teachers from the sampled three hundred and ninety two teachers 

(eight from each district) for interviews. At most two teachers were targeted from 

every convenient school. This technique was deemed appropriate because data from 
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the qualitative part are to generalize to theory rather than to the population 

(Creswell, 2012). Thus teachers were chosen on the basis of their availability and 

willingness to be studied.  

 

3.6 Instruments for Data Collection 
 

This study employed both questionnaires and semi-structured interview for data 

collection. The choice of these methods was based on the nature of data needed to 

answer the research problem.  

 

3.6.1 Questionnaire 

The questionnaire for this study consisted of three parts (see Appendices G & H); 

the biographical data of the respondents, the Teachers‟ Sense of Self-efficacy Scale 

and the Job Satisfaction Index. 

 

The first part of the questionnaire solicited biographical data such as respondent‟s 

gender, age, education level and number of years of teaching experience. Those data 

were potential for determining the influence of personal background variables on 

teachers‟ self-efficacy and job satisfaction. Also, data with regard to these items 

were subsequently tabulated and discussed to provide an indication of the most 

salient findings with respect to these variables.  

 

The second part of the questionnaire measured teachers‟ self-efficacy, and consisted 

of the Teachers‟ Sense of Efficacy Scale (hereinafter TSES). There are two forms of 

this scale as developed by Tshannen-Moran and Hoy (2001), the short form consists 

of twelve items and the long form is made up of 24 items. However, this study 

employed only the long form of the scale because of its superiority to other 

measures of teacher-efficacy such as RAND, Gibson and Dembo, Personal Teaching 
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Efficacy Scale (PTES) and the General Teacher Efficacy Scale (GTE). Additionally, 

it has high ability to measure a broader range of teaching tasks, high validity and 

reliability in three subscale areas of instructional strategies student engagement and 

classroom management (Voris, 2011). The TSES is a five point Likert-scale that 

assesses in a continuum with anchors at 1- Nothing, 2–Very Little, 3–Some 

Influence, 4–Quite a Bit and 5–A Great Deal (see Appendices G & H). This scale‟s 

items measure across three constructs; Efficacy in Student Engagement, Efficacy in 

Instructional Strategies and Efficacy in Classroom Management. Each of the three 

constructs consists of eight items. Efficacy in Student Engagement relates to items 1, 

2, 4, 6, 9, 12, 14, and 22. Efficacy in Instructional Strategies consists of items 7, 10, 

11, 17, 18, 20, 23, and 24. The construct of Classroom Management is measured by 

items 3, 5, 8, 13, 15, 16, 19, and 21. Scores were evaluated on the basis of guidelines 

set by Tshannen-Moran and Hoy (2001) (Appendix E).  

 

The third part of the questionnaire measured teachers‟ job satisfaction. It consisted 

of the Brayfield-Rothe Job Satisfaction Index of 1951 (henceforth BRJSI) as 

modified by Warner (1973). This index was chosen because it measures the intrinsic 

level of job satisfaction of participants, based on the respondents‟ emotional 

reactions to their work (for example, feelings of being bored, interested, happy, 

enthusiastic and disappointed) which was the focus of the current study. It is also 

valid, reliable, brief and easily administered. Despite that the BRJSI is among the 

old scale, recent research has shown that it continues to be an effective scale to 

measure intrinsic job satisfaction (Voris, 2011). The BRJSI as modified by Warner 

(1973) is made up of fourteen items in five point Likert scale consisting of 1–

Strongly Disagree, 2–Disagree, 3–Undecided, 4–Agree, and 5–Strongly Agree. For 

reversed items, 5–Strongly Disagree, 4–Disagree, 3–Undecided, 2–Agree, and 1–
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Strongly Agree. This was the case for items number 2, 4, 6, 7, 10, and 14 (see 

Appendix G & H). Table 3.1 details the number of questionnaires distributed and 

returned per school. 

Table 3. 1: Questionnaires Distributed and Returned per School 

Dodoma Urban District Chamwino District 
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1. School 1 15 13 86.7 1. School 1 10 9 90.0 

2. School 2 15 6 40.0 2. School 2 10 8 80.0 

3. School 3 15 15 100 3. School 3 10 9 90.0 

4. School 4 15 15 100 4. School 4 10 9 90.0 

5. School 5 15 13 86.7 5. School 5 10 9 90.0 

6. School 6 13 10 76.9 6. School 6 10 9 90.0 

7. School 7 15 15 100 7. School 7 10 7 70.0 

8. School 8 15 15 100 8. School 8 10 9 90.0 

9. School 9 10 9 90.0 9. School 9 10 6 60.0 

10 School 10 15 14 93.3 10 School 10 7 5 71.4 

11 School 11 15 14 93.3 11 School 11 10 10 100 

12 School 12 15 15 100 12 School 12 10 6 60.0 

13 School 13 15 10 66.7 13 School 13 10 8 80.0 

14 School 14 10 9 90.0 14 School 14 10 6 60.0 

15 School 15 8 8 100 15 School 15 9 8 88.9 

16 School 16 10 6 60.0 16 School 16 10 10 100 

17 School 17 10 9 90.0 17 School 17 10 9 90.0 

18 School 18 10 9 90.0 18 School 18 10 9 90.0 

     19 School 19 10 10 100 

     20 School 20 10 8 80.0 

     21 School 21 10 8 80.0 

     22 School 22 8 6 75.0 

     23 School 23 10 9 90.0 

TOTAL (I) 236 205 86.9 TOTAL (II) 224 187 83.5 

GRAND TOTAL (I + II) 460 392 85.2 

Source: Field data (2015) which were analyzed through SPSS version 20 

 

From the table above, a total of 460 questionnaires were distributed to teachers in 41 

out of 208 public primary schools in Dodoma Urban and Chamwino Districts. 
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Eighteen schools (18) were drawn from Dodoma Urban and twenty three (23) from 

Chamwino District. Three hundred and ninety two out of four hundred and sixty 

questionnaires (N=392), equivalent to 85.2% were returned and were completely 

filled and accurately attempted; thus, they were included in data analysis and 

presentation. Though 14.8% of the sampled population did not participate in the 

study, they did not affect the findings of this study as the minimum sample 

requirement was reached.  

 

3.6.2 Semi-structured Interviews 

The semi-structured interview was adopted to collect qualitative data related to the 

primary school teachers‟ perception regarding their self-efficacy and job satisfaction 

(see Appendix I & J). Data from this instrument focused on answering the first 

research question of this study. Interviews were chosen to supply large volume of in-

depth data rather quickly. The instrument provides insights about participants‟ 

perspectives, the meaning of events for the people involved (Creswell, 2012) which 

was the focus of the first research question. Also, interviews were chosen for making 

triangulation of the data obtained from the questionnaires so as to get a clear picture 

of the problem at hand. 

 

The interviews were conducted in one-on-one sessions involving 16 primary school 

teachers conveniently chosen from those who filled in the questionnaires. One 

interview session took about forty five (45) to fifty (50) minutes. The interviews 

were conducted in Kiswahili to avoid language barrier, and a tape recorder was used 

to record the data after obtaining the consent of the interviewee. The recorded files 
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were then copied from the tape recorder to computer where the Video Lan Client
13

  

(VLC) media player was used to play the records for the researcher to transcribe 

them and later on translated into English Language. In order to generate in-depth 

data, how and why questions were asked from participants for obtaining justification 

and rationale behind their responses. 

 

3.7 Validity and Reliability/Rigor of the Study  
 

The validity of this study was guaranteed by ensuring that the operational definition 

of the variables (teacher self-efficacy and job satisfaction) actually reflects the 

theoretical meaning of the concepts. This enabled the researcher to arrive at a 

meaningful and appropriate interpretation and inferences based on the scores derived 

from the research instrument employed in this study. 

 

Secondly, the measuring instruments adapted for use in this study were constructed 

adequately in such a way that their items had an adequate sample of the total 

potential content and they were validated in the previous studies. For example, the 

TSES constructs were validated by assessing the correlation of this scale and 

previous measures of teacher efficacy such as RAND, Gibson and Dembo, Personal 

Teaching Efficacy Scale (PTES) and the General Teacher Efficacy Scale (GTE), 

they yielded high level of criterion validity. The validity correlations for TSES were 

.84 in instructional strategies, .79 in classroom management and .85 in student 

engagement (Tshannen-Moran & Hoy, 2001). Thus the three dimensions of efficacy 

for instructional strategies, student engagement and classroom management 

                                                           
13 Video Lan Client (VLC) media player is a portable, free and open-source, cross-platform media player and 

framework that plays most multimedia files as well as DVDs, audio CDs, VCDs and various streaming 

protocols. 
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represented the richness of the teachers‟ work lives and the requirements of good 

teaching.  

The validity of the Brayfield-Rothe (1951) Job Satisfaction Index was established by 

making comparison with the results of the Hoppock scale. The product-moment of 

correlation between scores on the Hoppock scale and the Brayfield Rothe Job 

Satisfaction Index was found .92 indicating high level of criterion validity (Warner, 

1973). The semi-structured interview guideline employed in this study was also 

tested during the pilot study for meaningfulness and also showed high levels of 

content validity. 

 

Additionally, the validity of the study was enhanced through careful explanation of 

the purpose of the study to the respondents by the researcher. This helped to avoid 

invalid responses from the respondents. Enough time was provided to the 

respondents to patiently fill in the instruments to allow them understand the items 

before filling in the scales.  

 

The study‟s reliability was guaranteed by employing reliable tools for measuring 

teachers‟ self-efficacy and job satisfaction. The reliability in the previous studies for 

each construct of the long form (24 items) of TSES were; the efficacy in student 

engagement had a reliability of .87, instructional strategies had a reliability of .94 

and classroom management had a reliability of .91 (Tshannen-Moran et al., 2001). 

On the other hand, the reliability of the modified Brayfield-Rothe Job Satisfaction 

Index (henceforth MBRJSI) (14 items) from previous studies was .87 (Warner, 

1973), a study by Cano and Miller (1992) revealed a reliability of .94 for this index. 

In the present study, the reliability of TSES and MBRJSI were calculated to check 

for internal consistence. The values of the Crobanch‟s Alpha were .90 for TSES and 
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.91 for MBRJSI suggesting very good internal consistence reliability for the scales 

with this sample. Further, the reliability for sub constructs of TSES was .71 for 

student engagement, .82 for instructional strategies, and .82 for classroom 

management. 

 

Also, to increase the instrument‟s reliability, the wordings of the questionnaires 

items were modified to suit Tanzania primary school context, and then were 

translated in into Kiswahili and checked for their meaningfulness by peer 

researchers.  

 

Further, the reliability of the study was increased by adopting long scales to measure 

both, teachers‟ self-efficacy (24 items) and job satisfaction (14 items) and the 

instructions were made clear on the survey instruments. Additionally, the translated 

survey instruments were piloted involving 30 teachers from two different primary 

schools in Dodoma Urban. Contents of the questionnaire were modified accounting 

to the results and problems which were encountered in the pilot test for internal 

consistence.  

 

The term  „rigor‟ or „trustworthiness‟ is preferably used in qualitative research rather 

than reliability to refer a fit between what researchers record as data and what 

actually occurs in the natural setting that is being researched, that is a degree of 

accuracy and comprehensiveness of coverage (Cohen et al., 2007; Creswell & 

Miller, 2000). In other words, trustworthiness is concerned with whether the study 

findings reflect the reality, ideas and experiences of the participants. The researcher 

guaranteed the trustworthiness of the study through laying aside his preconceived 

ideas about the issue under the investigation. Thus, the researcher believes that semi-

structured interviews generated comprehensive and in-depth data pertaining to 
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respondents‟ experiences of their self-efficacy and job satisfaction. Also, „Why‟ and 

„How‟ questions were asked to manage acquiescence and the researcher avoided 

bias leading questions and cues (Creswell, 2012).  

 

The rigor of the study was further enhanced by the use of triangulation which helped 

to cross check whether the respondents had accurately and honestly completed the 

questionnaire without falsifying the picture (Cohen et al., 2007). This was done by 

interviewing sixteen teachers (at most two from each convenient school) 

conveniently accessed from those who filled in the questionnaire on the same issue. 

The findings from the interview data were then used to compare and contrast the 

results from the survey data to see whether they support or not (Creswell & Miller, 

2000).  

 

3.8 Data Collection Procedures and Analysis Plan 
 

This section presents step by step data collection procedures and framework of 

analysis with a focus on qualitative and quantitative analyses. 

 

3.8.1 Data Collection Procedures 
 

The researcher concurrently, but separately collected the qualitative and quantitative 

data during the same time frame and with equal weight since none of them informed 

the other. The field work took thirty five (35) days excluding weekends from the 

second week of April to the fourth week of May. The researcher administered 

questionnaire to all the participants of the study; the questionnaire contained two 

instruments namely TSES and BRJSI as modified by Warner (1973). The researcher 

carefully explained the purpose of the study to avoid invalid responses. Enough time 

was provided to the respondents to patiently fill the instruments. Collection of the 

self administered questionnaire was done on the next day after the day of 
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administration for coding and analysis. Also, one-on-one interview sessions were 

conducted to 16 primary school teachers conveniently chosen by the researcher from 

those who filled in the questionnaire. The interview sessions took about forty five 

(45) to fifty (50) minutes. They were conducted in Kiswahili and a tape recorder was 

used to record the interviews after the respondent‟s consent was obtained. The 

recorded files were then copied from the tape recorder into computer where the VLC 

media player was used to play the records for the researcher to transcribe them and 

later on translated into English. In order to generate in-depth data, how and why 

questions were asked from participants in order to obtain justification and rationale 

behind their responses. 

 

3.8.2 Data Analysis Plan 
 

There is no standard approach to qualitative data analysis. Cohen et al. (2007) 

advocates „fitness for purpose‟ in analyzing qualitative data. Qualitative data from 

the semi structured interviews were analyzed on the basis of steps outlined by 

Creswell (2012). The interviewees were given codes using roman numbers „I‟ to 

„XVI‟ for anonymity and analysis purposes. Thereafter, the researcher transcribed 

the data previously audio-taped during data collection and translated them into 

English Language. The data were then thematically analyzed. Thematic analysis 

involved exploring data, identifying units of analysis to code for meaning which 

then led towards the emergence of themes. Thematic analysis aligns better with the 

purpose of this inquiry as the data generated through semi-structured interviews 

were under pre-defined themes in line with objectives and research questions of the 

present study. 
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The quantitative data from the returned questionnaires were coded immediately after 

being received by the researcher and analyzed using Statistical Package for Social 

Sciences (SPSS) version 20.0 computer software. Coding was done firstly by 

assigning identification numbers to each of the returned questionnaires ranging from 

1 to 392. Thereafter, each variable was given a name (e.g gender), a brief definition 

of the variable (e.g gender of a teacher) and numbers were assigned to each response 

option (e.g 1 = male and 2 = female). For the purpose of answering the research 

questions, descriptive and inferential statistics were employed. 

 

The descriptive statistics was used to analyze and summarize data before making 

inferences. The findings of the study were presented through the measures of central 

tendency and measures of variability. The measure of central tendency employed in 

this study was mean. Mean is the mathematical average determined by adding up all 

the scores divided by the number of scores (Fraenkel & Wallen, 2009). Also, 

Standard Deviation was used. It is defined as the measure of variability which shows 

the extent to which the data values for a variable are spread around their mean 

(Saunders, Lewis & Thornhill, 2009). 

 

Before running inferential statistics analyses, factor analysis was conducted to 

determine how research participants responded to the questions (Tshannen-Moran & 

Hoy, 2001). This enabled the researcher to extract and obtain the principle 

components or variables from the participants‟ responses on the 24 TSES and 14 

MBRJSI items. Items with communality values .30 or higher were retained. No item 

was dropped before further analysis and interpretation was made because all 24 

items on the TSES and 14 items on the MBRJSI had loading higher than .30 
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(Pallant, 2011) (see Appendices A & B). Having done factor analysis, the researcher 

conducted inferential statistical tests. 

 

Inferential statistics involves analyzing data from the sample to draw conclusions 

about unknown population (Creswell, 2012). The researcher assessed whether the 

difference of groups (the means) or the relationship among variables is greater than 

or less than what he/she would expect for the total population. Inferential statistics 

was used to address the 2
nd

, 3
rd

 and 4
th 

research questions of this study. 

 

The second research question sought to examine the relationship between perceived 

level of teachers‟ self-efficacy and job satisfaction. This was dealt through the use of 

bivariate Pearson- Product-Moment Correlation Coefficient (Pearson r). The Pearson 

(r) indicates both the direction and the magnitude of the relationship between two 

variables, and applied when the correlated variables are either on interval or ratio 

scale (Ary et al., 2010). The measures in this study, the TSES and MBRJSI were on 

interval scale. The interpretation of magnitude of Pearson Product-Moment 

Correlation Coefficient was based on the Davis‟s (1971) conventions such that 1.00 

= Perfect; .70 – .99 = Very High; .50 – .69 = Substantial; .30 – .49 = Moderate; .10 – 

.29 = Low and .01 – .09 = Negligible.  

 

The third research question sought to determine the influence of personal 

background variables and school context on teachers‟ self-efficacy and job 

satisfaction. This research question was tackled through computing Multivariate 

Analysis of Variance (MANOVA) and the Independent Samples T-tests. MANOVA 

is a statistical technique for determining whether several groups differ on more than 

one variable (Rencher, 2002), while the T-test looks at differences between two 

groups on some variables of interest (Cohen et al., 2007). MANOVA was used to 
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determine the influence of personal background variables such as age, professional 

qualification and years of teaching experience on teachers‟ sense of self-efficacy and 

job satisfaction. In addition, the Independent Samples T-test was used to determine 

the influence of gender (male and female) and school context (urban and rural) on 

teachers‟ perceived self-efficacy and job satisfaction.  

 

The fourth research question sought to determine aspects of self-efficacy that are the 

best predictors of primary school teachers‟ job satisfaction. This was addressed 

through the use of stepwise multiple regression analysis. The choice of this analysis 

was based on the following grounds: firstly, it was suitable for predicting and 

weighing the relationship between independent variable (self-efficacy) and the 

dependent variable (job satisfaction). Secondly, it enabled the researcher to calculate 

the relative weightings of the independent variables and the dependent variable. 

Lastly, it is an inferential statistics which measures the statistical significance 

relationships and allowed the researcher to make inferences about the population on 

findings obtained from a sample. 

 

3.9 Ethical Considerations 
 

The researcher guaranteed ethics of research throughout the process of undertaking 

this study. He sought a research permission letter from the Directorate of Graduate 

Studies (DGS) of the University of Dodoma which also introduced him to the 

Regional Administrative Secretary (RAS) for Dodoma Region. The RAS granted a 

permit and gave the researcher an introductory letter to the District Executive 

Director‟s (DEDs) for Dodoma Urban and Chamwino. The DEDs permitted the 

researcher to undertake data collection exercise and again provided an introductory 

letter to heads of primary schools in their respective districts. At schools, after 
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getting consent of the respective head teachers, teachers were informed about the 

purpose of the study and selected for participation in the study.  

 

Confidentiality and anonymity was guaranteed by asking the respondents not to 

indicate their names in the questionnaires and using code numbers for the schools 

and the respondents involved in the study. The respondents who filled in the 

questionnaires were given codes 1 to 392 while those who were interviewed were 

coded I to XVI. Thus the names of schools or individual respondents have not been 

used in this study report. Also, confidentiality has been observed by the researcher 

keeping the collected data in confidence. Those who volunteered for the study were 

informed that they were allowed to withdraw if they felt unable to continue the study 

to completion. Plagiarism has been avoided through explicit crediting of the original 

ideas and materials employed in this study by both appropriate citation and 

referencing.   
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CHAPTER FOUR 

DATA ANALYSIS, PRESENTATION AND DISCUSSION 

4.0 Introduction 

This chapter analyzes, presents and discusses the data obtained from the study that 

investigated the self-efficacy and job satisfaction of teachers in Dodoma Region. It 

first presents the demographic characteristics of the respondents, after which data on 

each of the four research objectives is analyzed, presented and discussed. 

 

4.1 Demographic Characteristics of the Respondents  

The first section of the questionnaire solicited data on such aspects as teachers‟ 

district, sex, age, level of education and teaching experience. It also sought data on 

school context. A total of 392 teachers participated in the study. Among them, 205 

(52.3%) were from Dodoma Urban District and 187 (47%) were from Chamwino 

District. The participants of the study were 111 (28.3%) males and 281 (71.7%) 

females. This is due to the reality that teaching is dominated by female teachers.  In 

terms of age, majority of participants aged 20 – 29 years were 111 (28.3%) and 30 – 

39 years were 116 (29.6%). Qualification wise, majority of teachers, 349 (89.0%) 

were Grade IIIA certificate holders, 14 (3.6%) were diploma holders, 27 (6.9%) 

were degree holders, and 2 (.5%) were master‟s degree holders. This indicates that 

primary school teachers advance their education very slowly as majority of them are 

still at the minimum qualification for primary school teaching. With regard to the 

teaching experience of the respondents, majority 146 (37.2%) had the teaching 

experience of 6 – 15 years, followed by 0 – 5 years of teaching experience who were 

116 (29.6%). Teachers who had teaching experience of 18 – 25 years were 51 

(13.0%) and those who had experience of 25 years and above were 79 (20.2%). 

Table 4.1 displays the demographic characteristics of the respondents.  
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Table 4. 1: Respondents’ Demographic Characteristics 

VARIABLE FREQUENCY PERCENT 

District 
  

Dodoma Urban 205 52.3 

Chamwino  187 47.7 

Total  392 100 

Gender   

Male 111 28.3 

Female 281 71.7 

Total  392 100 

Age (Years)   

20 – 29 111 28.3 

30 – 39 116 29.6 

40 – 49 82 20.9 

50 and Above 83 21.2 

Total  392 100 

Education    

Grade IIIA 349 89.0 

Diploma  14 3.6 

Bachelor Degree 27 6.9 

Master Degree 2 .5 

Total  392 100 

Experience (Years)    

0 – 5 116 29.6 

6 – 15 146 37.2 

18 – 25 51 13.0 

Over 25 79 20.2 

Total  392 100 

School Setting   

Urban  205 52.3 

Rural  187 47.7 

Total  392 100 

Source: Field data (2015) which were analyzed through SPSS version 20 

4.2 Research Objective One  

Objective one of this study sought to explore about primary school teachers‟ 

perceptions regarding their self-efficacy and job satisfaction. To obtain answers for 

this objective, qualitative data were collected by means of one-to-one semi-
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structured interviews. A total of sixteen (16) primary school teachers, eight (8) from 

each district were involved in the study through interviews. The interviewees were 

given code numbers denoted teacher „I‟ to „XVI‟ for anonymity and analysis 

purposes. The interviews were audio taped, transcribed and then translated into 

English Language. To answer this research objective: firstly, the respondents were 

asked to express the meaning they hold regarding self-efficacy and job satisfaction. 

Secondly, they were asked to express their perceptions on the characteristics of a 

self-efficacious and job satisfied teachers. Lastly the respondents were probed to 

express perceptions on their self-efficacy (in terms of student engagement, 

instructional strategies and classroom management) and job satisfaction. Their 

responses are as discussed in the following sections. 

 

4.2.1 Teachers’ Perceived Meaning of Self-Efficacy  

With regard to meaning that teachers attach to self-efficacy, the study found that 

teachers perceived it as the feeling of commitment to children‟s learning by a 

teacher. This was evidenced through teachers‟ interview responses, some of which 

are quoted below. Teacher „XI‟ who aged between 20 and 29 years with 3 years of 

teaching experience from rural school said that:  

 Being self efficacious means expressing a feeling of love in helping 

children to learn. When I enter in classroom, I feel highly indebted to 

make children get out differently. Nothing bad as despaired” (Field 

data in May, 2015).  
 

The respondents also associated teacher self-efficacy with feeling of interest and 

understanding of what and how to teach on the part of a teacher. Teacher „III‟ who 

aged between 30 and 39 years with 8 years of teaching experience from urban 

school responded that: 

Being self-efficacious means you have feelings of interest and 

understanding of what to teach and how to deliver it to pupils. If you 
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feel this way, pupils‟ understanding will be good as you will be 

teaching with all your competencies (Field data in April, 2015).  
 

Teachers‟ self-efficacy was also perceived as teachers‟ perceptions related to pupils‟ 

learning abilities. For example, teacher „I‟ who aged between 40 and 49 years with 

29 years of teaching experience from urban school said: 

…to me, self-efficacy is teacher‟s belief that pupils have the ability to 

learn whatever they are taught (Field data in April, 2015).  
 

Another respondent, teacher „V‟ who aged between 40 and 49 years with 29 years of 

teaching experience from urban school added that: 

 Self-efficacy means teacher‟s belief that the job is good, and that 

pupils are enthusiastic about learning (Field data in April, 2015). 
 

Other respondents had different perceptions on teachers‟ self-efficacy. They 

perceived it as a feeling of confidence in teaching. For example, teacher „XIII‟ who 

aged between 20 and 29 years with teaching experience of 3 years from rural school 

said: Self-efficacy is a feeling of competence by a teacher (Field data in May, 2015).  

 

The perceptions by teachers regarding the concept of self-efficacy have an indication 

that self-efficacy is a driving force for teachers‟ enthusiasm commitment and zeal to 

teaching. The finding indicates that teachers‟ satisfaction to teaching is derived from 

their self-efficacy. Thus, improvement in teachers‟ self-efficacy would positively 

affect their job satisfaction, and subsequently lead to improved pupils‟ learning. 

4.2.2 Perceived Characteristics of a Self-efficacious Teacher 

Respondents interviewed provided varied views on behavior likely to be 

demonstrated by self-efficacious teacher. Teachers expressed that a self-efficacious 

teacher is likely to monitor pupils‟ progress in learning. Teacher „I‟ who aged 

between 40 and 49 years with 29 years of teaching experience from urban school 

said: 
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 A self-efficacious teacher likes to monitor pupils‟ progress. He/she 

feels to help pupils learn (Field data in April, 2015).  
 

A self-efficacious teacher does his/her work enthusiastically. Teacher „v‟ who aged 

between 40 and 49 years with teaching experience of 29 years from urban school 

disclosed that: 

 If I face difficulties to teach a certain concept, I use to ask one of my 

fellow teachers who can teach effectively to do it on my behalf. A self-

efficacious teacher finds alternative instructional strategies to make 

his/her pupils learn (Field data in April, 2015). 
 

A self-efficacious teacher was related to his behavior in classroom. For example, 

teacher „IX‟ who aged between 30 and 39 years with 7 years of teaching experience 

from rural school expressed that: 

 A self-efficacious teacher develops good relations with pupils. In 

actual fact, pupils will develop love and interest in you and the lesson 

which you teach provided they understand you (Field data in May, 

2015).  
 

Teacher „IV‟ who aged 50 years and above with 30 years of teaching experience 

from urban school added that: 

 A self-efficacious teacher loves his/her pupils, he/she is happy and 

charming when in classroom, that is, he/she shows readiness and 

confidence in teaching (Field data in April, 2015). 
 

Similarly, teacher „II‟ who aged between 40 and 49 years with teaching experience 

of 10 years from urban schools said: 

 A self-efficacious teacher does not express extreme anger to pupils 

to the extent that pupils become frightened, he/she gives pupils 

opportunities to ask questions (Field data in April, 2015). 
 

The perceived characteristics of a self-efficacious teacher by the respondents 

underpin the importance of teacher self-efficacy in attaining quality teaching and 

learning in classroom. Further, this finding underscores the necessity to investment 
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more resources in intervention geared toward developing high self-efficacy belief 

among teachers as one of the measures to raise the level of motivation and 

commitment among teachers. 

 

4.2.3 Teachers’ Perceptions on their Self-efficacy 

The respondents were asked to express their feelings of self-efficacy in terms of 

instructional strategies, student engagement and classroom management. Generally, 

teachers expressed the feelings of being highly efficacious.  

 

In terms of self-efficacy for instructional strategies, teachers were asked if they 

could use alternative strategies in classroom to meet the needs of each pupil, adjust 

their lessons to the proper level for individual learner, and gauge pupils‟ 

comprehension of what they teach. Generally, the respondents felt highly efficacious 

in this aspect. For example, when he was asked if he could adjust his lesson, teacher 

„VI‟ who aged between 30 and 39 years with teaching experience of 11 years from 

urban school expressed: 

 I always employ very friendly approaches to ensure each pupil 

understands. In most cases, I use students themselves by giving them 

activities in groups. Slow learners are recognized, mixed in groups 

and given opportunity to participate… (Field data in April, 2015). 

  

But the respondents perceived bit difficulties in using alternative strategies in 

classrooms due to overcrowding. For example, teacher „XI‟ who aged between 40 

and 49 years with teaching experience of 21 years from rural school said: 

 To be honest, a large number of pupils in a classroom is a problem. 

This problem will escalate because children are many compared to 

schools, and teachers also are very few (Field data in May, 2015).  
 

Teacher „III‟ who aged between 30 and 39 years with teaching experience of 8 years 

from urban school added that: 
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 Pupils are many in classes but you are supposed to teach within 40 

minutes and make sure that children understand. It is not an easy 

task (Field data in April, 2015).  

 

Though teachers felt bit difficulties in this particular item, they generally felt high 

efficacious in the aspect of instructional strategies. The mean score for this domain 

from the quantitative part of this study is 4.3, indicating “Quite a Bit” of influence 

on the Likert Scale. The implication of this finding is that teachers perceive ready to 

adapt new methods and techniques of teaching and any innovation focused on 

improving teaching and learning could be successful. 

 

In terms of efficacy in student engagement, the respondents were asked whether they 

could help pupils who get difficulties in learning new concepts, if they could divide 

their classes in small groups for effective teaching, and whether they could ensure 

that each group and every pupil has activities to do. Also, they were asked if they 

could assist families in helping their children do well in school. The respondents 

expressed high efficacy in helping pupils who get difficulties in learning new 

concepts. For example, teacher III who aged between 30 and 39 years with teaching 

experience of 8 years said: 

 We use different strategies; for example, you can identify those who 

have not understood, and then, you can sit on a table and instruct 

them. To help remained difficult pupils, you can use academically 

able pupils to teach them (Field data in April, 2015).  
 

Teacher „X‟ who aged between 40 and 49 years with teaching experience of 21 

years from rural school added that: 

 In a class, pupils differ in abilities. Therefore, I allow them to 

question me at any time, and anywhere. I also use peer teaching by 

which, academically able pupils are used to teach those with low 

academic ability (Field data in May, 2015). 
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Also, respondents demonstrated high efficacy in dividing classes into small groups 

and ensuring that every pupil participate in group activities. Teacher „I‟ who aged 

between 40 and 49 years with 29 years of teaching experience from urban school 

said: 

  In order to observe pupils‟ participation in group work, I call them 

before the class and every member of the group presents what he/she 

contributed to the group (Field data in April, 2015).  
 

Also, teacher „XIV‟ who aged between 30 and 39 years with teaching experience of 

6 years from rural school expressed that: 

 In most cases, I use rotation during group presentation and pupils 

seem to be interested in doing it. Therefore, every member of a group 

is given a portion of work to present (Field data in May, 2015). 
 

This supports the quantitative data of this study which revealed that teachers are 

highly self-efficacious in student engagement with mean score of 4.1, indicating 

„Quite a Bit” of influence on the Likert Scale. However, the urban and rural teacher 

had different perceptions regarding their self efficacy when they were asked if they 

can assist families in helping their children do well in school. Urban teachers were 

more efficacious in this item than their rural counterparts as teacher „V‟ who aged 

between 40 and 49 years with teaching experience of 29 years from urban school 

said: 

...therefore, we are in good terms with parents to monitor pupils‟ 

progress. Pupils‟ parents of this school have taken teachers‟ phone 

numbers, thus, they phone teachers in case of their children‟s 

problems. They check children‟s work from date to date... (Field data 

in April, 2015). 
 

In contrast, rural teachers expressed low efficacy in assisting families in helping 

their children do well in school. For example, teacher „XVI‟ who aged between 20 

and 29 years with 7 years of teaching experience from rural school said: 
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 Mh! There come difficulties; you know, majority of parents in this 

rural locality are not educationally conscious. Thus, you may find 

that a child is aware of education, but not his/her parents. Thus, even 

if you involve families in helping their problematic children, they 

would persuade them to drop out of school (Field data in May, 2015). 

  

Teacher „XV‟ who aged between 30 and 39 years with teaching experience of 17 

years from rural school added: 

 Parents perceive a teacher as an enemy; we are not given adequate 

cooperation. Therefore, even if a child is eager to learn, his/her 

parents may despair him (Field data in May, 2015).   

 

The mean score on this item in the quantitative part of this study is 3.8, indicating 

“some influence” on the Likert Scale. The Independent Samples T – test of this item 

is significant at 0.05 confirming what was observed through the interviews. This 

finding gives same picture as was found in the qualitative part of this study that 

teachers derive their intrinsic satisfaction from working with children. Since teachers 

felt low efficacious in assisting families to help their children do well in school due 

to poor cooperation, this lowers their satisfaction. It indicates the need to sensitize 

and educate parents on the importance of supporting teachers on matters related to 

their children‟s education.  

 

In terms of classroom management, all respondents from rural and urban settings 

perceived themselves highly self-efficacious. They were asked if they could control 

noisy or disruptive pupils. They were also asked if they could establish classroom 

management system to ensure that their pupils demonstrate good behavior. For 

example, teacher „XV‟ who aged between 30 and 39 years with 17 years of teaching 

experience from rural school said: 

 ...the sitting arrangement is a class is not permanent, we use to mix 

pupils. For example, noisy pupils are placed to the front of the class 
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in order to prevent them from distorting my lesson (Field data in 

May, 2015). 

 

Teacher „I‟ who aged between 40 and 49 years with teaching experience of 29 years 

said: 

 We keep close to pupils in order to know about their behavior. You 

can know stubborn and calm pupils, but stubborn pupils must be 

punished (Field data in April, 2015). 
 

 

This implies that teachers‟ use of varieties of instructional strategies is likely to bear 

success in pupils‟ learning as teachers perceive that they can manage classrooms 

well. This is among the requisites for effective teaching on the part of a teacher. 

Again, the result in the quantitative part of this study confirms this reality whereby 

teachers‟ mean score for efficacy in classroom management was 4.3, indicating 

“Quite a Bit” of influence on the Likert Scale. This indicates high level of self-

efficacy in classroom management among teachers.  

 

4.2.4 Teachers’ Perceived Meaning of Job Satisfaction  

Majority of the respondents interviewed were satisfied with their job; only one of the 

teachers involved in the interviews expressed that she was not satisfied with the job. 

However, teachers held different meaning with regard to teacher‟s job satisfaction. 

Some of them perceived it as feeling of being interested in doing the teaching job as 

teacher „II‟ who aged between 40 and 49 years with teaching experience of 10 years 

from rural school said: 

Job satisfaction is the feeling of interest to continue devoting to do 

the teaching job. I am not despaired as I don‟t perceive it bad, I love 

teaching (Field data in April, 2015).   
 

Teacher „III‟ who aged between 30 and 39 years with teaching experience of 8 years 

from urban school added: 
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 Job satisfaction means, being interested in what you do and satisfied 

with the benefits you get from it (Field data in April, 2015). 
 

Other respondents perceived teacher‟s job satisfaction as love to work with children. 

For example, teacher „x‟ who aged between 40 and 49 years with teaching 

experience of 21 years from rural school said: 

...to me job satisfaction is a belief that this job is not for losing, but it 

is for helping children who are in need of being self-reliant. Always 

my happiness is to see a child doing well and encourage him/her to 

do much better (Field data in May, 2015).  
 

On the other hand, teacher „XV‟ who aged between 30 and 39 years with teaching 

experience of 17 years added from rural school that:  

 Job satisfaction means a teacher feels the job he/she do gives 

him/her adequate earnings to sustain life (Field data in May, 2015). 
 

Other respondents perceived job satisfaction as being contented with the teaching 

job. Teacher „VIII‟ who aged between 40 and 49 years with teaching experience of 

23 years from urban school said: 

 Job satisfaction means a feeling of contentment with the job by a 

teacher. He/she does the teaching job enthusiastically as long as 

he/she is satisfied and he/she knows that it is the job which gives 

him/her the basic life needs (Field data in May, 2015). 

 

Job satisfaction was also perceived as the zeal in teaching. Teacher „VII‟ who aged 

between 50 years and above with teaching experience of 35 years from urban school 

expressed: 

 Job satisfaction means doing the job with high spirit and for a long 

period of time in life without leaving it (Field data in May, 2015). 
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Other respondents perceived job satisfaction as feelings of acceptance of the job by a 

teacher. Teacher „XVI‟ who aged between 20 and 29 years with teaching experience 

of 3 years from rural school said: 

 Job satisfaction means you accept the job. It benefits you, it makes 

you happy and it fulfills one‟s soul dream (Field data in May, 2015). 
 

 

The meaning of job satisfaction attached by respondents gives an implication that 

teachers‟ job satisfaction leads to high teachers‟ work performance, commitment, 

and subsequently improved pupil learning in classroom. 

 

4.2.5 Teachers’ Perceived Reasons for Satisfaction or Dissatisfaction with the 

Job 

The respondents expressed different reasons for their satisfaction with the teaching 

job. Some of the respondents said that it is the profession of their choice. Teacher 

„XIV‟ who aged between 30 and 39 years with teaching experience of 6 years from 

rural school said: 

 I am satisfied because it is the course that I chose; I am interested in 

taking care of children (Field data in May, 2015).  
 

Teacher „XI‟ who aged between 20 and 29 years with 3 years of teaching experience 

from rural school added that: 

 The major point for my satisfaction with this job is that, I feel it as 

the service I am given by the God. If I would have been doing another 

job than teaching, I would have not been doing it well. I love 

teaching children very much, and the other major reason is that the 

job gives me basic needs such as food, clothes … (Field data in May, 

2015). 
 

Other respondents said that they are satisfied with teaching because it makes them 

respected. Teacher „VIII‟ who aged between 40 and 49 years with teaching 

experience of 23 years from urban school added that:  
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 First, being a teacher makes me respected. When you appear before 

gathering, people respect your thoughts and consider them right. The 

respect makes me continue to do this job (Field data in May, 2015). 
 

Since the respect which teachers get from teaching makes them satisfied, the finding 

implies that the status of the teaching profession is very important for teachers to 

choose remain in it. If high status of this profession is upheld, teachers would be 

highly respected. Also, the finding suggests that only those who choose and have 

interest in teaching and love in children should be recruited to undertake teaching 

programmes. 

4.2.6 Perceived Characteristics of a Job Satisfied Teacher 

The respondents perceived characteristics of a job satisfied teacher using different 

characteristics. For example, teacher „I‟ who aged between 40 and 49 years with 29 

years of teaching experience from urban school expressed that: 

 A job satisfied teacher is settled and confident in doing his/her job. 

He/she reports at work early, he/she does all his/her responsibilities 

including teaching, monitor‟s pupils‟ activities and devotes his/her 

time in helping those with problems (Field data in April, 2015). 
 

Other respondents perceived a job satisfied teacher as the one who does not 

complain about the job. Teacher „XI‟ who aged between 40 and 49 years with 21 

years of teaching experience from rural school expressed that: 

 Very often, a job satisfied teacher does not complain about the job; if 

a person is satisfied with his/her job, the first thing you can notice is 

his/her being joyful, and not disappointed, he/she makes effort in 

doing the job  (Field data in May, 2015). 
 

Teacher „V‟ who aged between 40 and 49 years with teaching experience of 29 

years from urban school added that:  

 ...a job satisfied teacher is happy with his/her periods; for example, 

in this school we are competing for the periods, it is a sign that the 
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job is in our blood. But these “digital children
14

” enter into teaching 

for earning money (salary), they don‟t work until they are forced 

(Field data in April, 2015). 
 

 

This finding on the perceived characteristics of a job satisfied teacher gives light that 

job satisfaction of teachers is crucial in determining teachers‟ work performance and 

commitment. It implies that the counterproductive behaviors observed among 

teachers such as absenteeism, low commitment and any withdrawal behaviors could 

be reduced by enhancing their job satisfaction.  

4.2.7 Discussion of the Findings of Objective One 

Data from the interviews responses lead to arrive to the following conclusion about 

the awareness of teacher self-efficacy in the context of this study; teachers are aware 

of their self-efficacy and held correct understanding of the construct. They held 

meanings similar to those in the literature that teacher‟s self-efficacy is a belief that 

a teacher has in his or her capabilities to bring about desired outcomes even among 

those pupils who may be difficult or unmotivated (Tschannen-Moran et al., 2001) 

and a belief in his or her ability to plan instruction and accomplish instructional 

objectives. However, the respondents went beyond by conceiving teachers‟ self-

efficacy as teachers‟ deep feeling of helping pupils in learning, resulting from 

interest and understanding of what to teach as well as how to teach it. Teachers‟ 

self-efficacy was also interpreted as a belief held by a teacher that pupils are 

capable of learning whatever they are taught, and that they are enthusiastic about 

learning. These consciousnesses add to the existing literature on self-efficacy by 

Bandura (1977), Tshannen-Moran et al. (2001) and Omrod (2006). 

 

                                                           
14

 Digital Children are those who can use and interact with the technology, and in this context are 

new young teachers currently entering the teaching job. 
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Generally, the data obtained from respondents‟ expressions in qualitative part of this 

study revealed that teachers are efficacious in all the three self-efficacy aspects; self-

efficacy in students engagement, self-efficacy in instructional strategies and self-

efficacy  classroom management, and that gender, years of teaching experience and 

professional qualification do not have any impact on self-efficacy of teachers. This 

supports the results from the quantitative part of this study in which the mean scores 

for self-efficacy in students‟ engagement, instructional strategies and classroom 

management were 4.1, 4.3, and 4.3 respectively, falling on „Quite a Bit‟ of influence 

on the TSES. Furthermore, the Independent Samples T – test in the quantitative part 

of this study supports the qualitative data as it revealed no difference among teachers 

in self-efficacy based on their gender. 

 

Further, the findings revealed that school environment impacts teachers‟ self-

efficacy. Teachers disclosed that overcrowded classes, shortage of classrooms and 

teaching and learning materials reduce their ability to facilitate effective learning. 

Again, low level of support and cooperation which teachers get from parents posed 

difficulties to teachers in helping pupils to learn. This finding corroborates with 

Taylor et al. (1995) and Eden et al. (1993) who found that working environment and 

self-efficacy are interconnected.  Further, the finding is affirmed by Tshannen-

Moran and Woolfolk-Hoy (2001) who asserted that teacher self-efficacy is 

important when creating conducive environment for pupils. Also, these findings 

align with Allinder (1994) and Guskey‟s (1984) findings that self-efficacious 

teachers are more enthusiastic about teaching. 

 

Reflecting again on objective one of this study, the respondents expressed their 

perceptions regarding their job. They held different meaning that concurred to the 
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available literature that job satisfaction is a pleasurable or positive emotional state 

resulting from the appraisal of one‟s job or job experiences  (Locke, 1976), and that 

it is an inner contentment that the job holder gets by performing the job well (Bose, 

2007). They also had similar views like those held by Judge, Theoresen, Bono and 

Paton (2001) who contend that job satisfaction is the perception of fulfillment 

derived from day-to-day work activities. The respondents of this study further 

supplement the definitions of job satisfaction by coming up with one or more 

interpretation that job satisfaction is a feeling of acceptance of the job by a teacher 

and doing it with high spirit and for a long period of time in life without leaving it.  

Furthermore, teachers were found to be intrinsically satisfied but their satisfaction is 

lowered by environmental encounters in the working stations. This was also 

confirmed in the quantitative part of this study where, the level of perceived 

teachers‟ job satisfaction was moderate. Teachers expressed that large number of 

pupils in classes was one of the factors posed difficulties to them. Also, poor 

working conditions due to inadequate teaching and learning resources were 

mentioned to affect the maintenance of intrinsic satisfaction amongst teachers. 

 

4.3 Research Objective Two 
 

Objective two sought to examine the relationship between primary school teachers‟ 

perceived level of self-efficacy and job satisfaction. To address this objective, the 

perceived level of self-efficacy was determined using responses of the long form of 

the TSES (24 items). This efficacy scale was based on a 5 – point Likert scale: 

Nothing coded (1), Very Little coded (2), Some Influence coded (3), Quite a Bit 

coded (4) and A Great Deal coded (5). On the other hand, the perceived level of 

teachers‟ job satisfaction was determined by the 14 item Brayfield-Rothe Job 
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Satisfaction Index as modified by Warner (1973). This is a 5 – point Likert Scale:  

Strongly Disagree coded (1), Disagree coded (2), Undecided coded (30), Agree 

coded (4) and Strongly Agree coded (5). The results of the descriptive statistics are 

as depicted in Table 4.2 below: 

 

Table 4. 2: Descriptive Statistics  

 Mean Std. Deviation N 

Overall Teachers' Self-efficacy 4.2438 .39893 392 

Teachers' Self-efficacy in Student Engagement 4.1097 .46169 392 

Teachers' Self-efficacy in Instructional Strategies 4.2982 .43810 392 

Teachers' Self-efficacy in Classroom Management 4.3237 .42372 392 

Overall Teachers' Job Satisfaction 3.7544 .75285 392 

Source: Field data (2015) which were analyzed through SPSS version 20  

From Table 4.2, the TSES indicates that the overall teachers‟ self-efficacy mean is 

4.24. This is an indication that teachers felt that they had „Quite a Bit‟ (M = 4.24) of 

influence over their pupils. Self-efficacy in student engagement, instructional 

strategies and classroom management had the means of 4.1, 4.2 and 4.3 respectively. 

Thus the teachers within the sample (N = 392) had a high degree of self-efficacy. 

However, the age wise means show that the younger teachers who aged between 20 

and 29 years were slightly more efficacious (M = 4.3) than older teachers aged 50 

years and above (M = 4.1). The MBRJSI indicated that teachers‟ perceived level of 

job satisfaction was 3.75, falling into „undecided‟. This implies that teachers‟ 

response ranged between „disagree‟ and „agree‟ that they were satisfied with the 

job; thus there was moderate level of job satisfaction.  

 

The Bivariate Pearson Product Moment Correlation Coefficient was computed to 

obtain the relationship between the perceived teachers‟ self-efficacy and job 

satisfaction. The results were as portrayed in Table 4.3: 
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Table 4. 3: Correlations of Teachers’ Self-efficacy and Job Satisfaction (N = 

392) 

 

Overall 

Teachers' 

Self-

efficacy 

Teachers' 

Self-efficacy 

for Student 

Engagement 

Teachers' 

Self-efficacy 

for 

Instructional 

Strategies 

Teachers' 

Self-efficacy 

for 

Classroom 

Managemen

t 

Overall 

Teachers' 

Job 

Satisfaction 

Overall Teachers' Self-efficacy 1 .899** .914** .901** .375** 

Teachers' Self-efficacy in Student 

Engagement 
.899** 1 .724** .699** .385** 

Teachers' Self-efficacy in 

Instructional Strategies 
.914** .724** 1 .757** .352** 

Teachers' Self-efficacy in 

Classroom Management 
.901** .699** .757** 1 .275** 

Overall Teachers' Job Satisfaction .375** .385** .352** .275** 1 

**. Correlation is significant at the 0.01 level (1-tailed). 

Source: Field data (2015) which were analyzed through SPSS version 20 

The results from Table 4.3 revealed a positive relationship between overall teachers‟ 

perceived self-efficacy and overall job satisfaction of primary school teachers (r = 

.38, N = 392, p < .001). The correlation was moderate in strength and significant at 

the 0.01 level. Higher levels of teachers‟ self-efficacy were associated with higher 

levels of their job satisfaction. Also, there was significant moderate relationship 

between teachers‟ self-efficacy in student engagement (r = .39, p < 0.001) and 

overall teachers‟ job satisfaction, moderate relationship between teachers‟ self-

efficacy in instructional strategies (r = .35, p < 0.001) and overall teachers‟ job 

satisfaction, and weak relationship between teachers‟ self-efficacy in classroom 

management (r = .28, p < 0.001) and overall teachers‟ job satisfaction 

 

The findings indicate that teachers are highly self-efficacious, young teachers 

experience slightly higher level of self-efficacy compared to older teachers. This 

might be due to the fact that the youngsters are fresh from college and they are 
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excited to apply their knowledge in the classroom.  Besides, those teachers might 

have had a very successful student teaching practice and are still confident in their 

abilities. This is in corroboration with the Self-efficacy Theory (Bandura, 1977) 

which contends that mastery of experience increases teachers‟ self-efficacy. On the 

other hand, the old teachers experience a slight decline in their self-efficacy due to 

the fact that they may have faced more negative experiences that have challenged 

their efficacy belief. 

 

The results above indicate that there is a linear relationship between self-efficacy 

and job satisfaction by which, the increase in teachers‟ self-efficacy leads to increase 

in teachers‟ job satisfaction. Since teachers are generally highly self-efficacious and 

specifically in all three domains of student engagement, instructional strategies and 

classroom management, the moderate relationship with job satisfaction might have 

been caused by the fact that teachers encounter other environmental factors that 

cause them to become less satisfied with teaching. Such factors include heavy 

workloads, hardships, shortage of teaching and learning resources and facilities. This 

was raised also during interviews whereby majority of teachers agreed that teaching 

is the profession of their choice, they are interested in doing it, and they love 

working with children but the working and living environment lowers their 

satisfaction. Teacher „XI‟ who aged between 20 and 29 years with three years of 

teaching experience from rural school expressed: 

I sincerely love the job and I love teaching, but I miserably do it 

because it drives me a lot. The working and living environment 

contributes to lower my satisfaction. There are poor infrastructure, 

scarcity of water and overcrowded classes… (Field data in May, 

2015). 

 

Also teacher „X‟ who aged between 40 and 49 years with 15 years of teaching 

experience from rural school added: 
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 ...number of pupils in a class is a problem. Pupils are many but 

schools and teachers are very few … (Field data in May, 2015). 

 
 

These findings imply that the problems that teachers face in their daily practice 

outweigh their perceived ability to tackle them and then lower their job satisfaction. 

These findings are consistent with the previous studies (Caprara et al., 2006; 

Stephanou et al., 2013; Oyewumi et al., 2012 & Akomolafe et al., 2014) which 

found significant relationship between teachers‟ self-efficacy and job satisfaction.  

 

These findings are in harmony with the conceptual framework in which it was 

assumed that self-efficacy and job satisfaction are interconnected. However, the 

findings contradict with the Self-efficacy Theory (Bandura, 2001) which postulates 

that the more someone believes in his/her own self-efficacy in a specific context, the 

greater the satisfaction in the said context will be. In the present study, teachers are 

highly efficacious but conversely moderately satisfied. As stated earlier, this 

situation might have been accounted for by other environmental encounters which 

teachers face in their service. Instead, the results concur with Herzberg‟s et al. 

(1959) Two – factor Theory which contends that the intrinsic factors will not lead to 

job satisfaction if the extrinsic factors present in the work setting are deficient. The 

extrinsic factors include working conditions, salary, status, interpersonal relations 

and organizational policies. For the case of the present findings, teachers expressed 

that they love teaching but the teaching environment lowers their satisfaction. 

Besides, this study‟s findings are at variance with Blackburn‟s (2007) study which 

revealed a strong relationship between overall teachers‟ job satisfaction and self-

efficacy for students engagement and classroom management, while substantial 

relationship was found between teachers‟ self-efficacy for instructional practices and 

overall job satisfaction. The variations between Blackburn‟s (2007) study and the 
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present study findings might be due to the fact that the former involved only novice 

teachers (0 – 6 years experience) while the later involved all teachers currently in the 

teaching service. Another reason that might be accounted for this variance pertains 

to the sample size, Blackburn (2007) employed relatively a small sample size (N = 

80) as compared to the current study (N = 392). 

 

4.4 Research Objective Three 

Objective three sought to find out the influence of personal background variables 

and school context on teachers‟ self-efficacy and job satisfaction. Independent-

samples T-test and MANOVA were used to answer this research objective. The 

Independent Samples T – test was used to examine if gender and school context in 

terms of being in urban or rural locality influence teachers‟ self-efficacy and job 

satisfaction. The results revealed that there was no statistical significant difference 

among teachers in their self-efficacy and job satisfaction in terms of gender and 

school context in terms of being rural or urban (see Appendix C & D). On the other 

hand, a three – way Multivariate Analysis of Variance (MANOVA) was conducted 

to assess the influence of age, professional qualification and years of teaching 

experience on teachers‟ self-efficacy and job satisfaction. The findings were as 

shown in the tables 4.4, 4.5, 4.6, 4.7 and 4.8. 

 

Table 4. 4: Box's Test of Equality of Covariance Matrices
a
 

Box's M 58.002 

F 1.107 

df1 45 

df2 2382.451 

Sig. .290 

Source: Field data (2015) which were analyzed through SPSS version 20 
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Table 4.4 shows a non significant Box‟s M test
15

 (F = 1.107, p > 0.05). This 

indicates homogeneity of covariance matrices of the teachers‟ self-efficacy and job 

satisfaction across the levels of age, education and years of teaching experience. It 

means that the covariance matrices are not significantly different across the levels of 

the independent variables. Hence, this is a suitable result which indicates that the 

possibility of type I error is very minimal. 

Table 4. 5: Multivariate Tests
a 
 

Effect Value F 
Hypothesis 

df 

Error 

df 
Sig. 

Partial Eta 

Squared 

Noncent. 

Parameter 

Observed 

Powerd 

AGE 

Pillai's Trace .044 2.731 6.000 732.000 .012 .022 16.387 .875 

Wilks' Lambda .956 2.747b 6.000 730.000 .012 .022 16.480 .877 

Hotelling's 

Trace 
.046 2.762 6.000 728.000 .012 .022 16.572 .879 

Roy's Largest 

Root 
.042 5.169c 3.000 366.000 .002 .041 15.508 .923 

Source: Field data (2015) which were analyzed through SPSS version 20 

 

Table 4.5 provides the multivariate tests for the effect of age on teachers‟ self-

efficacy and job satisfaction. The Wilks‟ Lambda Row helps to determine whether 

the three-way MANOVA was statistically significant. The significant value is 0.12, 

which means p < 0.05. Therefore, age significantly influence both self-efficacy and 

job satisfaction. The Partial Eta Squared column provides statistics of the effect size 

of age on the variables, self-efficacy and job satisfaction. The value .022 indicates a 

small effect size, that is, there is a small significant difference between the four age 

groups in terms of teachers‟ self-efficacy and job satisfaction. 

 

 

                                                           
15 Box‟s M tests the null hypothesis that the observed covariance matrices of the dependent variables are equal 

across groups. 
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Table 4. 6: Tests of Between-Subjects Effects 

Source Variable 

Type III 

Sum of 

Squares 

Df 
Mean 

Square 
F Sig. 

Partial 

Eta 

Squared 

Noncent. 

Parameter 

Observed 

Power
c
 

AGE 

Teachers' Self-

efficacy 
.315 3 .105 .700 .553 .006 2.099 .198 

Teachers' Job 

Satisfaction 
5.735 3 1.912 

3.51

0 
.015 .028 10.529 .780 

a. R Squared = .118 (Adjusted R Squared = .058) 

b. R Squared = .100 (Adjusted R Squared = .039) 

c. Computed using alpha = .05 

Source: Field data (2015) which were analyzed through SPSS version 20 

 

Table 4.6 presents analysis of variance tests on teachers‟ self-efficacy and job 

satisfaction. It provides the univariate test of self-efficacy and job satisfaction. Only 

the F value for teachers‟ job satisfaction is significant, p < 0.025. Thus, teachers‟ job 

satisfaction is significantly dependent on age. The Partial Eta Squared column again 

provides an effect size of age on job satisfaction of teachers. The value 0.028 

indicates a small effect size. 

 

Table 4. 7: Estimates of Self-efficacy and Job Satisfaction Means by Age (N = 

392) 

Dependent Variable Teachers' Age Mean Std. Error 

95% Confidence Interval 

Lower Bound 
Upper 

Bound 

Teachers' Self-efficacy 

20 – 29 4.348
a
 .140 4.073 4.623 

30 – 39 4.165
a
 .098 3.972 4.359 

40 – 49 4.234
a
 .075 4.086 4.382 

50 and Above 4.093
a
 .108 3.882 4.305 

Teachers' Job Satisfaction 

20 – 29 2.990
a
 .267 2.465 3.515 

30 – 39 3.681
a
 .188 3.312 4.050 

40 – 49 3.612
a
 .143 3.331 3.894 

50 and Above 3.929
a
 .205 3.526 4.333 

Source: Field data (2015) which were analyzed through SPSS version 20 
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Table 4.7 presents the estimates of teachers‟ self-efficacy and job satisfaction by 

age. Younger teachers aged between 20 and 29 years were highly efficacious (M = 

4.3) but lowly satisfied (M = 2.9), while the older teachers (aged 50 years and 

above) were less efficacious (M = 4.1) as compared to their younger counterparts, 

again, they are lowly satisfied (M = 3.9). 

 

Table 4.8 presents comparison of teachers‟ job satisfaction means by age. It is 

depicted that the means score for teachers‟ job satisfaction were statistically 

significant between age groups 20 – 29 years and 30 – 39 years (p < 0.05), 20 – 29 

years and 40 – 49 years (p < 0.05), and 20 – 29 years and 50 years and above (p < 

0.05). There were no significant mean differences in terms of teachers‟ job 

satisfaction between age groups 30 – 39 years and 40 – 49 years, and 30 – 39 years 

and 50 and above years. 

Table 4. 8: Pairwise Difference of Means by Age (N = 392) 

Dependent Variable 
(I) Teachers' 

Age 
(J) Teachers' Age 

Mean 

Difference (I-

J) 

Std. Error Sig.d 

95% Confidence 

Interval for 

Differenced 

Lower 

Bound 

Upper 

Bound 

Teachers' Job 

Satisfaction 

20 – 29 

30 – 39 -.691a,b,* .326 .035 -1.333 -.049 

40 – 49 -.623a,b,* .303 .041 -1.219 -.027 

50 and Above -.940a,b,* .337 .006 -1.602 -.278 

30 – 39 

20 – 29 .691a,b,* .326 .035 .049 1.333 

40 – 49 .068a,b .236 .773 -.396 .533 

50 and Above -.249a,b .278 .372 -.795 .298 

40 – 49 

20 – 29 .623a,b,* .303 .041 .027 1.219 

30 – 39 -.068a,b .236 .773 -.533 .396 

50 and Above -.317a,b .250 .206 -.809 .175 

50 and Above 

20 – 29 .940a,b,* .337 .006 .278 1.602 

30 – 39 .249a,b .278 .372 -.298 .795 

40 – 49 .317a,b .250 .206 -.175 .809 

Source: Field data (2015) which were analyzed through SPSS version 20 
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On the whole, looking at the overall F test, the three way MANOVA (Table 4.5) 

revealed significant multivariate main effect for age, Wilks‟ Lambda = .956 

indicating 4.4% of the variance in teachers‟ self-efficacy and job satisfaction is 

explained by age, F(6,730) = 2.747, p < .05, the Partial Eta Squared associated with 

the main effect of age = .022, Power to detect the main effect was .877. Given the 

significance of the overall test, the univariate main effects were examined. 

Significant univariate main effect for age were obtained for teachers‟ job satisfaction 

(Table 4.6), F(3,1.912) = 3.5, p < 0.025, Partial Eta Squared
 
= .028, power to detect 

the effect was .78. The Tukey post hoc analyses discovered that the mean job 

satisfaction (Table 4.7) was 2.99 for age range 20 - 29, 3.68 for age range between 

30 and 39 years, 3.61 for age range between 40 and 49 years and 3.93 for age range 

50 years and above. Significant mean differences in teachers‟ job satisfaction (Table 

4.8) were obtained between age ranges between 20 – 29 and 30 – 39 (M = - .691, p < 

.005), 20 – 29 and 40 – 49 (M = - .623, p < .05), and 20 – 29 and 50 and above (M = 

- .94, p < .05). Therefore, it can be confidently deduced that teachers‟ job 

satisfaction of the sample differed significantly in terms of age, young teachers had 

lower job satisfaction level than their fellow aged teachers. This finding was 

supported with the findings from the interview which underlined that young teachers 

are less satisfied than older teachers. During interview, teacher „XVI‟ who aged 

between 20 and 29 years with 7 years of teaching experience said: 

 …aaah! I just undertook teaching, but not interested in doing it. …as 

you can see the environment is not friendly; no classrooms. I don‟t 

enjoy anything related to teaching, low salaries but difficult and 

heavy job to the extent that I hate it…(Field data in May, 2015). 
 

She added that was the reason they say those aged teachers have a call of teaching, 

to them low salary is just okay. Thus, they work with effort even if they encounter 

difficulties. Young teachers perceive teaching just like other paying jobs, not a 
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hobby. The idea that younger teachers are not satisfied with the teaching job was 

also supported by older respondents. For example, teacher „V‟ who aged between 40 

and 49 years with 29 years of teaching experience said: 

 These “digital children” enter into the teaching job for earning 

money (salary) but not as a hobby. This means they don‟t work 

without being forced, this lets you know that this person has entered 

into teaching accidentally (Field data in April, 2015). 
 

The implication of the this finding is that, though young teachers seem highly 

efficacious, the reasons for being lowly satisfied with teaching job might be that 

they have not developed a solid sense of efficacy belief, the wrong choice of the 

profession, unmet expectations and miserable working conditions. On the other 

hand, the reason for the older teachers being more satisfied than youngsters might be 

due to the fact that they have adjusted their expectations downwards over the years 

(Mckenna, 2000). 

 

The finding aligns with previous studies (Blood et al., 2002; Bennel & 

Akyeampong, 2007; Murage & Kibera 2014) which realized that teachers‟ job 

satisfaction increases with increase in age. However, the current finding is 

inconsistent with Herzberg (1959) Two-factor Theory, and Crossman and Harris 

(2006) study which found that job satisfaction level fluctuates from highest among 

teachers who aged between 22 and 30 years, lowest at the middle ages and higher 

again at the age of 41 – 50 years. In the present study, job satisfaction fluctuates 

from lowest among teachers who aged between 20 and 29 years (M = 2.99), rises 

among teachers aged 30 – 39 years (M = 3.68) followed by a slight fall among 

teachers aged 40 – 49 years (M = 3.61) and highest among teachers aged 50 years 

and above (M = 3.93). 
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The result of the current study shows that gender, years of teaching experience, and 

educational level do not influence teachers‟ self-efficacy and job satisfaction. These 

findings are not concordant with Liu and Ramsey (2008) who indicated that female 

teachers experience less job satisfaction than male teachers. In a similar vein, 

Bedein‟s (1996) findings are not in harmony with this study as they indicated that 

years of experience in a job is a better predictor of job satisfaction. 

 

In terms of the effect of personal background variable on teachers‟ self-efficacy, the 

results of the present study are in line with Lee et al. (1991) who found no gender 

differences, Klassen and Chiu who revealed no gender differences among teachers 

in areas of instructional strategies and student engagement and Voris (2011) who 

indicated that years of teaching experience do not affect the degree of teachers‟ self-

efficacy. In contrast, the results of this study do not support the previous findings 

(Andersen, 2011; Klassen & Chiu 2010; Shaukat & Hafiz, 2012). Shaukat and Hafiz 

found that teachers significantly differ in their self-efficacy in terms of gender, age, 

and professional qualification. On the other hand, Andersen (2012) found that 

female teachers were highly efficacious than male teachers. Meanwhile, Klassen and 

Chiu‟s (2010) study concluded that teachers‟ self-efficacy increases from early 

career to mid-career and then falling afterwards. 

 

Although the Independent Samples T-test revealed no significant difference in 

teachers‟ self-efficacy and job satisfaction in terms of school context (rural M = 3.68 

or urban M = 3.81, p = 0.084), data from the interviews revealed that rural teachers 

are less satisfied with the job than the urban teachers mainly due to differences in 

support they receive from parents. Teacher „XV‟ who aged between 30 and 39 years 

with teaching experience of 17 years from rural school had this to say: 
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 Parents perceive a teacher as an enemy; we are not given adequate 

cooperation. Therefore, even if a child is eager to learn, his/her 

parents may despair him/her (Field data in May, 2015).  

  

In contrast, teacher V who aged between 40 and 49 years with teaching experience 

of 29 years from urban school said: 

...therefore, we are in good terms with parents to monitor pupils‟ 

progress. Pupils‟ parents of this school have taken teachers‟ phone 

numbers, thus, they phone teachers in case of their children‟s 

problems. They check children‟s work from date to date... (Field data 

in April, 2015). 
 

Therefore, the above quotes from respondents justify that school context impacts 

teachers‟ perceived self-efficacy and job satisfaction. Bennel and Akyeampong‟s 

(2007) study is in support of the current findings because it revealed that teachers 

working in urban schools were more satisfied than those working in rural. However, 

Ngimbudzi (2009) found that teachers working in rural schools were more satisfied 

than those working in urban schools. This contradicts the present findings. 

 

The conceptual model of this study hypothesized that teachers‟ background 

variables (age, gender, years of teaching experience and professional qualification) 

and school context convey the influence self-efficacy on teachers‟ job satisfaction. 

The findings are in support of the conceptual framework as it has been revealed that 

the influence of self-efficacy on teachers‟ job satisfaction depends on teachers‟ age. 

Young teachers were more self-efficacious than old teachers but, they were not 

satisfied with the job. Meanwhile, old teachers were slightly less self-efficacious as 

compared to their younger counterparts but, they felt satisfied with the job. Also, 

school context has been found in this study to influence both teachers‟ self-efficacy 

and job satisfaction. 
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4.5 Research Objective Four  

Objective four sought to determine aspects of self-efficacy which are the best 

predictors of teachers‟ job satisfaction. In order to answer this research objective, 

self-efficacy in instructional strategies, self-efficacy in student engagement and self-

efficacy in classroom management were used in a stepwise multiple regression 

analysis to obtain the best predictors of teachers‟ job satisfaction. The results are as 

shown in the tables 4.10, 4.9, 4.10, 4.11, and 4.12. 

 

Table 4. 9: Model Summary  

Model R R Square Adjusted R Square Std. Error of the Estimate 

1 .385
a
 .148 .146 .69568 

2 .399
b
 .160 .155 .69197 

Source: Field data (2015) which were analyzed through SPSS version 20 

Table 4.9 provides R value which is the multiple correlation coefficient. The R 

values are .385 for self-efficacy in student engagement and .399 for both self-

efficacy in student engagement and self-efficacy in instructional strategies. The table 

also provides R square which tells how much variance in the dependent variable is 

explained by independent variables.  The adjusted R square is more accurate, hence 

its use is advocated. From Table 4.9, the adjusted R square for self-efficacy in 

student engagement is .146 showing that self-efficacy in student engagement 

accounts for 14.6 percent of the variance in teachers‟ job satisfaction. In terms of 

goodness of fit, this indicates modest fit. Also, the adjusted R square for both self-

efficacy in student engagement and self-efficacy in instructional strategies is .155; 

they both account for 15.5 percent of the variance in teachers‟ job satisfaction. In 

terms of goodness of fit, again this shows a modest fit. 
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Table 4.10: ANOVA
a 

 

Model 
Sum 

 of Squares 
Df Mean Square F Sig. 

1 

Regression 32.867 1 32.867 67.912 .000
b
 

Residual 188.748 390 .484   

Total 221.615 391    

2 

Regression 35.355 2 17.677 36.919 .000
c
 

Residual 186.260 389 .479   

Total 221.615 391    

Source: Field data (2015) which were analyzed through SPSS version 20 

 

The ANOVA table presents an overall test of the model. It gives two F – tests to 

determine whether the model is a good fit for the data. The F – test values are 67.912 

and 36.919 for self-efficacy in student engagement, and both self-efficacy in student 

engagement and self-efficacy in instructional strategies respectively. The “sig” 

column shows that both tests are significant at 0.00; this indicates a very statistically 

significant relationship between the independent variables (self-efficacy in student 

engagement and self-efficacy in instructional strategies) and the dependent variable 

(job satisfaction). With these results, the model is a good fit for the data.  
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Table 4. 10: The Beta Coefficients
a 
  

Model 

Unstandardized 

Coefficients 

Standardize

d 

Coefficients T Sig. 

B 
Std. 

Error 
Beta 

1 

(Constant) 1.174 .315  3.724 .000 

Teachers' Self-efficacy for Student 

Engagement 
.628 .076 .385 8.241 .000 

2 

(Constant) .785 .357  2.198 .029 

Teachers' Self-efficacy for Student 

Engagement 
.446 .110 .274 4.061 .000 

Teachers' Self-efficacy for Instructional 

Strategies 
.264 .116 .154 2.279 .023 

Source: Field data (2015) which were analyzed through SPSS version 20 

 

Table 4.11 presents both unstandardized and standardized Beta coefficients; they 

indicate the magnitude of the prediction for variables after removing the effect of 

other variables. The standardized Beta coefficients are advocated for use as they are 

more precise than unstandardized ones. The Beta value .385 in the table tells us that 

for every standard deviation unit of change in the independent variable (self-efficacy 

in student engagement), the dependent variables (teachers‟ job satisfaction) will rise 

by 38.5 percent, and this is a moderate effect. Also, the Beta value of .154 indicates 

that for every standard deviation unit of change in the independent variable (self-

efficacy in instructional strategies), the dependent variables (teachers‟ job 

satisfaction) will rise by 15.4 percent, this is a modest effect. 
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Table 4. 11: Excluded Variables 

Model Beta In t Sig. 
Partial 

Correlation 

Collinearity 

Statistics 

Tolerance 

1 Teachers' Self-efficacy in 

Instructional Strategies 
.154

b
 2.279 .023 .115 .475 

Teachers' Self-efficacy in 

Classroom Management 
.011

b
 .172 .864 .009 .511 

2 Teachers' Self-efficacy in 

Classroom Management 
-.086

c
 -1.144 .253 -.058 .379 

Source: Field data (2015) which were analyzed through SPSS version 20 

 

Table 4.12 presents the excluded variables from the model. From the table, self-

efficacy for classroom management did not enter into the regression equation at step 

three of the analysis (t = -.1.144, p > .05). 

 

Generally, as can be seen from the Table 4.11, teachers‟ self-efficacy for student 

engagement received the strongest weight in the model (Standardized Beta 

Coefficient = .274; t = 4.061; p < 0.001) followed by teachers‟ self-efficacy for 

instructional strategies (Standardized Beta Coefficient = .154; t = 2.279; p < 0.005. 

Thus teachers‟ self-efficacy in student engagement was the single best predictor 

(step 1) and teachers‟ self-efficacy in instructional strategies was the next best 

predictor of teachers‟ job satisfaction after teachers‟ self-efficacy in student 

engagement was included in the model (step 2). 

 

At step one of the analysis (Table 4.10), self-efficacy in student engagement alone 

entered into the regression equation and was highly statistically significant related to 

teachers‟ job satisfaction F(1,390) = 67.912, p < 0.001. The multiple correlation 

coefficient (Table 4.9) was .39, R
 
square = .148, adjusted R

 
square = .146. The 
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adjusted R square indicates approximately 14.6% of the variance in teachers‟ job 

satisfaction could be accounted for by self-efficacy in student engagement. 

At step two of the analysis (Table 4.10), teachers‟ self-efficacy in instructional 

strategies entered into the regression equation; both, teachers‟ self-efficacy in 

student engagement and self-efficacy in instructional strategies had significant 

contribution to the prediction of teachers‟ job satisfaction F(2,389) = 36.919, p < 

0.001. The multiple correlation coefficient (Table 4.9) was .40, R
 
square = .16.0, 

adjusted R
 
square = .155. The adjusted R

 
square indicates approximately 15.5% of 

the variance of the teachers‟ job satisfaction could be accounted for by self-efficacy 

in student engagement and self-efficacy in instructional strategies. Thus the 

regression equation for predicting teachers‟ job satisfaction was: 

 

Predicted Job 

Satisfaction 
= .785 + .274 

 

Teachers’ Self-efficacy 

in Student Engagement 
+ .154 

 

Teachers’ Self-efficacy in 

Instructional Strategies 

 

These results are not incidental. During interviews, teachers expressed that one of 

the reasons for being satisfied with the job is the interest in working with children. 

Thus, they use different strategies to make a pupil learn. Teacher „XI‟ who had 

teaching experience of three years from rural schools had this to say:  

The major point for being satisfied with this job is that, I feel it as the 

service I am given by the god. If I would have been doing other job 

than teaching, I would have not done it well. I love teaching children 

very much, I love children … (Field data in May, 2015). 
 

This indicates that teachers derive their job satisfaction in engaging their pupils 

during teaching and learning. Further, the analysis using multiple regression 

indicates that the predictor variables (self-efficacy in student engagement and self-

efficacy in instructional strategies) accounts for approximately 15.5% of the 

variance in teachers‟ job satisfaction. This implies that 84.5% of the variance in job 
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teachers‟ job satisfaction is not explained by self-efficacy for student engagement 

and self-efficacy for instructional strategies. A major proportion of this unexplained 

variance may be in variables such as salaries and benefits which are outside the 

scope of this study.  

 

The finding is in support of the Bandura‟s (1977) self-efficacy theory and the 

conceptual framework of this study which both hypothesized that self-efficacy is a 

determinant of teachers‟ job satisfaction. The finding also sustains the previous 

study by Briones et al. (2010) which indicated that teachers‟ self-efficacy is an 

indirect predictor of job satisfaction. Furthermore, the present finding is consistent 

with the findings by Akomolafe and Ogunmakin (2014) who found that self-efficacy 

is a good predictor of teachers‟ job satisfaction. On the other hand, the finding is at 

variance with Klassen and Chiu‟s (2010) study which revealed that self-efficacy in 

classroom management and self-efficacy in student engagement were the best 

predictors of teachers‟ job satisfaction which, accounted for 31% of the variance in 

teachers‟ job satisfaction. In contrast, the current finding revealed that self-efficacy 

in classroom management is not the best predictor of teachers‟ job satisfaction. 
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CHAPTER FIVE 

SUMMARY, CONCLUSION AND RECOMMENDATIONS 

5.0 Introduction 

In this chapter, the researcher shortly describes a summary, conclusions of the study 

and, finally, recommendations for policy, action and further studies are provided. 

 

5.1 Summary of the Study  

This study explored the present status of self-efficacy and job satisfaction, and 

investigated the predictive powers of self-efficacy aspects on job satisfaction of 

primary school teachers in Dodoma Region. The study aimed also to establish the 

relationship between self-efficacy and job satisfaction as a means to come up with 

knowledge that can be used to enhance the commitment of teachers in teaching 

hence to raise the quality of education in our schools. It also investigated the 

influence of personal background variables and school context on teachers‟ self-

efficacy and job satisfaction.  

 

The study adopted a cross sectional survey where a proportionate stratified random 

sampling was used to select three hundred and ninety two (N = 392) primary school 

teachers in from forty one (41) schools in Dodoma Urban and Chamwino districts. 

Semi-structured interviews and questionnaires were used to generate the data to 

attain the objectives of the current study. The qualitative data obtained were 

thematically analyzed, but for the quantitative data, descriptive and inferential 

statistics such as Pearson Product Moment Correlational, MANOVA and stepwise 

multiple regression analysis were used. 

 

The findings revealed that teachers were self-efficacious but intrinsically had 

moderate level of job satisfaction. There was significant moderate positive 
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relationship between teachers‟ self-efficacy and job satisfaction. Age had significant 

influence on teachers‟ job satisfaction, young teachers who aged between 20 and 29 

years perceived lowly satisfied with the job as compared to older teachers aged 50 

years and above who were satisfied. Also, the outcome of this study revealed that 

teachers‟ self-efficacy in student engagement and self-efficacy in instructional 

strategies were the best predictors of teachers‟ job satisfaction. These predictor 

variables contributed approximately 15.5% of the variance in teachers‟ job 

satisfaction.  

 

5.2 Conclusions 

The above findings of the study develop the following conclusions: 

 

If the objective is to attain quality teaching and learning in our schools, the findings 

suggest the need to focus on school intervention in enhancing self-efficacy of both 

novice and experienced teachers specifically in areas of student engagement and 

instructional strategies. This could be undertaken by providing teachers with 

opportunities to attend workshops in Teachers‟ Resource Centres (TRCs) or long in-

service teacher programmes in teachers‟ colleges and at universities to increase their 

teaching skills and knowledge in the areas of student engagement and instructional 

strategies. This could enhance teachers‟ job satisfaction and pupils‟ learning as well. 

 

The results of this study provide evidence that the malpractice such as strikes, 

turnover, absenteeism and non-attendance to classrooms among teachers is caused 

by perceived low level of intrinsic job satisfaction. In order to improve teachers‟ job 

satisfaction, the findings suggest the importance of developing a solid base of 

knowledge and skills in areas of student engagement and instructional strategies 
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among pre-service teachers. This could help to build strong feeling of competency in 

those areas and subsequently raise intrinsic job satisfaction among teachers. 

 

The findings of this study provide evidence of job satisfaction level differences 

based on teachers‟ age, young teachers, new in the field of teaching being lowly 

satisfied. As more young teachers are employed by the Government every year, the 

results of this study suggest that school intervention programmes should focus on 

enhancing job satisfaction of young teachers. The period of initial engagement in 

teaching for newly appointed teachers is crucial in deciding to quit or remain in the 

field of teaching. On top of that, the initial teaching period gives teachers first 

impression as regard to whether the job is enjoyable or not. Thus, it is very 

important to enhance the job satisfaction of young teachers so that they experience 

good beginning. 

 

5.3 Implications of the Findings 

The following implications are drawn from the findings of the present study: 

 

School interventions that focus on increasing self-efficacy in teachers may be one of 

the options to keep teachers from leaving the profession and low commitment, since 

teachers who have high self-efficacy are more likely to commit effectively to their 

teaching roles and raise their job satisfaction. Such intervention would need to focus 

on how teachers can be successful even in difficult situations. The important role 

that teachers‟ efficacy plays in the teaching-learning process demands to focus more 

resources on intervention aimed at building competence in student engagement and 

instructional strategies among novice and experienced teachers, instead of the 

current focus on monetary incentives. 
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This study also provides an implication that school context matters. As the school 

environment may affect teachers‟ efficacy and eventually job satisfaction, heads of 

schools would be advised to assess the school environment and change the 

situational constraints that they can control, that are impeding teachers‟ ability to 

perform their jobs and which lower their satisfaction with the profession. 

 

The findings of the present study highlight the importance of researchers considering 

redefining self-efficacy in the context of teachers in Tanzania and the predictive 

power of self-efficacy in its three aspects on job satisfaction. For example, though 

previous studies found that self-efficacy is a good predictor of teachers‟ job 

satisfaction, the results of this study revealed that self-efficacy in classroom 

management in itself did not appear to predict job satisfaction 

 

5.4 Recommendations 

This section provides recommendations drawn from the findings of the present 

study. They have been grouped into three aspects: recommendations for policy, 

recommendations for action and recommendations for further research. 

 

5.4.1 Recommendations for Policy 

Teacher education policies need to be restructured in such a way that curricular for 

different teacher education programmes in Tanzania focus on developing 

competencies in prospective teachers especially in the areas of student engagement 

and instructional strategies. This has been noted in this study to sustain and enhance 

job satisfaction of pre-service and novice teachers in early years of their service. 
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5.4.2 Recommendations for Action 

Teacher education institutions have to stress on building strong base of self-efficacy 

beliefs among prospective teachers. This could be attained through developing solid 

competencies specifically in aspects of pupil engagement and instructional strategies 

among teacher education students. It has been evident that input during initial 

training has a different impact than input received after teachers are in the field. 

Thus, high efficacy in those aspects would make teachers resistant and successful in 

difficult situations and thereby solving the problem of low commitment and turnover 

among novice teachers through raising their job satisfaction in first several years in 

the field. 

 

Educational managers such as heads of schools, ward education coordinators and 

district education officers have to target on enhancing efficacy especially of novice 

teachers in an effort to improve job satisfaction of the teachers. Mentoring has to be 

used to achieve this. The teachers would, therefore, get the opportunity to learn 

vicariously from observing their successful colleagues. More opportunities for 

teachers‟ professional development programmes such as attending workshops in 

Teachers‟ Resource Centres
16

 (TRCs) or long in-service teacher programmes in 

teachers‟ colleges or at universities have to be provided to increase teachers‟ 

teaching skills and knowledge in the areas of student engagement and instructional 

strategies. On the basis of the findings of this study, this would eventually increase 

teachers‟ motivation and commitment in their teaching roles. 

 

                                                           
16 Teacher Resource Centres (TRCs) are establishments for supporting professional development of teachers. 

TRCs are responsible for encouraging teachers to play an active role in educational innovation which can take 

the form of curriculum material development, teaching methodologies and resource production. 
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5.4.3 Recommendations for Further Research 

On the basis of the findings of the present study, the following are recommended for 

further research: 

 

Longitudinal studies across teacher preparation programmes in Tanzania and across 

several years in the field should be conducted to map the development of efficacy 

beliefs and assess the impact of different teacher preparation programmes and 

practices on efficacy. 

 

A major study representing more regions and districts of Tanzania should be 

conducted to get a national picture of perceived self-efficacy and job satisfaction of 

primary school teachers. This will help to determine the aspects of self-efficacy that 

best predict job satisfaction of more primary school teachers and the extent of their 

contribution. 

 

A comparative study regarding self-efficacy and job satisfaction of primary school 

teachers in public and private primary schools should be undertaken. This would 

provide important insights into strengths and differences in terms of self-efficacy 

and job satisfaction of teachers that would be helpful to learn the strengths from 

private sector in order to enhance teaching and learning in government primary 

schools.  

 

This study involved teachers at primary school level, future investigations need to 

expand across secondary school levels and the universities in Tanzania. 
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APPENDICES 

Appendix 1: Factor Analysis for the Self-Efficacy Scale 

S
/N

o
 

Communalities 

E
x
tr

a
ct

io
n

 

1 How much can you do to help the slowest learners? .625 

2 How much can you do to help your pupils think critically? .654 

3 How much can you do to control disruptive behavior? .658 

4 How much can you do to motivate pupils who show low interest in 

school? 
.581 

5 To what extent can you make your expectation clear about pupils' 

behavior? 
.472 

6 How much can you do to get pupils believe they can do better in 

school work? 
.575 

7 How well can you respond to difficult questions from your pupils? .507 

8 How well can you establish routines to keep activities running 

smooth? 
.425 

9 How much can you do to help pupil value learning? .492 

10 How much can you do to gauge pupils' comprehension of what you 

have taught? 
.660 

11 To what extent can you craft good questions for your pupils? .630 

12 How much can you do to foster pupil creativity? .554 

13 How much can you do to get pupils to follow classroom rules? .559 

14 How much can you do to improve the understanding of a pupil who is 

failing? 
.552 

15 How much can you do to calm a pupil who is disruptive or noisy? .666 

16 How well can you establish a classroom management system with 

each group of pupils? 
.486 

17 How much can you do to adjust your lessons to the proper level for 

individual pupil? 
.569 

18 How much can you use variety of assessment strategies? .517 
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19 How well can you keep a few problem pupils from ruining an entire 

lesson? 
.579 

20 To what extent can you provide an alternative explanation or example 

when pupils are confused? 
.570 

21 How well can you respond to defiant pupils? .595 

22 How much can you assist families in helping their children do well in 

school? 
.524 

23 How well can you implement alternative strategies in your classroom? .447 

24 How well can you provide appropriate challenges for very capable 

pupils? 
.388 

 Extraction Method: Principal Component Analysis. 

         Source: Field data (2015) which were analyzed through SPSS version 20 
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Appendix 2: Factor Analysis for the Job Satisfaction Index 

S/No Communalities Extraction 

1 My job is interesting enough to keep me from getting bored .592 

2 My friends seem more interested in their jobs than I am .443 

3 I consider my job pleasant .582 

4 I am often bored with my job .503 

5 I feel satisfied with my job for the time being .519 

6 Most of the time, I have to force myself to go to work .650 

7 I definitely dislike my work .556 

8 I feel happier in my work than most other teachers .568 

9 Most days I am enthusiastic about my job .676 

10 Each day of work seems like it will never end .486 

11 I like my job better than the average teacher .624 

12 My job is interesting .697 

13 I find real enjoyment in my job .698 

14 I am disappointed that I ever took this work .515 

 Extraction Method: Principal Component Analysis. 

Source: Field data (2015) which were analyzed through SPSS version 20 
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Appendix 3: The Independent Samples T-Test for Gender 

 

Levene's Test for 

Equality of 

Variances 

t-test for Equality of Means 

F Sig. T Df Sig. (2-tailed) 
Mean 

Difference 

Std. Error 

Difference 

95% Confidence Interval of 

the Difference 

Lower Upper 

Overall Teachers' 

Self-Efficacy 

Equal variances 

assumed 
.006 .937 -1.026 390 .306 -.04586 .04472 -.13378 .04206 

Equal variances 

not assumed 

  
-1.003 192.700 .317 -.04586 .04574 -.13607 .04435 

Overall Teachers' 

Job Satisfaction 

Equal variances 

assumed 
.035 .852 -.726 390 .468 -.06131 .08445 -.22734 .10473 

Equal variances 

not assumed 

  
-.734 206.181 .464 -.06131 .08357 -.22607 .10345 

Source: Field data (2015) which were analyzed through SPSS version 20 
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Appendix 4: The Independent Samples T-Test for School Context 

 

Levene's Test for 

Equality of 

Variances 

t-test for Equality of Means 

F Sig. T Df Sig. (2-tailed) 
Mean 

Difference 

Std. Error 

Difference 

95% Confidence Interval of 

the Difference 

Lower Upper 

Overall Teachers' 

Self-Efficacy 

Equal variances 

assumed 
.943 .332 -.165 390 .869 -.00668 .04039 -.08609 .07273 

Equal variances 

not assumed 
  -.165 377.587 .869 -.00668 .04056 -.08642 .07307 

Overall Teachers' 

Job Satisfaction 

Equal variances 

assumed 
3.383 .067 1.731 390 .084 .13144 .07594 -.01786 .28073 

Equal variances 

not assumed 
  1.721 372.614 .086 .13144 .07637 -.01874 .28161 

Field data (2015) which were analyzed through SPSS version 20 
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Appendix 5: Directions for Scoring the Self-Efficacy Scale 

 

Developers: Megan Tschannen-Moran, College of William and Mary & Anita 

Woolfolk Hoy, the Ohio State University. 

 

Construct Validity 

For information the construct validity of the Teachers‟ Sense of Teacher efficacy Scale, 

see: Tschannen-Moran, M., & Woolfolk Hoy, A. (2001). Teacher efficacy: Capturing 

an Elusive Construct. Teaching and Teacher Education, 17(2001), 783-805. 

 

Factor Analysis 

It is important to conduct a factor analysis to determine how your participants respond 

to the questions. We have consistently found three moderately correlated factors: 

Efficacy in Student Engagement, Efficacy in Instructional Practices, and Efficacy in 

Classroom Management, but at times the make-up of the scales varies slightly. With 

pre-service teachers we recommend that the full 24-item scale (or 12-item short form) 

be used, because the factor structure often is less distinct for these respondents. 

 

Subscale Scores 

To determine the Efficacy in Student Engagement, Efficacy in Instructional Practices, 

and Efficacy in Classroom Management subscale scores, we compute unweighted 

means of the items that load on each factor. Generally these groupings are: 

Long Form 

Efficacy in Student Engagement: Items 1, 2, 4, 6, 9, 12, 14, 22 

Efficacy in Instructional Strategies: Items 7, 10, 11, 17, 18, 20, 23, 24 

Efficacy in Classroom Management: Items 3, 5, 8, 13, 15, 16, 19, 21 
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Appendix 6: Sample Size Recommendations at Selected Levels of Squared 

Population Multiple    Correlation Coefficients for Varying Numbers of Predictor 

Variables 

 

P
2
 

Number of Predictor Variables 

2 3 4 5 7 9 

Good Prediction 

.10 240 380 440 560 700 900 

.15 160 220 280 340 440 550 

.20 110 170 200 260 320 400 

.25 85 120 150 180 240 300 

.30 65 95 130 150 190 240 

.40 45 65 80 95 120 150 

.50 35 45 55 65 85 100 

.70 15 21 25 35 40 50 

.90 7 9 10 11 14 16 

Source: Adapted from Knofczynski and Mundfrom (2008) 
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Appendix 7: The Teachers’ Questionnaire (English Version) 

 

Dear Primary School Teachers, 

 

I am Ally Juma Swalehe, a student at the University of Dodoma pursuing MA 

Education. I am currently conducting a research on „Perceived Self-efficacy and Job 

Satisfaction of Primary School Teachers in Dodoma-Tanzania‟ as part of my MA 

studies. I therefore, request for your participation in this research by responding to the 

following questions. I assure you that the information you provide will be kept 

anonymous. You are also free to withdraw your participation in this study when you 

feel to do so. 

 

Part I: Biographical Questionnaire 

 

Directions: This questionnaire is designed to help the researcher gain information about 

your biography. Please circle the response that best describes you. 

 

1. District        1. Dodoma Urban      2. Chamwino  

 

2. Name of the school _____________________________ 

 

3. Where is your school located? 

1. Urban       2. Rural  

 

4. Your sex 

1. Male              2. Female 

 

5. Your age (years) 

1. 20 – 29     2. 30 – 39    3. 40 – 49    4. 50 and Over 

 

6. The highest level of education attained. 

1. Grade IIIA    2. Diploma    3. Bachelor‟s Degree   4. Master‟s Degree 

 

7. For how long have you been teaching (at the beginning of January 2015)? 

1. 0 – 5 years    2. 6 – 15 years    3. 16 – 25 years    4. Over 25 years. 
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Part II: Teachers’ Sense of Self-Efficacy Scale 

Directions: This questionnaire is designed to help the researcher gain a better 

understanding of the kind of things that create difficulties for teachers in their school 

activities. Please honestly and frankly indicate your opinion about each of the 

statement below by putting √ to the response that best represents your reaction to each 

statement. 

 

It
em

 N
u

m
b

er
 

Teacher Beliefs 

How much can 

you do? 

N
o

th
in

g
 

V
er

y
 L

it
tl

e
 

S
o

m
e 

In
fl

u
e
n

ce
 

Q
u

it
e 

a
 B

it
 

A
 G

re
a

t 
D

ea
l 

1 
How much can you do to get through to the most difficult 

pupils? 
     

2 How much can you do to help your pupils think critically?      

3 How much can you do to control disruptive behavior?      

4 
How much can you do to motivate pupils who show low 

interest in school? 
     

5 
To what extent can you make your expectation clear about 

pupils‟ behavior? 
     

6 
How much can you do to get pupils believe they can do 

better in school work? 
     

7 
How well can you respond to difficult questions from your 

pupils? 
     

8 
How well can you establish routines to keep activities 

running smooth? 
     

9 How much can you do to help pupils value learning?      

10 
How much can you do to gauge pupil‟s comprehension of 

what you have taught? 
     

11 To what extent can you craft good questions for your      
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pupils 

12 How much can you do to foster pupil creativity?      

13 
How much can you do to get pupils to follow classroom 

rules?  
     

14 
How much can you do to improve the understanding of a 

pupil who is failing? 
     

15 
How much can you do to calm a pupil who is disruptive or 

noisy? 
     

16 
How well can you establish a classroom management 

system with each group of pupils? 
     

17 
How much can you do to adjust your lessons to the proper 

level for individual pupils? 
     

18 How much can you use a variety of assessment strategies?      

19 
How well can you keep a few problem pupils from ruining 

an entire lesson? 
     

20 
To what extent can you provide an alternative explanation 

or example when pupils are confused? 
     

21 How well can you respond to defiant pupils?      

22 
How much can you assist families in helping their children 

do well in school? 
     

23 
How well can you implement alternative strategies in your 

classroom? 
     

24 
How well can you provide appropriate challenges for very 

capable pupils? 
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Part III: Job Satisfaction Scale 

Directions: This questionnaire is designed to help the researcher gain a better 

understanding about the feelings you have about your job. Please honestly and 

frankly indicate your opinion about each of the statement below by putting a √ to 

the response that best represents your reaction to each statement. 

 

IT
E

M
 

N
U

M
B

E
R

 

Statement 

Response 

S
tr

o
n

g
ly

 

D
is

a
g
re

e
 

D
is

a
g
re

e
 

U
n

d
ec

id
ed

 

A
g
re

e
 

S
tr

o
n

g
ly

 

A
g
re

e
 

1 
My job is interesting enough to keep me 

from getting bored 
     

2 
My friends seem more interested in their 

jobs than I am. 
     

3 I consider my job pleasant.      

4 I am often bored with my job.      

5 
I feel satisfied with my job for the time 

being. 
     

6 
Most of the time, I have to force myself to 

go to work. 
     

7 I definitely dislike my work.      

8 
I feel happier in my work than most other 

people. 
     

9 Most days I am enthusiastic about my job.      

10 
Each day of work seems like it will never 

end. 
     

11 
I like my job better than the average teacher 

does. 
     

12 My job is interesting.      

13 I find real enjoyment in my job.      
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14 I am disappointed that I ever took this job.      

 

Thank you for participating in this study 
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Appendix 8: Dodoso la Mwalimu (Kiswahili Version) 

 

Wapendwa Walimu wa Shule za Msingi 

 

Jina langu Ally Juma Swalehe, mwanafunzi wa Chuo Kikuu cha Dodoma ninayesoma 

shahada ya uzamili ya sanaa katika elimu. Ninafanya utafiti kuhusu „imani binafsi ya 

ufanisi kwa walimu na jinsi wanavyoridhishwa na kazi yao mkoa wa Dodoma-

Tanzania‟ ikiwa ni sehemu ya mafunzo ya program hii. Nakuomba ushiriki katika 

utafiti huu kwa kujibu maswali yanafuata hapa chini. Nakuhakikishia kuwa taarifa 

utakazotoa zitakuwa ni siri. Pia, unaruhusiwa kutoendelea kushiriki katika utafiti huu 

wakati wowote endapo utajisikia kufanya hivyo. 

 

Sehemu ya I: Wasifu wa Mwalimu 

 

Maelekezo: Dodoso hili limeaandaliwa kumwezesha mtafiti kupata taarifa kuhusu 

wasifu wako. Tafadhali zungusha duara kwenye namba ya jibu sahihi linaloelezea 

wasifu wako. 

 

1. Shule unayofundisha iko Wilaya gani?      1. Dodoma Mjini      2. Chamwino  

 

2. Jina la shule unayofundisha (Taja) _____________________  

 

3. Shule unayofundisha ipo sehemu gani? 

1. Mjini          2. Kijijini  

 

4. Jinsi yako 

1. Mme              2. Mke 

 

5. Umri wako (miaka) 

1. 20 – 29     2. 30 – 39    3. 40 – 49    4. 50 na kuendelea 

 

6. Kiwango cha juu cha elimu ulichofikia 

1. Daraja la IIIA    2. Stashahada    3. Shahada   4. Shahada ya uzamili 

 

7. Umekuwa ukifundisha kwa muda gani (hadi kufikia mwanzoni mwa mwezi 

Januari 2015)? 
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1. Miaka 0 – 5     2. Miaka 6 – 15    3. Miaka 16 – 25     4. Zaidi ya miaka 25. 

Sehemu II: Skeli ya  Imani Binafsi ya Ufanisi kwa Mwalimu 

 

Maelekezo: Dodoso hili limmeandaliwa kumsaidia mtafiti kupata uelewa wa 

mambo yanayosababisha ugumu kwa mwalimu katika shughuli zake za 

ufundishaji. Tafadhali, kwa uwazi na ukweli toa maoni yako kuhusu maelezo ya 

hapo chini kwa kuweka alama √ kwenye jibu linalowakilisha maoni yako vizuri 

kuliko yote. 

 

N
a

m
b

a
 

Mitazamo ya Mwalimu 

Unaweza kufanya 

kwa kiasi gani? 

H
a

k
u

n
a

 

K
id

o
g

o
 S

a
n

a
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id

o
g

o
 

K
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w
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id
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K
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u
b

w
a

  
S

a
n

a
 

1 
Kwa kiasi gani unaweza kuwasaidia wanafunzi 

wasiojiweza sana kitaaluma darasani? 
     

2 
Kwa kiasi gani unaweza kuwasaidia wanafunzi wako 

kufikiri kwaumakinifu? 
     

3 Kwa kiasi gani unaweza kudhibiti vurugu darasani?      

4 
Kwa kiasi gani unaweza kumotisha wanafunzi wako 

wasiopenda shule? 
     

5 
Kwa kiwango gani unaweza kuweka matarajio yako wazi 

juu ya tabia za wanafunzi? 
     

6 
Kwa kiasi gani unaweza kumfanya mwanafunzi aamini 

kuwa anaweza kufanya vizuri kazi za shuleni? 
     

7 
Kwa usahihi kiasi gani unaweza kukabiliana na maswali 

magumu kutoka kwa wanafunzi wako? 
     

8 
Kwa usahihi kiasi gani unaweza kuanzisha utaratibu ili 

kuwezesha shughuli za darasani kufanyika vizuri? 
     

9 Kwa kiasi gani naweza kuwasaidia wanafunzi kuthamini      
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kujifunza? 

10 
Kwa kiasi gani unaweza kupima ufahamu wa wanafunzi 

wako juu ya  kile ulichokifundisha? 
     

11 
Kwa kiwango gani unaweza kutunga maswali bora kwa 

wanafunzi wako? 
     

12 
Kwa kiasi gani unaweza kukuza ubunifu wa wanafunzi 

wako? 
     

13 
Kwa kiasi gani unaweza kuwafanya wanafunzi wako kutii 

sheria za darasani? 
     

14 
Kwa kiasi gani unaweza kukuza uelewa wa mwanafunzi 

ambaye anashuka kitaaluma? 
     

15 
Kwa kiasi gani unaweza kumtuliza mwanafunzi mwenye 

vurugu au mwenye kelele darasani? 
     

16 
Kwa usahihi kiasi gani unaweza kuanzisha mfumo wa 

kutawala wa darasa kwa kila kundi la wanafunzi darasani? 
     

17 
Kwa kiasi gani unaweza kurekebisha masomo yako kufikia 

kiwango stahiki kwa mwanafunzi mmoja mmoja darasani? 
     

18 
Kwa kiasi gani unaweza kutumia mbinu mbalimbali za 

upimaji? 
     

19 

Kwa usahihi kiasi gani unaweza kuwaepusha wanafunzi 

wachache wasumbufu ili wasiharibu somo zima wakati 

unapofundisha? 

     

20 

Kwa kiwango gani unaweza kutoa mfano au maelezo 

mbadala pale wanafunzi wako wanapotatizwa kuelewa 

wakati unapofundisha?  

     

21 
Kwa usahihi kiasi gani unaweza kushughulikia wanafunzi 

wajeuri? 
     

22 
Kwa kiasi gani unaweza kuziwezesha familia kuwasaidia 

watoto wao kufanya vizuri shuleni? 
     

23 Kwa usahihi kiasi gani unaweza kutekeleza mbinu      
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Sehemu III: Skeli ya Kuridhishwa na Kazi 

 

Maelekezo: Dodoso hili limeandaliwa kumwezesha mtafiti kupata uelewa sahihi 

kuhusu mtazamo ulionao juu ya kazi yako. Tafadhali, kwa uwazi na ukweli toa 

maoni yako kuhusu maelezo ya hapo chini kwa kuweka √ kwenye jibu 

linalowakilisha maoni yako vizuri kuliko yote. 

 

N
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Jibu 
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u
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1 
Kazi yangu ni nzuri muda wote kiasi 

kwamba inanifanya nisiichoke. 
     

2 
Inaelekea rafiki zangu wanapenda kazi zao 

kuliko mimi. 
     

3 Naiona kazi yangu kuwa ni nzuri.      

4 
Mara nyingi nahisi kuchoshwa na kazi 

yangu. 
     

5 Kwa sasa naridhika na kazi yangu.      

6 Mara nyingi najilazimisha kwenda kazini.      

7 Kwa hakika siipendi kazi yangu.      

8 
Nahisi furaha ninapofanya kazi yangu 

kuliko watu wengine wote 
     

9 
Siku zote nina shauku ya kuifanya kazi 

yangu. 
     

mbadala za ufundishaji na ujifunzaji darasani kwako? 

24 

Kwa usahihi kiasi gani unaweza kuwapa changamoto 

zinazofaa wanafunzi wenye uwezo mkubwa kitaaluma 

darasani? 

     



122 
 

10 
Kila siku ya kazi huonekana kama 

haitakwisha. 
     

11 
Naipenda sana kazi yangu kuliko 

anavyoipenda mwalimu wa kawaida. 
     

12 Kazi yangu ni nzuri.      

13 
Napata furaha ya dhati ninapofanya kazi 

yangu. 
     

14 Siridhiki na kazi yangu, najuta kuichagua.      

  

Ahsante kwa kushiriki katika utafiti huu 

 



123 
 

Appendix 9: Semi-Structured Interview Guideline (English Version) 

 

Introduction 
 

My name is Ally Juma Swalehe, a student of the University of Dodoma. I have come 

_______________ Primary School for data collection exercise regarding the „Perceived 

Self-Efficacy and Job Satisfaction of Primary School Teachers in Dodoma, Tanzania‟. 

The purpose of this study is to gain a better understanding of the kind of things that 

create difficulties for teachers in their teaching activities. The information which you 

provide will be kept in confidence and used for the purpose of this research and not 

otherwise. No names will be indicated in this study or its findings. Please you are 

invited to participate honestly and frankly. 

 

Part A: Preliminary Information 
 

1. For how many years have you been teaching up to January 2015? 
 

2. What is the average number of pupils in your classes? __________. How does it 

facilitate or impede your teaching ability? ___________. 
 

3. Does your school have adequate teaching and learning resources? _____. How 

does the availability of teaching and learning resources affect your teaching? 

___ 
 

4. Are there adequate school facilities for effective teaching and learning? ____. 

How does the availability of facilities at your school influence your teaching 

effectiveness? _________. 
 

Part B: Teacher’s Self-Efficacy 
 

1. Do you believe in success in terms of pupil learning? In your own view, what 

does “teachers‟ self-efficacy” mean? 
 

2. What kind of behaviors demonstrated by a self-efficacious teacher? 
 

3. Can you adjust your lesson to the proper level for individual learner? If yes, 

explain how you can do it. If no, give the reasons (Instructional Strategies). 
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4. What kind of strategies do you use to ensure that your pupils behave in good 

manners? Can you keep a few problem pupils from ruining the whole class 

when you are teaching? If yes, how can you do it? (Classroom Management). 
 

5. Can you establish and implement classroom management system to control 

these incidences from happening? If yes, how can you do it? (Classroom 

Management). 
 

6. If you are teaching a certain concept to your pupils and they get confused. Can 

you help them learn until they understand? If yes, how can you do it? (Student 

Engagement). Then, can you gauge pupil‟s comprehension of what you have 

taught? If yes, how well can you do it? (Instructional Strategies). 
 

7. With the number of pupils you have in your classes, can you divide your class 

into small groups of pupils so as to teach them effectively? If yes, how can you 

manage it? And can you ensure each group has an activity to do and each pupil 

participates effectively? If yes, how well can you do this? (Student 

Engagement). 
 

8. Are there pupils whose academic progress is low in your classes? If yes, can you 

assist their families in helping their children do well in school? If yes, how can 

you do it? (Student Engagement). 
 

Part C: Job Satisfaction 
 

1. What meaning do you attach to the concept of job satisfaction? 
 

2. Are you satisfied with your job at present? If yes, give reasons __________ 
 

3. What kind of behavior does a job satisfied teacher demonstrate? 
 

4. Do you enjoy doing this job? If yes, what kind of things in teaching makes you 

interested? If no, give reasons ____________ 
 

5. How does the location of your school influence your job satisfaction? 

(Opportunities/threats). 
 

6. If you are given a chance to choose a career again, what would you choose? 
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7. Are your fellow teachers satisfied with your job? In your opinion, who are 

many, the satisfied or unsatisfied teacher? _______________ 

 

 

 

 

 

 

 

 

Thank you for participating in this study 
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Appendix 10: Mwongozo wa Hojaji kwa Mwalimu (Kiswahili Version) 

 

Utangulizi  

Jina langu Ally Juma Swalehe, ni mwanafunzi kutoka Chuo Kikuu cha Dodoma. 

Nimefika hapa shule ya msingi ____________ kwa ajili ya kufanya zoezi la utafiti. 

Utafiti huu unahusu „imani binafsi ya ufanisi kwa walimu na jinsi wanavyoridhishwa na 

kazi yao‟. Madhumuni ya utafiti huu ni kupata uelewa wa mambo yanayosababisha 

ugumu kwa mwalimu katika shughuli zake za ufundishaji. Nakuhakikishia kuwa taarifa 

utakazozitoa zitakuwa ni siri na zitatumika tu kwa madhumuni ya utafiti huu. Majina 

hayataandikwa wakati wa utafiti huu wala matokeo yake. Tafadhali, naomba ushiriki 

kwa kutoa maelezo kwa uwazi na ukweli 

 

Sehemu A: Taarifa za Awali 

1. Ningependa kufahamu umefanya kazi ya ualimu kwa miaka mingapi hadi 

kufikia Januari 2015? ______ 

 

2. Madarasa unayofundisha yana wastani wa wanafunzi wangapi kila darasa? 

_____. Ni kwa namna gani idadi hiyo inakufanya au inakuzuia kufundisha kwa 

ufanisi? 

 

3. Shule unayofundisha ina vifaa vya kutosheleza kufundishia na kujifunzia? __. 

Ni kwa namna gani upatikanaji wa vifaa kwenye shule hii unaathiri uwezo wako 

wa kufundisha? ______. 

 

4. Je, kuna miundombinu ya kutosha ya kuwezesha kufundisha na kujifunza kwa 

ufanisi? _____. Ni kwa namna gani upatikanaji wa miundombinu ya kufundishia 

na kujifunzia ina athiri ufanisi wako wa kufundisha? ______. 

 

Sehemu B: Mtazamo wa Imani Binafsi ya Ufanisi 

1. Mwalimu wewe binafsi unaamini kuwa ufanisi/mafanikio katika ujifunzaji 

yanaweza kupatikana? Kwako wewe tunaposema “mwalimu kuwa imani binafsi 

ya mafanikio katika ufundishaji” ina maanisha nini? 
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2. Ni tabia zipi honeshwa na mwalimu mwenye imani ya mafanikio katika 

ufundishaji? 

 

3. Kwa idadi ya wanafunzi uliyonayo darasani, unafikiri unaweza/inawezekana 

kutumia mbinu mbalimbali za ufundishaji ili kuweza kumfikia mwanafunzi 

mmoja mmoja darasani na sio kama darasa zima? Kama ndiyo, kwa namna 

gani? Kama hapana, kwanini? (Instructional strategies) 

 

4. Na je unapokuwa unafundisha unaweza kurekebisha somo lako kufikia kiwango 

stahiki kwa mwanafunzi mmoja mmoja darasani? Kama ndiyo, kwa namna 

gani? Kama siyo, kwanini? (Instructional strategies) 

 

5. Ni mbinu gani unazotumia kuhakikisha kuwa wanafunzi wanakuwa na tabia na 

mienendo inayokubalika? Je unaweza kuzuia wanafunzi wachache wasumbufu 

wasiweze kuvuruga somo wakati unapokuwa unafundisha? Kama ndiyo, kwa 

namna gani? (Classroom management) 

    

6. Endapo mwanafunzi au baadhi ya wanafunzi  wanapata ugumu katika kujifunza 

dhana fulani, unaweza kumsaidia/kuwasaidia kujifunza mpaka waelewe? Kama 

ndiyo kwa namna gani? (Student engagement). Kisha, unaweza kupima kwa 

usahihi uelewa wa kila mwanafunzi kwa kile ulichofundisha? Kama ndiyo kwa 

kwa namna gani? (Instructional strategies) 

 

7. Kwa idadi ya wanafunzi ulionao darasani, unaweza kuwagawa wanafunzi wako 

katika vikundi vidogovidogo darasani ili uweze kuwafundisha kwa ufanisi? 

Kama ndiyo kwa namna gani unaweza kumudu hili?  (Student engagement). 

Na je, unaweza kuhakikisha kuwa kila kikundi na kila mwanafunzi ana kazi ya 

kufanya na anashiriki kikamilifu? Kama ndiyo kwa namna gani? (Student 

engagement). 

 

8. Katika madarasa unayofundisha kuna wanafunzi ambao wana maendeleo hafifu 

kitaaluma? Kama wapo, unaweza kuziwezesha familia zao kuwasaidia watoto 

wao kufanya vizuri kitaaluma? Kama ndiyo, kwa namna gani? Kama hapana, 

kwanini? (Student engagement). 
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Sehemu C: Kuridhika na Kazi 

 

1. Dhana ya kuridhika na kazi kwako wewe ina maana gani? 

 

2. Wewe unaridhika na kazi yako kwa sasa? Kwa kwanini?  

3. Ni tabia zipi huoneshwa na mwalimu aliyeridhika na kazi yake? 

4. Je unaifurahia kazi yako ya ualimu? Kama ndiyo ni mambo gani yanayokufanya 

uifurahie? Kama hapana, kwanini huifurahii? 

5. Ni kwa namna gani shule hii kuwepo (mjini/kijijini) inachangia kuridhika au 

kutoridhika kwako na kazi? (fursa/vikwazo). 

6. Kama inatokea unapewa nafasi ya kuchagua upya kazi ya kufanya, ungechagua 

kazi gani? 

7. Je, vipi ukiwaangalia walimu wenzako wanaridhika na kazi yao? Unafikiri kwa 

namna gani? Kwa maoni yako, kati ya idadi ya walimu wanaoridhika na wale 

wasioridhika na kazi yao ipi kubwa? 

 

Ahsante kwa kushiriki katika utafiti huu 
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Appendix 11: Schedule of Activities 

S
/N

 ACTIVITY 

TIME 

2014 2015 
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Y
 

J
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E

 

1 
Preparation of  research 

proposal 

            

2 Pilot study             

3 Main study data collection             

4 
Data coding, entering into 

SPSS and analysis 

            

5 Report writing             

6 Report submission             
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Appendix 12: Budget 

S/N Item Amount (Sh) 

1 Stationeries 400,000 

2 Pilot Study 100,000 

3 Main study data collection 700,000 

4 Data analysis and report writing 360,000 

5 Editing the final report 150,000 

5 Binding final report 300,000 

Grand Total 2,010,000 
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Appendix 13: Introduction Letter from the University of Dodoma 
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Appendix 14: Research Permit from RAS Dodoma 
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Appendix 15: Research Permit from Dodoma Urban District 
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Appendix 16: Research Permit from Chamwino District Council 
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Appendix 17: Appreciation Letter to RAS Dodoma 

 


