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A Global Perspective on Supporting Teachers’ Instructional Expertise: 

About This Issue.  

 

The Oxford English Online Dictionary (OED) traces the use of the word globalisation back to the 

1930s (OED, 2017). In a publication from 1930 entitled, Towards New Education, globalisation 

is linked to concepts such as wholeness and integration and is described as “the keywords of the 

new education view of mind” (OED, 2017). In contrast, OED defines globalization as “the action, 

process, or fact of making global” and, in later use as “the process by which businesses or other 

organizations develop international influence or start operating on an international scale, widely 

considered to be at the expense of national identity” (OED, 2017). In the 1930s, globalisation was 

perceived as a philosophical stance and as a way of contextualizing education within a holistic 

point of view. In this way, this definition of globalisation seemed to mirror a rather progressive 

view of education.  

 

The Journal for Studies in Teacher Education (JISTE) is the international journal of the 

International Society for Teacher Education (ISfTE), an organization that strives to inspire teacher 

education globally and uphold the essence of globalization as first presented by the OED. JISTE 

publishes research articles and reflection papers on teacher education, carried out at a national 

level, but intended to inform an international audience. The aim of JISTE is to publish scholarship 

that inspires and supports the national identity of teacher education from an international 

perspective.  

 

The theme of JISTE 21.2 is Supporting teachers’ instructional expertise: A global perspective. 

This theme builds upon earlier issues regarding global perspectives on teacher education. The 

articles in this issue cover a range of issues and represent the state of teacher education across 

several diverse countries including Malaysia, Turkey, Nigeria, Denmark, and the United States.  
 

Some of the authors in this issue participated at the first Asia-Pacific Regional Conference of 

ISfTE, held in Kuala Lumpur, Malaysia in November 2016. The convener of the conference was 

Associate Professor Dr. Seloamoney Palaniandy, who was invited to write a reflection paper for 

this issue. All authors share an interest in enhancing teacher education in their respective national 

contexts.  

 

Karen Bjerg Petersen 

Editor of JISTE 
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THE POWER OF MEANINGFUL WORK: 

EXTRA MILE TEACHERS 
 

Nuharani Selamat, Norshidah Nordin, & Chan Yuen Fook  

Faculty of Education, University Teknologi MARA, Selangor, Malaysia 

 

Abstract: The purpose of this study is to examine the relationship between meaningful work and 

organizational citizenship behaviour. This study employed a quantitative approach using a cross-

sectional survey strategy to obtain data from 395 teachers in Malaysia. Proportional stratified 

sampling was applied to ensure equal probability for respondent selection. Data analysis included 

descriptive statistical analysis and structural equation modelling analysis. The results indicate 

that the path coefficient from meaningful work to organizational citizenship behaviour was 

significant and in an expected positive direction. The use of a self-administered questionnaire and 

single-source data may lead to concerns about bias. The cross-sectional survey employed in this 

study may also contribute to data inaccuracy. The findings of this study imply that principals 

should assist teachers to engage with meaningful work in order to motivate them to exhibit 

organizational citizenship behaviour (OCB) which involves going above and beyond their formal 

job requirements. Thus, the results of this study offer insight on the importance of teachers’ 

experiences with meaningful work and enhanced OCB. These findings also contribute to the 

limited literature exploring the relationship between meaningful work and OCB in educational 

organizations in the Malaysian education context. 

 

Keywords: organizational citizenship behaviour (OCB), meaningful work, teachers, structural 

equation modelling 

 

Introduction 

 

Growing international demands for high 

education performance are among the factors 

that drive school organizations to become 

more effective. In line with schools’ efforts 

to provide quality education to the students, 

the Malaysian government has introduced 

various programmes and policies to enhance 

school effectiveness. However, despite this 

huge expenditure, the quality of Malaysia’s 

education system remains lower than other 

Asian countries such as Singapore and 

Thailand (World Bank, 2013). This suggests 

that higher education budgets and various 

education reforms are not the most crucial 

factors promoting school effectiveness. 

 

Organizational citizenship behaviour is a 

voluntary behaviour exhibited by teachers 

who undertake jobs beyond their prescribed 

tasks without expecting any official reward 

from the organization (Oplatka, 2009). 

According to Wrzesniewski, McCauley, 

Rozin, and Schwartz (1997), employees who 

feel that their work is a calling are more 

likely to spend their discretionary hours 

working than their colleagues who do not 

hold this view. Thus, enhanced perceptions 

of meaningful work would result in high 

levels of OCB (Chen & Chiu, 2009). 

 

As front-line workers, teachers hold primary 

roles in enhancing school effectiveness. 

Teachers’ willingness to go above and 

beyond their prescribed jobs can improve 

their schools’ performance and effectiveness 

(Begolovsky & Somech, 2010). According to 

Organ (1998), voluntary additional-role 

behavioiur is termed organizational 

citizenship behaviour (OCB). The voluntary 

additional role efforts contributed by 

teachers can include conducting extra classes 

and preparing additional learning materials 

for students. These voluntary efforts are 

expected to improve the students’ academic 

achievement. Furthermore, teachers who 

assist their colleagues with their teaching and 
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administrative tasks may also enhance 

organizational efficiency. 

 

School organizations need to cultivate OCB 

among teachers in order to ensure their 

survival. Thus, it is vital to recognize the 

determining factors that could encourage 

teachers to engage in OCB, since educators 

who exhibit OCB are great assets to their 

school organization. Research conducted by 

Scroggins (2008) revealed that meaningful 

work plays a significant role in stimulating 

employees’ OCB. Teachers must feel that 

their work is meaningful, and believe it is 

their calling in order for them to commit to 

their work and go beyond their prescribed job 

scopes (Somech & Oplatka, 2014). This 

study attempts to investigate the effects of 

meaningful work towards OCB among 

teachers in Malaysia. 

 

Organizational Citizenship Behaviour 
 

Organ (1988) defines OCB as “individual 

behaviour that is discretionary, not directly 

or explicitly recognized by the formal reward 

system and that in the aggregate promotes the 

effective functioning of the organization” (p. 

4). In school contexts, OCB refers to teachers 

who are voluntarily helpful, introduce 

functional organizational changes related to 

work, and are innovative in their teaching 

and learning activities. This behaviour is not 

part of the formal teaching requirements, nor 

is it a part of the mandatory or prescribed 

functions of the job. OCB is not explicitly or 

formally rewarded by the organization, nor is 

it intended to consciously impress others 

(Bettencourt, 2004; Choi, 2007; Morrison & 

Phelps, 1999; Motowidlo, 2000; Oplatka, 

2009, 2006; Organ, 1997; Van Dyne & 

LePine, 1998). 

 

OCB differs from organizational behaviours 

as it cannot be imposed on the basis of formal 

job requirements. OCB consists of teachers’ 

informal contributions that are enforceable 

without regard to formal incentives. Their 

voluntary contributions, which are 

aggregated over time, will enhance school 

effectiveness (Organ & Konovsky, 1989). As 

empirically substantiated by DiPaola and 

Hoy (2005) and by Shaiful Annuar Khalid et 

al., (2010) in relation to the Malaysian 

setting, teachers’ willingness to be 

productive, helpful, flexible, go beyond their 

prescribed job, and comply with changes 

could help students achieve academically 

and make their schools function effectively. 

Presumably, teachers’ OCB would also 

result in better learning processes for 

students as it may foster positive attitudes 

towards their teachers, subjects, classroom, 

and school (e.g., minimal student 

absenteeism or tardiness, increased student 

voluntary involvement in school or social 

activities) (Oplatka, 2009). At the same time, 

teachers’ OCB can generate a positive school 

image due to high ratings of service quality 

and increased parental levels of satisfaction 

(Oplatka, 2009). 

 

In their meta-analysis, Podsakoff, Whiting, 

Podsakoff and Blume (2009) reported that 

teachers who voluntarily help novice 

teachers utilize the best practices in the 

classroom, or who assist and support their 

colleagues who are sick or having difficulty 

in work related matters, will increase their 

colleagues’ performance. Due to these 

voluntary behaviours, school operations will 

run efficiently and principals’ supervision 

time could be allocated for other productive 

tasks. In addition, teachers’ OCB might also 

influence strong team spirit, morale, 

cohesiveness, and minimize conflicts among 

organization members. As a result, schools 

are more likely to retain the effective 

teachers, experience less staff turnover, and 

receive fewer applications for relocation. 

 

Meaningful Work and Organizational 

Citizenship Behaviour 
 

Employees who regard their tasks as 

significant are more likely to understand the 

importance of their work environment and 

value the mutually dependent relationships 

among employees. Thus, enhanced job 

meaning would enable employees to 

consider the needs, problems, and 

perspectives of other members from an 

organizational perspective. As a result, 

employees display higher levels of OCB to 

facilitate effective functionality in the 

organization (Chen & Chiu, 2009). This 
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notion was supported by Wrzesniewski et al. 

(1997) who asserted that people who believe 

that their work is a calling would spend more 

discretionary, unpaid hours working. In his 

conceptual framework, Tepper (2003) 

pointed out that employees with high 

spiritual values who experience greater 

meaning at work are likely to perform 

frequent acts of OCB. In this way, 

employees’ experience of finding meaning in 

their work and developing a sense of 

connectedness with organizational members 

can be viewed as a new perspective towars 

understanding employees’ OCB and 

improving organizational performance 

(Manu Gupta, Kumar, & Singh, 2014). 

 

In the school setting, Poshariati, Dousti, and 

Moosavi (2014) examined the relationship 

between dimensions of workplace 

spirituality (i.e., employees’ experiences of 

transcendence, connectedness, 

completeness, and joy through the work 

process) and OCB among 222 physical 

education teachers in Tehran. Their study 

revealed that teachers who experienced 

meaningful work may exhibit OCB. 

Meanwhile in Malaysia, Aizzat Mohd 

Nasurdin et al. (2013) investigated the effects 

of workplace spirituality dimensions on the 

OCB among academic staff at 15 private 

higher learning institutions. They found that 

only meaningful work was positively related 

to all OCB dimensions. Other dimensions of 

workplace spirituality may not affect OCB, 

having either a partial or insignificant 

relationship with OCB dimensions. This 

finding indicated that the experience of 

meaningful work may lead to greater 

voluntary extra-role behaviour (OCB). 

 

Research Question 
 

Based on the research framework of this 

study (Figure 1), meaningful work serves as 

an independent variable while OCB serves as 

a dependent variable. Based on this empirical 

evidence, this study proposes the following 

hypothesis: 

 

H1: Meaningful work has a positive and 

significant relationship with organizational 

citizenship behaviour. 

 

 
 

Figure1. Research question. 

 

Methodology 

Participants 
The pilot study and the actual study were 

conducted between March 2015 and August 

2016.  Initially, the sample for this study was 

supposed to be drawn from 327 secondary 

school teachers in Selangor (Krejcie &  

Morgan, 1970). However, the sample size 

was increased to 395 respondents since 

survey response rates are often less than 

100% (Bartlett, Kotrlik, & Higgins, 2001). A 

proportional stratified sampling technique 

was employed, with respondents stratified 

based on school locations. Based on the 

proportional stratified sampling technique, 

15 secondary schools from multiple urban 

areas and 5 secondary from multiple rural 

areas were selected to form a sample of 395 

secondary school teachers. The sample of 

this study was selected using the following 

criteria: a) participants were permanent 

teachers who had a minimum of 1 year of 

teaching and work experience and (b) 

participants did not hold any administrative 

positions such as principal, senior assistant, 

or subject head. 

 

Procedure 
This study employed a cross-sectional survey 

to obtain the teachers’ perceptions of 

meaningful work and OCB. Based on 395 

distributed questionnaires, 384 

questionnaires were returned, with 375 

questionnaires considered valid and usable. 

The number of responses was considered 

sufficient for further analysis as it exceeded 

the required sample size suggested by 

Krejcie and Morgan (1970). This study was 

approved by the Educational Planning and 

Research Development Unit, Ministry of 

Education, Malaysia and Selangor State 

Education Department. 

Meaningful work OCB 
H1 
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Instrument 

The first part of the questionnaire consisted 

of demographic details, the second part 

consisted of measures about meaningful 

work, and the final part consisted of 

measures about OCB. Test-items for 

meaningful work and OCB were assessed 

using a 7-point Likert scale, where 1= 

strongly disagree and 7=strongly agree. 

 

This study adapted the Meaning at Work 

Scale developed by Ashmos and Duncan 

(2000) to measure teachers’ meaningful 

work. This study adapted scales developed 

by DiPaola and Tschannen-Moran (2001), 

Hussin and Chin (2014), Oplatka (2006), 

Somech and Drach-Zahavy (2000), and 

Williams and Anderson (1991) to develop a 

psychometrical measurement for OCB. 

 

The questionnaire was reviewed and refined 

by five experts with at least 10 years 

experience in human resource development, 

education, and psychometrics evaluation 

before being tested in a pilot study. A pilot 

study was administered to 360 secondary 

school teachers in Selangor, with 305 

questionnaires being useable for reliability 

and validity assessments. 

 

Validity assessment was conducted by using 

the exploratory factor analysis, through the 

principal axis factoring with varimax rotation 

method. Items with less than 0.5 factor 

loading were dropped. Table 1 and Table 2 

summarize the loadings of each factor for 

meaningful work and OCB. As shown in 

Table 1, there was only one factor with an 

eigenvalue exceeding 1, accounting for 

61.58% of the variance.
 

Table 1 

Factor Loadings for Meaningful Work 

 Component 1 Communality 

F03 .878 0.772 

F04 .832 0.693 

F01 .819 .67 

F02 .788 0.621 

F07 .780 0.609 

F05 .745 0.555 

F06 .626 0.392 

Eigenvalue 4.31 4.31 

% Variance 61.576 61.576 

 

Table 2 shows that factors explained a total of 61.78% of the variance, with Factor 1 contributing 21.78%, 

Factor 2 contributing 20.73%, and Factor 3 contributing 19.26%. 

 

Table 2 

Factor Loadings for Organizational Citizenship Behaviour 

 Component 1 Component 2 Component 3 Communality 

B08A 0.731   0.627 

B10C 0.727   0.69 

B11C 0.697   0.57 

B12C 0.669   0.572 

B09C 0.619   0.595 

B13C 0.554   0.542 

B15IT  0.788  0.715 

B14IT  0.768  0.682 

B16IT  0.698  0.551 

B17IT  0.595  0.529 

B19IT  0.586  0.54 

B02A   0.788 0.678 

B03A   0.775 0.692 

B04A   0.72 0.633 

B18IT   0.623 0.651 

Eigenvalue 6.91 1.228 1.129 9.267 

% Variance 21.783 20.731 19.262 61.776 
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After performing a validity analysis, both 

variables were subjected to reliability 

analysis. The Cronbach’s a values for 

meaningful work and OCB were 0.889 and 

0.783 respectively. The results indicated that 

the scales used in this study are reliable, as 

the Cronbach’s a values were greater than the 

0.7 threshold. 

 

Data Analysis 

 

Descriptive statistical analysis was employed 

to examine the respondents’ demographic 

profiles. For the hypothesis testing, a 

structural equation model with a two-step 

approach was utilized to assess the reliability 

and validity of the constructs. In the first step, 

a measurement model was applied to the 

confirmatory factor analysis to assess the 

validity of meaningful work and OCB 

constructs. Meanwhile, the structural model 

was assessed in the second step, in order to 

test the hypothesize structural model. 

 

Results 

 

Participant Profiles 
 

The descriptive analysis shows that most 

respondents were female (74.6%). The 

majority of the respondents were between 31 

to 40 years of age (40.7). Most respondents 

were Malays (82.3%), held Bachelor degrees 

(84.1%), and had 6-to-10 years of teaching 

experience (26.2%). Most participants were 

employed at their current school for 1-to-5 

years (42.1%). 

 

Assessment of Measurement Model 
 

Confirmatory factor analysis was conducted 

using the AMOS version 21. All loadings in 

the model were statistically significant 

(p<0.001), and the loaded indicators fit very 

well on their respective factors. The fit 

indices also reveal that the fit level for this 

model was acceptable, χ2/df = 2.79, p=0.00; 

comparative fit index (CFI)=0.96; Tucker-

Lewis index (TLI)=0.94; and root mean 

square error of approximation 

(RMSEA)=0.069. 

 

Assessment of Structural Model 
 

As the measurement model exhibited an 

adequate fit model, the hypothesized 

structural model as shown in Figure 1 was 

tested. The model’s fit was acceptable: χ2/df 

= 2.509, p=0.00, comparative fit index 

(CFI)=0.924; Tucker-Lewis index 

(TLI)=0.915; and root mean square error of 

approximation (RMSEA)=0.063. In 

addition, it was found that meaningful work 

significantly affected OCB (β=.65, p<0.001), 

thus providing support for H1 (Figure 2). 

 

 

 

 

 

*** p<.001 

Figure 2. Structured path model. 

 

Discussion 
 

The results of this study support the 

hypothesis that meaningful work has positive 

and significant direct effects on 

organizational citizenship behaviour. 

Previous research findings have documented 

that individuals who experience meaningful 

work exhibit OCB across various contexts 

including those who work in banks 

(Bhorbanifar & Azma, 2014), municipal 

offices (Yazdanfar & Memarzadeh, 2015), 

and schools (Poshariati et al., 2014). The 

findings imply that teachers who regard their 

tasks as significant are more likely to 

understand the importance of their work 

environment and value the mutually 

dependent relationships within them. Thus, 

enhanced meaning in the job could prompt 

teachers to consider the needs, problems, and 

perspectives of other members from an 

organizational perspective. As a result,  

Meaningful work 

workwork 
OCB 

.65*** 
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teachers who display higher degrees of OCB 

are likely to facilitate effective functionality 

in the organization (Chen & Chiu, 2009). 

This notion is supported by Wrzesniewski et 

al. (1997) who asserted that teachers would 

spend more discretionary unpaid working 

hours if they deem their work as a calling. 

Milliman et al. (2003) and Tepper (2003) 

also indicated that teachers who hold high 

spiritual values and who experience meaning 

at work are likely to perform OCB. 

Considering teachers’ experiences of finding 

meaning in their work and how they develop 

a sense of connectedness with organizational 

members (Manu Gupta et al., 2014) offers a 

useful perspective to understand teachers’ 

OCB and enhance organizational 

performance. 

 

 

 

 

Conclusion 
 

This study has provided insights about how 

engagement in meaningful work could 

positively impact teachers. Future research 

could investigate other factors affecting 

teachers’ OCB such as job characteristics, 

personality traits, and organizational 

commitment as this study only discussed the 

relationship between meaningful work and 

OCB. Future studies could also extend the 

research framework of this study by 

exploring the positive role of principal 

support in strengthening the relationship 

between meaningful work and OCB. 

Moreover, since this study relied only on 

cross-sectional data and single source data, 

future studies could employ a longitudinal 

study and use multiple respondents (e.g., 

principals, teachers) in order to investigate 

additional factors affecting teachers’ OCB. 
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THE 5E INSTRUCTIONAL MODEL:  

A CONSTRUCTIVIST APPROACH FOR ENHANCING STUDENTS’ LEARNING 

OUTCOMES IN MATHEMATICS 

 

Stephen Akinyemi Omotayo & Joshua Oluwatoyin Adeleke 

 

Abstract: The numerous and varied applications of mathematics to all human endeavours 

justifies placing emphasis on the teaching and learning of the subject. This study established the 

effectiveness of the 5E instructional model (Bybee, Taylor, Gardner, Scotter, Powell, Westbrook, 

& Landes, 2006) for enhancing learning outcomes in mathematics. The study adopted a pretest-

posttest, quasi-experimental design method. Simple random sampling technique was adopted to 

select 172 participants (96 males, 76 females, M=15 years) for the study. Four research 

instruments were used. Data were analyzed using descriptive and independent t-tests. There was 

no difference in students’ achievement and interest in mathematics before treatment. There was a 

significant posttest effect of treatment on students’ mathematics achievement t(170) = 4.45, p < 

0.05 and interest  t(170) = 4.22, p < 0.05. Teachers are encouraged to adopt constructivist 

instructional approaches that discourage rote memorization and guide learners to develop their 

own understanding.     

 

Keywords: 5E instructional model, constructivism, interest and achievement 

 

Introduction 

 

Mathematics can be referred to as an 

indispensable element of development, 

considering its prominent roles in all human 

endeavours. Its influence justifies making 

mathematics a core subject across all school 

grades in countries like Nigeria, beginning in 

the elementary level. Therefore, priority 

should be given to the teaching and learning 

of the subject, especially as students’ 

performance in the subject is yet to reach a 

satisfactory level (Omotayo, 2017). Analysis 

of West African Examination Council 

(WAEC) results showed that less than 50% 

students received credit level over the past 

two decades, except in 2008 (Omotayo, 

2017). 

 

In Nigeria, previous research studies by 

Anaduaka and Okafor (2013) indicated that 

students’ poor performance and lack of 

interest in mathematics could be attributed to 

inadequate knowledge of some teachers who 

are charged to teach mathematics 

irrespective of their background in the 

subject area. Lack of knowledge may result 

in teachers being ill prepared to teach math 

effectively or use specific instructional 

formats. As a result, some students exhibit 

poor and faulty foundations in mathematics 

which leads them to perceive mathematics as 

a difficult, tedious, boring, and stressful 

subject. This may be the reason why the 

WAEC Chief Examiner’s Report (WAEC, 

2009) suggests that teachers should help 

students to improve their achievement in 

mathematics by reducing its abstraction and 

by removing their apathy and fear of the 

subject.  

 

According to Odili (2006), many teachers in 

Nigeria cling to traditional teaching methods 

where teachers first provide answers to the 

previous day’s homework and then provide 

direct explanation for new lesson materials. 

This method of teaching recognizes the 

teacher as the dominant authority of the class. 

In this environment, teachers do most of the 

talking while students only participate when 

responding to their questions. Students play 

a passive role, which may not encourage 
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them to develop their own understanding and 

thinking. Such an approach, according to 

Salman (2010), is no longer adequate to meet 

the demands of mathematics education. The 

approach is teacher-centered and compels 

teachers to assume more responsibilities than 

necessary to ensure that students understand 

what is being taught. This may likely lead to 

frustration on the part of the teacher, and 

boredom and lack of interest on the part of 

the students.  

 

According to Schunk, Pintrich and Meece 

(2008), students are more likely to engage in 

academic activities, pay more attention, and 

demonstrate higher performance if they are 

interested in a topic or subject. Adeyemo and 

Kuye (2006) reiterated that there is a very 

strong connection between interest and effort 

which implies that the more individuals 

become interested in a subject, the more 

effort they will put into their learning. 

Likewise, Leeherman (2004) believed that 

teachers are more effective when they 

incorporate students’ interests into lectures. 

This finding suggests that if students’ 

performance in mathematics is to be 

improved, emphasis should be placed on 

instructional strategies that sparks their 

interest in mathematics.   

 

According to Kurumeh, Achor, Akume, amd 

Mohammed (2012), many students are not 

interested in mathematics and what it can 

offer. In many cases, students tend to fear and 

dislike the subject. It has been argued that 

this lack of interest leads to large numbers of 

failures in annual mathematics examinations 

in Nigeria (Odili, 2006; WAEC, 2009).  

Invariably, the students’ lack of interest in 

mathematics has been ascribed to teachers’ 

use of inadequate and monotonous teaching 

approaches (Usman & Nwabeze, 2011). In 

order to discourage rote memorization, 

teachers are encouraged to guide students to 

develop their own understanding rather than 

teaching them only about the procedures 

involved in calculations. That is, students 

must be fully involved in the teaching and 

learning processes. This can be achieved by 

engaging them with activities through which 

they can explore ideas and methods which 

can be elaborated through teachers’ 

guidance. Such ideas and methods are 

embedded in the Engage, Explore, Explain, 

Elaborate, Evaluate (5E) Instructional 

Model (Bybee et al., 2006).  

 

The 5E instructional Model 

 

According to Llewellyn (2007), the 5E 

instructional model can help students move 

from understanding concrete experiences to 

the application of principles. The model 

provides students with opportunities to 

deeply and meaningfully recall what they 

already know (see Table 1). According to 

Ergin, Kanli, and Ünsal (2008), the 5E 

instructional model is considered one of the 

best approaches recommended for teaching 

within a constructivist learning approach. 

The 5E instructional model is derived from 

the Atkin and Karplus learning cycle 

proposed in the early 1960s that was 

incorporated into the Science Curriculum 

Improvement Study (SCIS) program (Bybee 

et al., 2006). According to the same source, 

the SCIS learning cycle model consists of 

three stages: exploration, invention and 

discovery. The Biological Science 

Curriculum Study (BSCS) 5E instructional 

model incorporates two additional phases to 

the SCIS program: engagement and 

evaluation (Bybee et al., 2006).  

 

The 5E Instructional Phases 

 

Table 1 outlines the aims of each of the 5E 

Instructional approaches, describes the 

teacher’s role in each phase, and provides 

examples of student activities applicable to 

each phase. 
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Table 1 

5E Instructional Phases: Aims, Teachers’ Roles, and Activity Examples  

Phase  Aims Teachers’ Role Activity Examples 
Engagement  (i)  To create interest in 

students 

(ii)  To generate curiosity 

(iii) To assess students’ 

previous knowledge 

Teacher asks students to:  

(i) Draw and label types of 

triangle 

(ii) Distinctly differentiate 

the triangles  

  

(i) Draw and label 

triangle types 

(ii) Distinctly 

differentiate triangle 

types 

(iii) Sum angles in 

triangles 
Exploration (i) To practically link 

previous knowledge to the 

present topic/ content 

(i) To discover new 

knowledge without direct 

instruction 

 

 

(i) Teacher guides 

students to draw triangles  

(ii) Teacher guides 

students to take 

measurements of sides and 

angles 

 (iii) Teacher monitors 

students’ work for 

accuracy  

((i) Draw triangle  ABC 

                  A 

        c                   b 

 

B                 a                 C  

(ii) Take measurement of 

their sides and angles. 

 

(iii) Divide the size of 

each side by the sine of 

its opposite angle 

      
𝑎

𝑠𝑖𝑛𝐴
, 

𝑏

𝑠𝑖𝑛𝐵
, 

𝑐

𝑠𝑖𝑛𝐶
 

 
Explanation (i) To confirm students’ 

newly      

acquired knowledge  

(ii) To clarify 

misconceptions 

(i) Teachers prompt 

students to provide 

detailed explanation of 

findings 

(ii)Teachers ensure 

appropriate use of 

terminology 

(iii)Teachers correct 

misconceptions  

Explain observations 

(e.g., same values) 

 

Elaboration  (i) To solidify students’ 

understanding  

 

 

(i) Teachers guide 

students to carry out 

additional activities 

(ii) Teachers guide 

students to state Sine rule  

 
𝑎

𝑠𝑖𝑛𝐴
 =  

𝑏

𝑠𝑖𝑛𝐵
=  

𝑐

𝑠𝑖𝑛𝐶
 

 

 

(i) Repeat activities   

with multiple triangle 

types 

(ii) students state Sine 

rule  

    
𝑎

𝑠𝑖𝑛𝐴
 =  

𝑏

𝑠𝑖𝑛𝐵
=  

𝑐

𝑠𝑖𝑛𝐶
 

 

(ii) Link acquired 

knowledge to real-life 

example 

 
Evaluation (i) To reflect upon new 

learning 

(ii) To assess students’      

understanding and progress 

(ii) To identify areas of 

difficulty and provide 

remediation  

Provide students with 

exercises  

 

∆ABC, B = 390, A = 820  a 

= 6.73cm. Find c  

 

Students solve 

exercises 
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At the engagement stage, the instructional 

task is identified and introduced to the 

students. Short activities are used to engage 

learners in the lesson and to spur their 

curiosity about learning. These activities also 

enable teachers to assess learners’ previous 

knowledge, so that connections can be made 

between past and present learning 

experiences.  

 

In the exploration stage, students are 

provided with opportunities to engage with 

the materials and phenomena. Students work 

with one another to explore ideas through 

hands‐on activities. Under the guidance of 

their teachers, students clarify their own 

understanding of major concepts and skills. 

The teachers’ role at this stage is one of a 

facilitator who provides materials and guides 

students’ focus and concentration while they 

use their prior knowledge to compose new 

ideas, explore questions and possibilities, 

and design investigations (Bybee et al., 

2006). 

 

The explanation phase focuses students’ 

attention on particular aspects of their 

exploration experiences. This stage provides 

them with opportunities to demonstrate their 

conceptual understanding and process skills. 

Learners explain their understanding of the 

concept and teachers work to address 

misconceptions. Teacher explanations guide 

learners towards a deeper understanding, 

which is a critical part of this phase (Bybee 

et al., 2006). 

 

Students are provided with opportunities to 

enhance their conceptions and make 

connections between related concepts at the 

elaboration stage. These connections, in turn, 

initiate further inquiry and new conceptions. 

Teachers challenge students’ conceptual 

understanding and skills, and students are 

provided with new experiences that deepen 

and broaden their understanding. Students 

apply their understanding by engaging in 

additional activities.  

 

Evaluation, the last stage in the process, 

allows teachers to assess whether students 

have attained conceptions and knowledge, 

although evaluation processes could be 

utilized at any stage. Students are encouraged 

to assess their understanding and abilities in 

the evaluation phase and the teachers are to 

assess students’ progress (Bybee, et al., 

2006).  

 

Previous research (Bybee et al., 2006; Ergin 

et al., 2008; Taylor, Van Scotter, & Coulson 

2007) has established that use of the 5E 

instructional model improves students’ 

attitude and achievement in science. 

According to Tuna and Kacar (2013), use of 

the 5E instructional model improves 

students’ achievement and assists them retain 

new learning. As the 5E instructional model 

was primarily designed and commonly used 

for teaching science subjects, there is a need 

to investigate its effectiveness in other 

subjects, including mathematics.  

 

Theoretical Background 

 

This study was grounded in constructivist 

theory. The theory emerged as the leading 

approach to human learning in the 1980s and 

1990s as interest in behaviourism and 

information-processing perspectives waned 

(Mayer, 1996). According to Rice and 

Wilson (1999), constructivist theory invites 

students to construct their own knowledge 

through exploration, as opposed to the 

traditional educational model that simply 

provides students with correct answers or 

facts. To assert the constructivist method, 

teachers need to provide students with 

lessons that they can employ in real world 

situations. However, it is imperative to note 

that a constructivist-based instructional 

approach, if not adequately utilized and 

implemented by a well-trained teacher, may 

not yield the desired result. For instance, 

Alsup and Sprigler (2003) explored the 

effectiveness of three different approaches 

with grade 8 mathematics students (i.e., a 

traditional approach; a reform-based 

approach, including use of manipulatives; 

and a combination of the traditional and 

reform-based approaches).  The researchers 

found that the reform-based method, when 

used alone, was the least beneficial to 

students. There were no significant 

differences between the control group who 

received more traditional-based instruction 
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and the experimental group who received 

instruction through hands-on learning and 

the use of manipulatives. These findings 

suggest that it is not simply the hands-on 

aspect of the approach that is effective. 

Rather, students must be encouraged to 

actively seek out and make sense of 

mathematical theories if they are to enhance 

and solidify their learning.  

 

According to Llewellyn (2007), 

constructivist learning theory is founded on 

the premise that individuals search for and 

construct meaning from the world around 

them. The theory advocates that knowledge 

is not independent from learners, but that 

individuals construct knowledge from their 

personal experiences. Constructivist 

approaches are important in the formation of 

meaningful and complete learning. With the 

aid of the constructivist approach, students 

can make connections between subjects by 

constructing and reconstructing information 

as they process it in relation to their prior 

knowledge and experiences (Llewellyn, 

2007). The 5E instructional model features 

all the characteristics epitomised by 

constructivism theory.  The approach 

maximizes opportunities for learner 

participation by engaging them with a series 

of activities that assist them to construct their 

own understanding. In this way, teachers 

facilitate and guide students to develop their 

individual understanding.  

 

 

Hypothesis 

 

1. HO: There will be no significant effect of 

treatment (5E instructional model and 

traditional  

method) on students’ achievement in 

mathematics. 

      

H1: There will be a significant effect of 

treatment (5E instructional model and 

traditional method) on students’ achievement 

in mathematics. 

 

2. HO: There will be no significant effect of 

treatment (5E instructional model and 

traditional  

method) on students’ interest in 

mathematics. 

      

H1: There will be a significant effect of 

treatment (5E instructional model and 

traditional method) on students’ interest in 

mathematics 

 

Methodology 

 

Research Design 

 

This study adopted a pretest-posttest quasi-

experimental design. Participants were 

assigned randomly assigned to either an 

experimental group or control group. 

Performance differences between the two 

groups was tested statistically. Figure 1 

provides an overview of the pre-test, post-

test designed used here.  

 

O1  X1 O2  Experimental Group (5E Instructional Model) 

O1 X2 O2  Control Group (Traditional Method) 

 

Notes: O1 = pretest measure; O2 = posttest measure; X1 = 5E instructional model; X2 =    traditional 

method  

Figure 1. Pretest-posttest quasi-experimental design. 

Participants  

 

The target population for this study 

comprised all senior secondary school II 

students drawn from 155 schools in Ibadan 

Metropolis, Oyo State of Nigeria. Simple 

random sampling was used to select two 

local government areas from the five existing 

local government areas in Ibadan Metropolis. 

From each of the local government areas, two 

schools were selected using simple random 

sampling, comprising a total of four schools. 
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The selected schools were randomly 

assigned to treatment conditions. Simple 

random sampling was used to select two, 

senior secondary school level students from 

each of the selected schools. A total of 172 

(96 males and 76 females) students 

participated in the study. The average age of 

the students was 15 years. 

 

Instrumentation 

 

The following instruments were used for the 

study: Mathematic Achievement Test (MAT), 

Mathematics Interest Inventory (MII), and 

the treatment package (TP). 

 

Mathematics Achievement Test (MAT) 

 

The MAT was developed by the researcher. 

The original version of the test consisted of 

sixty multiple choice items with four 

response options (A, B, C, D). Items were 

generated using the Senior Secondary 

Education Curriculum for Mathematics 

(SSII) developed by the Nigerian Education 

Research and Development Council 

(NERDC). The content validity of the MAT 

was established through item testing at the 

first three levels of Bloom’s taxonomy of 

educational objectives (i.e., knowledge, 

comprehension, application: International 

Assembly for Collegiate Business Education, 

2016). The test items were given to 

experienced secondary school mathematics 

teachers for vetting.  

 

 Having carried out the corrections, 

amendments, and suggestions made by the 

teachers, the items were then pilot tested on 

sixty, senior secondary school II students 

from co-educational schools similar to the 

target samples in order to establish the 

difficulty and discriminating indices for each 

item. The difficulty index indicates the level 

of difficulty of an item, while the 

discriminating index describes how well an 

item can differentiate between high and low 

performing test-takers. Thirty items with 

difficulty indices between .40 and .60 and 

discriminating indices .030 and greater were 

selected for the study. The reliability of the 

items was established using the Kuder 

Richardson 20 Formula (KR 20) which 

yielded a reliability coefficient of .79       

 

Mathematics Interest Inventory (MII) 

The MII was adapted from Bakare’s (1977) 

Vocational Interest Inventory (VII). The MII 

consists of two sections: Sections A and B. 

Section A includes items about participant 

demographics and Section B consists of 20 

Likert-scale items (1=Like very much, 

2=Like, 3=Indifferent, 4=Dislike and 

5=Dislike very much). The instrument was 

thereafter pilot tested on sixty students from 

schools similar to the target samples. The 

reliability coefficient of the instrument was 

established using Cronbach Alpha which 

yielded a value of .92.  This finding suggests 

that the instrument was highly reliable.   

 

Treatment Package (TP) 

 

The treatment package refers to the training 

manual and the instructional guide provided 

to the research assistants (mathematics 

teachers) who participated in the study. 

Information in the package was consistent 

with the suggestions and contributions of 

experienced mathematics teachers as well as 

experts in the field of research. 

 

Experimental Group: 5E Instructional 

Model Approach 

 

Two schools were assigned to this condition.  

Having sought the approval of the school 

authority to use the schools for the study, the 

mathematics teachers of those schools who 

served as research assistants were trained to 

use the 5E instructional model. Micro 

teaching was also conducted for the teachers 

to ensure mastery of the teaching method. 

The training lasted for two weeks. Students 

in this group were taught using the 5E 

instructional model for six weeks. Table 2 

describes the instructional guide teachers in 

the experimental group used for each of the 

five phases. 
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Table 2 

Instructional Guide for 5E Instructional Model 

Stage Duration Instructional Guide 

Engagement Stage 5 minutes Introduction of the topic. 

 

Guide students to recall their previous 

knowledge. 

 

Link entry behaviour with the new topic. 

 

Arouse students’ curiosity by asking them 

questions. 

 

Exploration Stage 20 minutes Exploration of the new topic through hand-on 

activities.  

 

Demonstration and modeling of concepts. 

 

Recording of information. 

 

Generating conjectures/ideas/ discoveries. 

 

Explanation Stage 15 minutes Explanation of conjectures/ideas/discoveries. 

 

Classification of misconceptions. 

 

Elaboration Stage 15 minutes Engaged in additional hand-on activities.  

 

Expansion and solidification of concepts.  

Evaluation Stage 5 minutes Reflection on learning. 

 

Ask questions. 

 

Provide additional exercises. 

 

 

Control Group: Traditional Approach 

Two schools were included in the control 

group. Teachers in this group used traditional 

methods to teach the same concepts as those 

taught in the experimental groups for a 

period of six weeks. The instructional guide 

for the control group included: a) guiding 

students to recall previous knowledge, (b) 

introduction of the new topic, and (c) gradual 

presentation of the new topic.  

 

Data Collection 

 

The researchers, having selected the sample 

schools, met with the administrators and 

mathematics teachers of those schools to 

inform them about the study and seek their 

cooperation. Thereafter, a two-week training 

session was organized for the research 

assistants. The training sessions involved 

how to use the prepared instructional guide. 

Micro teaching sessions were employed in 

order to ensure that the research assistants 

delivered the instructional contents 

effectively.    

 

A week before the commencement of the 

treatment, the MAT and MII were 

administered to participants (pre-test). After 



JISTE, Vol. 21, No. 2, 2017 

22 

 

 

treatment, which lasted for five weeks, MAT 

and MII were administered again. Data 

analysis consisted of descriptive statistics 

and independent t- test.  

 

Results 

 

Independent samples t-test was conducted to 

compare the mean scores of students in the 

two groups before the treatment started. 

Table 3 shows that there was no significant 

difference between the mean achievement 

scores of students in the 5E instructional 

group (M = 7.52, SD = 2.29) and those in the 

control group (M= 7.76, SD = 2.64), t(170) = 

.64, p > 0.05.  This implies that the students 

were academically equivalent before the 

treatment.  

 

Table 3  

Students’ Pre-test Mathematics Achievement 

 Treatment N M SD 

 Std. 

Error     

Mean 

t df Sig(2- 

tailed) 

Pre-test 5E  88 7.52      2.289 0.244  

.636 

 

170 

 

.536 
 Traditional 84 7.76      2.637 0.288 

 

Table 4 shows that there was a significant 

effect of treatment on students’ achievement 

in mathematics, t(170) = 4.45, p < 0.05. The 

table reveals that the mean scores of students 

taught with the 5E instructional approach (M 

= 13.15, SD = 2.36) is higher than those 

taught with the traditional method (M = 

11.32, SD = 3.00). This implies that there 

was significant effect of treatment on 

students’ achievement in mathematics.  

Consequently, the null hypothesis, which 

states that there was no significant effect of 

treatment on students’ achievement in 

mathematics, was rejected.  

 

Table 4  

Students’ Post-test Mathematics Achievement  

 Treatment N M SD 

Std. 

Error 

Mean 

t df Sig(2 -

tailed) 

Post-test 5E Group 

8

8 13.15 2.356   0.251 

 

4.458 

 

170 

 

   000 

 Traditional 

8

4 11.32 3.003   0.328 

 

Table 5 shows the mean, standard deviation 

and independent t-test conducted to compare 

students’ mean interest scores before the 

treatment. The table reveals that there was no 

significant difference between the mean 

interest scores of students in the 5E group (M 

= 44.06, SD = 9.28) and those in the 

traditional instruction (control) group (M = 

43.33, SD = 9.43), t(170) = .51 p > 0.05.  This 

implies that the students’ interests in 

mathematics were equivalent before the 

treatment.  

 

Table 5  

Students’ Pre-test Interest in Mathematics  

 Treatment N M SD 

Std. Error 

Mean 

t df Sig (2 

tailed) 

Pre-test 5E Group 88 44.0568 9.28273 0.98954  

.507 

 

170 

 

.613  Traditional 84 43.3333 9.43377 1.02931 
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Table 6 shows that there was significant 

effect of treatment on students’ interest in 

mathematics, t(170) = 4.216, p < 0.05. The 

mean interest score of students taught with 

the 5E curriculum (M = 63.09, SD = 8.70) is 

higher than those taught with the traditional 

method (M = 55.25, SD = 14.79). This 

implies that there was significant effect of 

treatment on students’ interest in 

mathematics. Therefore, the null hypothesis 

which states that there was no significant 

effect of treatment on students’ interest in 

mathematics was rejected.  

 

Table 6  

Students’ Post-tests Interest in Mathematics  

 Treatment N M SD 

Std. Error 

Mean 

t df Sig 

(2tailed) 

Post-test 5E Group 88 

63.090

9 8.6962 0.92702 

 

4.216 

 

170 

 

.000 

 Traditional 84 55.25 14.79081 1.61381 

 

Discussion 

 

The findings of this study revealed that the 

5E instructional approach significantly 

improved students’ performance in 

mathematics relative to their peers who 

received traditional instruction. This result 

may be explained by the active participation 

of students at every stage of the instructional 

model.  That is, in the first phase, students 

were provided with the learning situation that 

helped them to link their previous knowledge 

with new concepts. These new concepts were 

explored in the second phase which fostered 

critical thinking. This process helped 

students to make new discoveries and 

generate more questions which they 

answered independently. Students provided 

explanations in the third stage and later 

elaborated their knowledge in the fourth 

stage. Lastly, their knowledge was evaluated 

during the last stage of the 5E instructional 

program. At every point in time, students 

were included in the instructional strategy. 

 

This finding corroborates the conclusions of 

Balci (2005) who studied Grade 8 students’ 

learning and understanding of 

photosynthesis and plant respiration. The 

results showed that the students in the 

experimental group (5E instructional model) 

were more successful than their counterparts 

in the control group. This also supports the 

findings of Cardak, Dikmenli, and Saritas 

(2008), who investigated the effects of the 5E 

instructional model on Grade 6 students’ 

achievement during a science unit on the 

circulatory system. Cardak et al., (2008) 

established that students who completed the 

5E instructional program demonstrated 

significantly greater performance scores than 

their peers.  

 

However, there is also evidence that suggests 

that constructivist-based instruction may not 

produce superior learning gains in all 

instances. For instance, Alsup and Sprigler 

(2003), McNeil and Jarvin (2007), Ivers and 

Helton (2016), and White (2012) established 

that there were no significant differences 

between students in control groups who 

received more traditional-based instruction 

and those in experimental group who 

received instruction through hands-on 

learning and use of manipulatives. Moreover, 

manipulatives can be very challenging to 

incorporate and potentially ineffective, 

especially if teachers are not confident in 

using them. As a result, some teachers may 

unknowingly be teaching their students 

mathematical misconceptions through 

manipulative use. Further information is 

required about teachers’ confidence and 

beliefs in their mathematical training.  

 

The participants in the 5E instructional group 

demonstrated greater interest in mathematics 

than those who received traditional 
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instruction. This may reflect that students 

were practically involved in the lesson 

delivery. This finding suggests that when 

teachers adopt an appropriate instructional 

strategy, learners’ interest in mathematics 

can be stimulated. The finding corroborates 

the finding of a study exploring the 

implementation of geometric construction 

workshops with junior secondary students in 

Hong Kong (Leung, 2011). Leung concluded 

that students enjoyed completing the 

workshop construction tasks. This finding 

also supports Allen (2007) who affirmed that 

students increased their skills and showed 

more interest and enjoyment when learning 

was done through the use of manipulatives.  

 

 

Conclusion and Recommendation 

 

The purpose of this study was to establish the 

effects of the 5E instructional model on 

students’ learning outcomes in mathematics. 

The result of the study showed that students’ 

learning outcomes in mathematics can be 

enhanced using a 5E instructional approach. 

Teachers are therefore encouraged to be 

dynamic in their instructional approach. 

More importantly, they are encouraged to 

adopt a constructivist instructional strategy 

that will not just present students with new 

knowledge, but rather guide them to develop 

their own understanding of that information. 

Such instruction is the most likely to 

engender students’ interest and improve their 

performance.
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DEVELOPING AN ATTITUDE SCALE TOWARDS SPECIAL EDUCATION AS A 

TEACHING PROFESSION: A TEST STUDY 

 

Mehmet Salih Küçüközyiğit, Nilüfer Altun Könez & Betül Yılmaz 

Faculty of Education, Gazi University, Ankara, Turkey 

 

Abstract: The purpose of this study was to develop and demonstrate the reliability and validity 

of the The Attitude Scale Towards the Special Education Teaching Profession (ASTSETP). The 

participants were 384 students from Faculties of Education and teacher candidates from 1st, 

2nd, 3rd, and 4th year classes. Using a 5-point Likert Type, a 42-item draft version of the 

ASTSETP was developed.  As a result of subsequent analysis, the scale was reduced to 19 items 

across 3 factors. Final compliance index values were as follows: χ2=36.17, SD=15, p=.001, 

RMSEA= .07, GFI=.90, AGFI= .87, NFI= .95, NNFI= .97, CFI= .97 and IFI= .97. The 

Cronbach Alpha coefficient was .88. The scale was re-administered to 100 students four weeks 

after the first application, with a test-retest reliability coefficient of .89. Collectively these 

findings demonstrate that this scale is reliable. 

 

Keywords: ASTSETP, attitudes, special education, teaching profession 

 

Introduction 

 

The teaching profession is globally 

recognized as a critical profession within 

society (Avalos, 2011; Darling-Hammond, 

2003). Indeed, only through education is it 

possible for societies to catch up with 

developing technologies and rapid change 

(Berrett, Murphy, & Sullivan, 2012; 

Tondeur, van Braak, Ertmer, & Ottenbreit-

Leftwich, 2017). In this way, the teaching 

profession changes and develops the lives 

of the students, nurturing their ability to 

participate fully in society (Cohen, Manion, 

& Morrison, 2013). Today, the teaching 

profession is composed of differently 

trained and qualified teachers working with 

different student groups. Special education 

teachers, in many parts of the world, 

comprise a group of professional educators 

that differ from their counterparts in context 

of their work demands and educational 

training (Brunsting, Sreckovic, & Lane, 

2014). Specifically, special education 

teachers working with individuals with 

distinct physical, mental, linguistic, social-

emotional and learning characteristics and 

require special training to meet the needs of 

their students (Sindelar, Brownell, & 

Billingsley, 2010).  

 

Special education teachers are licensed 

professionals who deliver instructional and 

direct services to students and their 

families. Special education teachers work 

with children and youth who experience a 

variety of disabilities and health 

impairments including learning disabilities, 

intellectual disabilities, hearing 

impairments, and visual impairments 

(Sanna, 2014). Special education teachers 

support students’ academic, social, and 

behavioural development (Osborne & 

Russo, 2014). For instance, special 

education teachers may develop and review 

Individualized Education Programs (IEPs) 

with students’ parents, general education 

teachers, and school administrators. They 

may work closely with parents to keep them 

updated about their children’s progress and 

make recommendations to promote learning 

in the home. A large part of special 

education teachers' responsibilities involves 

communicating and coordinating with 

others involved in students’ well-being, 

including parents, social workers, school 

psychologists, occupational and physical 

therapists, school administrators, and other 

teachers (Sanna, 2014). In some countried 

like Turkey, extreme changes have taken 
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place in the role of special education 

teachers, who are now required to work in 

expanded and complex organizational 

systems (e.g., hospitals, private schools, 

government schools, special education 

schools, special education classrooms, 

inclusion school environments: Brunsting, 

Sreckovic, & Lane, 2014). Special 

education teachers also work with teachers 

across various branches of institutions and 

school systems.  

 

It is important for individuals with special 

needs to gain independence and engage in 

social roles. Education that identifies, 

determines, and takes into account 

individual capailibites can help meet such 

goals (Özkubat & Özdemir, 2014). Both 

humanistic and democratic viewpoints 

require individuals with special needs to be 

educated in ways that acknowledge and 

honor their talents, competences, and needs 

(Bateman & Bateman, 2014). In order to 

provide such education, special education 

teachers need to possess specific knowledge 

and skill sets. Kargın (1997) identified 

several teaching competencies, knowledge, 

and skills that are required of special 

education teachers including understanding 

of children’s emotional, cognitive and 

social development, knowledge and skills 

of instructional methods and techniques, 

knowledge of varied assessment practices, 

and understanding of behaviour 

modification techniques. Special education 

teachers often work to mediate potential 

barriers in order to meet the needs of 

students with exceptionalities (Cohen et al., 

2013). In this way, special education 

teachers are uniquely qualified to meet the 

needs of the students in their classes, 

facilitate and promote healthy and tolerant 

atmospheres in their classrooms, and 

facilitate social acceptance among all 

children including those with 

exceptionalities (Dukes, Darling, & 

Gallagher, 2016). Research indicates that 

teachers’ perspectives about students are 

positively affected by their level of 

education, as well as their training in special 

education and supportive services 

(Özkubat, Sanır, Töret, & Babacan, 2016; 

Salend, 1998).  

 

Educational services for individuals with 

exceptionalities can unfold in a variety of 

contexts ranging from the least restrictive 

(regular classroom) to more restrictive 

environments including integrated 

classrooms, resource rooms, special 

education classes (sub-special classes), 

special education schools, homes, and 

hospitals (Timuçin, 2009). The types of 

teachers differ in these educational 

environments. General education schools 

have special education teachers who 

accompany homeroom teachers, and 

separate education schools have teachers 

from other subject areas (e.g., art, music, 

physical education) who accompany special 

education teachers (Özel Eğitim Hizmetleri 

Yönetmeliği, 2006). In countries like 

Turkey, general education teachers and pre-

school teachers can receive short-term 

training including special education courses 

or pre-service training (Altun-Könez, 2015; 

Özyürek, 2008). As special needs children 

may require different educational 

approaches than their peers, biased attitudes 

may emerge towards special education 

teachers amon educators in other teaching 

areas (Yaralı, 2015). 

 

Attitude is described as a psychological 

variable that is a predictor of behaviour and 

is comprised of cognitive, emotional, and 

behavioural dimensions (Greenwald, 2014; 

Vogel & Wanke, 2016). Attitudes are one of 

the most important determinants of human 

behaviour. Individuals’ attitudes affect their 

behaviours and emotional responses 

(DeVellis, 2016; Dimitrov, 2006; Hu & 

Bentler, 1995). For these reasons, 

measuring individuals’ attitudes towards 

objects or situations is desirable 

(Woodcock, 2013). Attitude is a learned 

phenomenon that guides individuals' 

behaviours and may cause bias in their 

decision-making processes (Vogel & 

Wanke, 2016). Attitude involves a tendency 
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or bias towards an object or event, usually 

in opposition or in favor of it. Attitudes hold 

great importance in the teaching profession 

(Casey & Childs, 2017; Evetts, 2017; 

Kunter, Klusmann, Baumert, Richter, Voss, 

& Hachfeld, 2013). Teacher attitudes are 

related to their teaching behaviour and their 

students’ achievement (Casey & Childs, 

2017; Evetts, 2017; Greenwald, 2014; 

Kunter et al., 2013).  

 

Individuals’ attitudes towards the special 

education teaching profession reflect the 

degree to which they favour, or support, 

special education and those who teach in 

special education (Yaralı, 2015). Special 

education teachers, however, are not only 

individuals involved in the provision of 

support services and integrated programs 

provided to students with exceptionalities 

(Aslan, 2013). Other teachers, 

administrators, and staff affect the quality of 

education provided to children with 

exceptionalties as do families and other 

caregivers (Çitil, 2012). In this way, 

attitudes about and among these 

stakeholders affect the quality of education. 

Measuring individuals’ attitudes towards 

special education as a teaching profession 

may allow other teachers and employees to 

challenge and change their attitudes 

towards special education. In the same way, 

it may be possible to measure and modify 

the attitudes of the teacher candidates who 

choose this professional pathway as a 

career. 

 

Progress in many disciplines has been 

accelerated by the development of 

discipline-specific measurement methods 

(DeVellis, 2016). Measuring techniques 

and tools can facilitate the application and 

implementation of scientific data into 

practice (Erkuş, 2003). However, the 

structure of many human psychological 

characteristics, including attitudes, only 

allows for indirect measurement. 

Psychological elements are not easily 

identifiable. In order to make psychological 

elements identifiable, researchers must find 

appropriate prompts that will provoke 

individuals to respond (Kağıtçıbaşı, 2010). 

In this way, psychological characteristics 

can only be measured indirectly as a 

function of individuals’ response patterns. 

In practice, various scales have been 

developed to convert qualitative responses 

about psychological characteristics into 

numerical information (Erkuş, 2012). 

 

Several researchers have developed scales 

to measure attitudes towards the teaching 

profession and inclusion in schools 

(Ahluwalia, 1978; Boyle, Topping, & 

Jindal-Snape, 2013; Çetin, 2006; Chan & 

Elliott, 2004; Üstüner, 2006). Database 

scanning using the keywords "special 

education teaching profession", "attitudes 

towards teaching", "special education 

attitude scale" within the “Web of Science”, 

“ScienceDirect”, “Academic Search 

Complete (EBSCO)”, and “Google 

Scholar” indexes show that there are no 

scales to measure attitudes about special 

education as a teaching profession. 

 

Teaching in special education is unique and 

often involves different and unique ways of 

working as compared to other teaching 

venues (Brunsting, Screckovic, & Lane, 

2014). Nevertheless, there is no attitudinal 

scale that has been developed for teaching 

within the special education field. A scale 

for the special education teaching 

profession would be important and useful 

for the researchers working within special 

education. The aim of this study is to 

develop a scale that measures teacher 

candidates’ attitudes towards teaching in 

special education.  

 

Method 
 

In this section of the paper, information is 

provided with respect to participants, scale 

development, and data analysis procedures.  

 

Participants 

 

The participants were 384 teacher 
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candidates in either their 1st, 2nd, 3rd or 4th 

year of education studies. Specifically, 

participants were from one of two Faculties 

of Education in Ankara (Ankara University, 

Gazi University). Table 1 lists descriptive 

stastics for the participants as related to their 

areas of teaching focus and gender. One of 

the researchers reviewed the purpose and 

requirements of the study with the 

participants, emphasizing that their 

participation was voluntary. The Attitude 

Scale Towards the Special Education 

Teaching Profession (ASTSETP) was 

distributed to the students before the 

beginning of their courses and was 

completed during supervised lecture times. 

Completion typically required 20 minutes. 

 

Table 1  

Participant Descriptive Information  
 

Students 

Gender 

Department Male Female 

 N % N % N % 

Classroom teacher candidates 103 26.6 57 54.9 46 45.1 

Art teacher candidates 63 16.2 20 31.7 43 68.2 

Pre-school teacher candidates 53 13,8 40 18.8 43 81.1 

Math teacher candidates 40 10.4 30 62.5 15 37.5 

English teacher candidates 33 8.6 25 30.3 23 69.7 

Physical education teacher 

candidates 

31 8.1 14 45.1 17 54.9 

History teacher candidates 24 6.3 15 62.5 9 37.5 

Science teacher candidates 20 5.2 12 60 8 40 

Technical education teacher 

candidates 

18 4.7 16 88.8 2 11.1 

Total 384 100 178 46.5 205 53.5 

 

Scale Development  

 

The study was conducted in education 

departments at two different universities. 

Scale development consisted of two phases. 

In the first phase, draft items were 

developed. Two hundred students from 

Gazi University participated in the draft 

scale analyses phase of this study. The 

second phase of the study was conducted in 

Ankara University, with 184 students 

participating in the test and retest 

procedures.  

 

In order to develop initial test items, nine 

special education teachers with more than 

five years of teaching experience were 

selected from local special education 

schools. These teachers were asked to write 

essays about “the meaning of the special 

education teaching profession.” Qualitative 

analyses were completed to analyse these 

educators’ essays. Each researcher 

independently reviewed the participants’ 

responses item-by-item and identified six 

relevant themes including spirituality, 

helpfulness, professionalism, care, 

materialism, and public expectations. 

Themes were reviwed over two working 

group meetings, with any differences 

resolved through a vote. Six themes were 

identified from the teacher essays and used 
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to develop 14 questions that were added to 

the draft survey.  

A literature review was also conducted 

before the final draft of the ASTSETP was 

prepared. In this review, the theoretical 

structure of attitudes (cognitive, emotional, 

behavioral, concentration of attitude) were 

examined (Albarracin, Johnson, & Zanna, 

2014; Greenwald, 2014; Robinson, Shaver, 

& Wrightsman, 2013; Vogel & Wanke, 

2016). These characteristics were taken into 

consideration and incorporated into the 

survey draft.  

 

After these analyses, a draft survey 

consisting of 55 items was developed. 

Following additional consultations with 

academics and linguists specializing in the 

field of measurement and evaluation, 13 of 

these items were excluded due to 

conceptual or phrasing challenges. The 

resulting survey was comprised of 42-items, 

consisting of 18 negative and 24 positive 

expressions. Positive and negative 

expressions were used in order to reduce 

acquiescent bias and extreme response bias 

(DeVellis, 2016). By including a mix of 

both positive and negative items, 

respondents presumably were required to 

provide a considered response to the test 

itme which should reduce response biases. 

The draft survey used a 5-point Likert scale 

where 5=Completely Agree, 4=Agree, 

3=Undecided, 2=Disagree and 1=Never 

Agree. Scores on negative items were 

reversed before the factor analysis. 

 

Data Analysis  

 

Various analyses were conducted to 

establish the reliability and validity of the 

Attitude Scale Toward the Special 

Education Teaching Profession 

(ASTSETP). Exploratory factor analysis 

(EFA) and confirmatory factor analysis 

(CFA) were conducted to establish the 

structural validity of the scale. SPSS 21.0 

was used for EFA in order to explore the 

relationships between scale items and 

factors. At this stage, the Kaiser Meyer 

Olkin test (KMO) and Barlett sphericity test 

methods were used to determine the 

suitability of the data for the analysis of key 

components. The varimax technique was 

used to obtain the factors. The Lisle 8.8 

package program was used to complete 

CFA and confirm the suitability of the 

model that was built in the EFA. To assess 

this consistency the values of chi-square 

(χ2), degree of freedom (DF), adjusted 

goodness of fit index (AGFI), goodness of 

fit index (GFI), 360 normed fit index (NFI), 

non-normed fit index (NNFI), incremental 

fit index (IFI), comparative fit index (CFI), 

and root-mean-square error of 

approximation (RMSEA) were calculated 

(Tabachnick, & Fidell, 2013). As a result of 

these analyses, a final scale consisting of 19 

items was obtained. In order to determine 

the internal consistency of the ASTSETP, all 

of the attitude scale and associated factors 

Cronbach Alpha values were calculated.  

 

Results 

 

In this section, findings on validity and 

reliability of the ASTSETP are reviewed.  

 

Validity 

 

Both scope and structural validity of the 

developed attitude scale were examined. 

Basic 

component analysis was used to assess 

structural validity and to determine and 

identify factors. Kaiser-Meyer-Olkin 

(KMO) coefficient and Barlett sphericity 

test values were found to determine the 

suitability of the data analysis of key 

components. KMO value in the study was 

calculated as 0.89. The results of the Barlett 

sphericity test showed that the result of the 

chi-square test statistic was statistically 

significant (χ2 = 2763.62, df = 171, p < 

0.001). In the first EFA, the items of the 

scale were collected under 8 factors. The 

variance explained by these 8 factors on the 

scale is 61.59%. Some of the factors were 

charged by a very small number of items, 
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some items were charged by more than one 

factor, and some items were charged with 

values of less than .30. These items were 

removed from the scale and the EFA 

procedure was repeated. As a result of this 

subsequent analyses, the remaining 19 

items were intensified in 3 factors. The 

eigenvalues of these factors are shown in 

Figure 1.

 

Figure 1. Eigenvalues by item. 

In these analyses varimax was used as a 

vertical rotation technique and the lower 

cut-off point of .35 adopted for the factor 

loads. Items with factor loadings below this 

value were not processed. Table 2 provides 

the EFA values for the remaining 19 items.

 

Table 2 

Factor Loadings for ASTSETP Items 

Item 

 

F1 F2 F3 

EFA EFA EFA 

14. I do not want to be a special education teacher as profession. .817   

2. The special education teacher profession is not suitable for me. .805   

12. I believe that special education teacher profession is appropriate for 

me. 
.798   

1. I do not consider to perform special education teacher. .754   

15. Despite all the difficulties, I prefer to be a special education teacher. .725   

3. It's not tempting to deal with children with disabilities whole day. .633   

9. Even the idea of being a special education teacher makes me nervous. .625   

5. I would do very good things if I were a special education teacher. .605   

13. I believe that I can practice being special education teacher 

professionally. 
.599   

18. Special education teachers are important to understand the problems of 

the handicapped. 
 .843  
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19. Special education teachers are guides to families with children with 

disabilities. 
 .774  

17. The number of special education teachers need to increase.  .773  

16. The special education teacher must be known.  .733  

10. I like special education teachers.   .705 

11. I cooperate with special education teachers.   .672 

8. Special education teacher is a profession with a high spiritual 

satisfaction. 
  .668 

6. Special education teaching proficiency, gains a lot to a teacher.   .653 

7. Special education teachers can teach a lot to the students with 

disabilities. 
  .617 

4. I do not feel uncomfortable with special education teachers.    .520 

Factor load values of the EFA are listed 

from high to low for each of the factors in 

Table 3. Items in the 19-item scale are 

concentrated across 3 factors. The first 

factor consists of 9 items, the second 

consists of 6 items, and the third consists of 

4 items. According to the EFA outcomes, 

the load values of the first factor varied 

between .60 and .82, the load values of the 

second factor varied between .64 and .81, 

and the load values of the third factor varied 

between .52 and .71. 
 

Table 3  

Exploratory Factor Analysis values for factors 
Factors Eigenvalues Percentage of variance 

F1 33.079 25.161 

F2 17.988 16.487 

F3 6.187 15.605 

Key for Table 3: F1 = First factor load values; F2 = Second factor load values; and F3 = third 

factor load values  

 

The first factor explained 25.16% of the 

variance, the second factor explained 

16.49% of the total variance, and the third 

factor explained 15.61% of the total 

variance. It is seen that factors consisting of 

all components explaind 57.25% of the total 

variance.  The eigenvalue which provides 

the importance and weight of the factors 

was found to be 33.08 for the first factor, 

17.99 for the second factor, and 6.19 for the 

third factor. The results obtained in EFA 

were tested by CFA. Figure 2 lists factor 

distributions and load values for the CFA. 
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Figure 2. CFA values. 
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The error variances of the items constituting 

the model obtained by CFA and the factor 

load values for associated item factors are 

also outlined in Figure 2. Correlation values 

between the factors and related items varied 

between .43 and .96. The relationship 

between the first factor and the second factor 

was .24 and the relationship between the first 

factor and the third factor was .40. The 

relationship between the second factor and 

the third factor was .73. These values show 

that the items in the scale are appropriate to 

represent the proposed structure. In addition, 

the chi-square, degree of freedom and 

compliance index values of this model were 

calculated as follows: χ2 = 417.66, SD = 148, 

p = .001, RMSEA = .076, GFI = .87, AGFI 

=.84, NFI = .93, NNFI = .95, CFI = .96 and 

IFI= .96. When examining index values 

(Figure 2) for the model, it can be concluded 

that the proposed model is in acceptable 

agreement with the observed data. 

 

      
 

Modifications were made to some of the 

items in order to take into account the level 

of relationship between item errors and the 

proposed model. The relationship between 

items 2 to 4, and 6 to 12 were released. After 

these corrections, the model in Figure 3 was 

obtained. 
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Figure 3. CFA values after item modification. 

Review of Figure 3 indicates that model 

obtained after correction was more 

compatible with the data. The compliance 

index values obtained were as follows: χ2 = 

355.17, SD = 146, p =.001, RMSEA = .07, 

GFI = .90, AGFI = .87, NFI = .95, NNFI = 

.97, CFI = .97 and IFI= .97. When the 

relationship between the factors is 

considered, the first factor demonstred a .24 

relationship with the second factor, and the 

relationship between the first factor and the 

third factor was .41. The relationship 

between the second factor and the third factor 

was .71. 

 

Reliability 

  Cronbach Alpha internal consistency 

coefficients and test-retest reliability 

coefficients were calculated for the reliability 

of the ASTSETP. The Cronbach Alpha 

coefficient for all of these scales was .88, for 

the first factor of scale was .88, for the 

second factor was .86, and for the third factor 

was .77. One hundred participants completed 

the scale four weeks after the administration, 

resulting in a test-retest reliability coefficient 

of .89. Thus, response patterns were 

determined to be consistent across time. This 

demonstrates that the scale is reliable. 



JISTE, Vol. 21, No. 2, 2017 
 

 

 

37 

Discussion 

 

Considering the importance of attitudinal 

traits in education, it is important to develop 

scales for measuring these traits accurately. 

Following a review of the literature, the 

ASTSETP was developed to explore teacher 

candidate attitudes related to teaching in 

special education.  

 

 The resulting Cronbach-Alpha coefficients 

and test-retest reliability coefficients 

demonstrated that the ASTSETP consisting of 

19 items is reliable. The validity of structure 

and the validity of the scope of the survey 

were also examined. For the structural 

validity, EFA was applied first, and then the 

CFA was applied for the validation of 

findings. As a result of the EFA, it was found 

that 57% of the variance was explained by 

the three-factor scale. Based on EFA and 

CFA analyses, it can be concluded that this 

three-factor scale is valid. Findings of 

validity and reliability of the scale indicate 

that this scale can be used to determine the 

teacher candidates’ attitudes towards the 

special education profession. 

 

Presumably, the ASTSETP could also be used 

as a measurement tool for the perceptions of 

students who are in the process of choosing a 

career, the perceptions of students in 

university, and the perceptions of other 

professionals and stakeholders who work 

with special education teachers. However, 

additional studies determining the relability 

and validity of the ASTSETP for use with 

such varied participant groups will be 

required as this scale is based on the 

responses of teacher candidates enrolled in 

either their 1st, 2nd, 3rd, or 4th year of 

undergraduate studies. 
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FROM SHAME TO MINDFULNESS AND SELF-COMPASSION: 

A TEACHER’S JOURNEY TO GREATER SELF-EFFICACY 

 

Patricia L. Akpan & Peggy J. Saunders 
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Abstract: Shame, an emotion based upon individuals’ belief that they, alone, are not good enough – 

influences their sense of efficaciousness, which directly affects their lives.  This study examined how 

learning mindfulness and self-compassion skills changed one teacher’s self-efficacy and impacted the 

classroom environment.  Using mindfulness and self-compassion to address feelings of shame creates 

opportunities to manage emotions with objectivity and clarity. The Teachers’ Sense of Efficacy Scale 

(Tschannen-Moran Hoy, 2001, 2014), and the Self-Compassion Scale (Neff, 2003) were administered to 

the participant before and after the study to determine any changes in self-efficacy and self-compassion. 

Classroom observations and teacher interviews were also conducted. Results indicated an increase in self-

efficacy, particularly in classroom management and ability to modify lessons to fit the needs of individual 

students.  An increase in self-kindness and self-compassion were also shown. 

 

Keywords: teacher self-compassion, teacher self-efficacy, teacher mindfulness  
 

Introduction 

 

Shame is an emotion based on fear - the fear 

of disconnection and uncontrollability 

(Baldwin, Baldwin, & Ewald, 2006; Cross & 

Hong, 2012).  Shame elicits painful and 

powerful emotions such as mental confusion, 

fear, lashing out, judgment, and/or the desire 

to withdraw or hide (Brown, 2007).  Shame 

inhibits individuals’ ability to believe they 

can be successful (Brown, 2012). 

 

In contrast, self-efficacy is the belief that 

people are capable of effectively performing 

a task, suggesting a perception of personal 

control (Baldwin et al., 2006), and are 

influenced by experiences of mastery, 

vicarious experience of others’ success, 

social persuasion, psychological and 

emotional states, and physiological well-

being (Baldwin et al., 2006; Finnegan, 2013).  

According to Bandura (1997), those beliefs 

affect people’s actions, efforts, perseverance 

in adversity, and levels of success.  Teachers 

with high self-efficacy possess added trust in 

themselves and expect to provide successful 

instruction that will produce greater student 

achievement (Finnagan, 2013; Stephanou, 

Gkavras, & Doulkeridou, 2013). 

 

Unfortunately, feelings of shame can inhibit 

teachers’ abilities to build their self-efficacy. 

Because teachers’ sense of efficaciousness 

impacts their confidence in their ability to 

effectively instruct students, self-efficacy 

will, in turn, directly affect student outcomes 

(Finnagan, 2013; Stephanou et al., 2013). 

Feelings of shame can have detrimental 

effects on both teachers and students 

(Finnagan, 2013).   

 

Self-compassion specifically targets shame 

by encouraging people to extend genuine 

kindness toward themselves and recognize 

that everyone is imperfect and experiences 

feelings of failure (Germer, 2009; Germer & 

Neff, 2013; Neff & Dahm, 2015).  

Acknowledging a present moment of 

suffering can increase clarity and perspective 

on the magnitude of one’s emotional pain, 

which helps create a more positive state of 

mind (Neff, 2003, 2011).  Practicing self-

compassion develops an awareness of self-

judgment, allowing educators to identify 

methods to improve and feel competent 

without harsh self-criticism (Neff, Hsieh, & 
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Dejitterat, 2005; Neff, Kirkpatrick, & Rude, 

2007).  

 

If educators are not mindful of their physical 

responses to shame, it is difficult to recognize 

that shame is at the core of the other painful 

emotions they are experiencing in the 

moment (Brown, 2007).  Not addressing 

shame can lead to a devalued sense of self-

worth and success which can lower 

educators’ sense of self-efficacy and affect 

the quality of their instruction. Ineffective 

teaching consequentially produces lower 

student achievement (Stephanou et al., 

2013). 

 

Purpose of the Study 

  

The purpose of this single-subject, 

qualitative case study was to (a) explore the 

changes in a teacher’s self-efficacy after 

learning mindfulness and self-compassion 

skills and (b) describe any impact on the 

classroom environment when mindfulness 

and self-compassion were practiced by a 

teacher.  Although not originally part of the 

study, a third purpose arose: helping the 

participant, who was experiencing serious 

problems and challenges with his teaching, 

feel less shame and become more mindful in 

his teaching practices and in his interactions 

with students. 

 

Method 

 

A qualitative case study approach was 

chosen as the research method. A qualitative 

case study allows a researcher to explore and 

interpret complex, real-life phenomena 

within a specific situation through the use of 

multiple sources of data (Baxter & Jack, 

2008; Yin, 1994). (The term “researcher” in 

this article refers to the first author; the 

second author served as an advisor, mentor, 

and editor.) The five-week study (beginning 

in the last week of September through the end 

of October, 2016) utilized four different data 

sources: (a) the Teachers’ Sense of Efficacy 

Scale [TSES] (Tschannen-Moran & 

Woolfolk Hoy, 2014), which is a 24-item, 9-

point Likert-type scale that includes 

questions regarding teachers’ beliefs in their 

ability to handle difficulties presented in the 

classroom; (b) the Self-Compassion Scale 

[SCS] (Neff, 2003), which is a 26-item, 5-

point Likert-type scale that includes 

questions regarding how people typically act 

toward themselves in difficult times, such as 

self-criticism and perspective of the 

situation; (c) observations in the classroom; 

and (d) interviews, which incorporated 

training in self-compassion and meditation. 

The scales were administered pre- and post-

intervention to assess changes in self-

efficacy and self-compassion. Classroom 

observations took place once a week for 

approximately one class period.  The 

interviews and training sessions were 

combined and lasted approximately one 

hour. During each session, the researcher 

provided the participant with feedback from 

her observations of his teaching practices, 

demeanor, and attitude in the classroom as 

well as student participation, attentiveness, 

and conduct.  The researcher also conducted 

an interview with the teacher to find out how 

he was doing and feeling in relation to his 

meditation and self-compassion practices. 

Following the short interviews, the 

researcher led the teacher in meditation and 

self-compassion exercises (Center for 

Mindful Self-Compassion, 2017).  A fifth 

data source – practicing formal meditations 

at home – was to be part of the interview 

discussions, but the participant did not 

complete the assigned meditations on his 

own until the final week of the study. 

 

Participant 

 

The participant (Brian, a pseudonym) was a 

56-year old Caucasian male who had 26 

years of teaching experience and was 

teaching mathematics at a U.S. public high 

school.  He had a reputation among some of 

the students, teachers, and administrators for 

not being proactive in teaching. He was 

selected as the participant because the 

researcher built a rapport with him while 

working as a tutor in his math class and 

through a variety of conversations during the 

previous school year. During these 

conversations, Brian mentioned on several 

occasions feeling shame about being unable 
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to motivate students to participate in class 

and about feeling like he was a “lousy” 

teacher. However, Brian also demonstrated 

how much he cared about the students’ 

personal and academic success.   

 

Brian’s situation. Brian agreed to participate 

in the study in August, 2016. The school year 

began at the end of August.  During the third 

week of school, and while the researcher was 

awaiting the university’s institutional review 

board’s permission to begin the study, Brian 

was suspended for three days without pay 

from his teaching job because he called 

students in one of his classes, “a bunch of 

assholes.”  This incident happened the week 

before the research began. Brian was given 

the option to not participate in the study, but 

chose to continue with the hope that being 

involved might help address related issues 

and challenges. During the study, Brian was 

placed on remediation. While one purpose of 

remediation is to improve an educator’s 

teaching performance, it is also the beginning 

process to terminate a teacher who is not 

performing well. Again, Brian was provided 

with the option to withdraw from the study, 

but chose to continue. Brian remained on the 

remediation plan for the rest of the 2016-

2017 school year. Because of these added 

stressors, Brian did not complete many of the 

meditations that were assigned as homework.  

 

Findings 

 

Each week during this five-week study, the 

researcher observed Brian’s classroom, took 

field notes, facilitated meetings to introduce 

Brian to self-compassion meditations and 

exercises (Center for Mindful Self-

Compassion, 2017), and interviewed him 

about his progress. Both his self-efficacy and 

self-compassion scores improved at the end 

of the five weeks as evidenced by the scale 

results.  These interventions proved timely 

given Brian’s suspension and remediation.  

 

The observational and interview data were 

analyzed using NVivo software.  Several 

themes emerged from the qualitative data, 

including the stress he felt from the 

administration and his reactions to 

researchers’ feedback from their 

observations, interviews, and self-

compassion exercises/meditations. 

 

Sense of Efficacy Scale and Self-

Compassion Scale Results 

 

Although Brian’s self-efficacy scores are in 

the middle of the nine-point scale, averaging 

5.13 on pre-assessment and 5.75 on post-

assessment, he did show improvement in all 

three areas measured (see Table 1). His 

greatest improvement in self-efficacy was in 

the instructional strategies category (+1.13), 

particularly in regard to adjusting lessons and 

assessment strategies to individual needs.  

His classroom management self-efficacy was 

the second highest improvement score 

(+0.87), particularly in controlling disruptive 

behaviour.  

 

 

Table 1 

Pre and Post Scores on Teachers’ Sense of Efficacy Scale  

 

 Pre Post Change 

Student Engagement  
(includes questions 1, 2, 4, 6, 9, 12, 14, & 22) 

5.13 5.25 +0.12 

Instructional Strategies 
(includes questions 7, 10, 11, 17, 18, 20, 23, & 24) 

5.75 6.88 +1.13 

Classroom Management 
(includes questions 3, 5, 8, 13, 15, 16, 19, & 21) 

 

4.38 5.25 +0.87 

Average 5.13 5.75 +0.62 
Scale is based on a 9-point Likert-scale where 1=nothing, 3=very little, 5=some influence, 7=quite a bit, and 9=a 

great deal. For questions and scoring guide see http://u.osu.edu/hoy.17/research/instruments/#Sense. Scale and 

scoring guide used with permission from A. Woolfolk Hoy. 
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Table 2 illustrates how Brian’s self-

compassion scores increased from low 

(scores in the 1 to 2 range) to moderate 

(scores in the 2.5 to 3.5 range). The two items 

of particular note are the increase in self-

kindness with a positive change of 1.2 and a 

decrease in self-judgment of 0.8. Brian did 

not improve in the mindfulness category and 

his score for over-identified with self-

shaming went up instead of the preferred 

decrease.  

 

Table 2 

Pre and Post Scores on the Self-Compassion Scale 

 Pre Post Change 

Self-Kindness 
(includes questions 5, 12, 19, 23, & 26) 

1.8 3.0 +1.2 

Self-Judgment* 
(includes questions 1, 8, 11, 16, & 21) 

4.0 3.2 -0.8 

Common Humanity 
(includes questions 3, 7, 10, & 15) 

2.0 2.8 +0.8 

Isolation* 
(includes questions 4, 13, 18, & 25) 

3.8 3.0 -0.8 

Mindfulness 
(includes questions 9, 14, 17, & 22) 

2.8 2.8 -- 

Over-Identified* 
(includes questions 2, 6, 20, & 24) 

3.3 3.5 +0.2 

Average 2.3 2.8 +0.5 
Scale is based on a 5-point Likert-scale where 1=almost never and 5=almost always. Those items with an * are 

reverse coded. For questions and scoring guide see http://self-compassion.org/wp-content/uploads/2015/06/ 

Self_Compassion_Scale_for_researchers.pdf.  Scale and scoring guide used with permission. 

 

Emerging Themes from Observations 

and Interviews 

 

Four major themes emerged from the 

analysis of the data: (a) administration, (b) 

personal reactions, (c) classroom 

environment, and (d) belief in mindfulness 

and self-compassion.  The theme of 

administration had two sub-themes: lack of 

support and negative impact on student 

success.  The theme of personal reactions 

also had two sub-themes: verbal and 

emotional.  

 

Administration. Throughout this study, the 

largest impact on Brian’s sense of teaching 

self-efficacy was verbal input from 

administration regarding his teaching skills 

and a lack of administrative support with 

student behaviour management.  One 

concern he continually expressed was the 

negative impact administrative choices had 

on students.  Although Brian was put on 

suspension immediately before the study 

began and was subsequently put on 

remediation, his sense of self-efficacy had 

long before been affected by his 

administration, a source of social persuasion 

(Finnegan, 2013; Gallant, 2013; Goddard & 

Skria, 2006).  He reported receiving constant 

negative verbal input, and claimed he was 

always being told what he was doing wrong 

rather than what he was doing right. 

 

Lack of support.  In addition to negative 

verbal input, Brian’s biggest grievance 

seemed to be a lack of support, which is 

considered a critical factor influencing one’s 

ability to cope with stress (Flook, Goldberg, 

Pinger, Bonus, & Davidson, 2013).  He 

repeatedly commented that students never 

received repercussions from the school’s 

administrators for their behaviour, which 

Brian felt undermined his disciplinary 

approach within the classroom.  Cell phone 

use in class is one of the major problems 

teachers have faced at this particular high 

school.  Brian frequently asked the students 
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to put their phones away, but to no avail.  

When he lost his temper and told students 

they were acting like “a bunch of assholes,” 

he was suspended, but the students remained 

unpunished for their behaviour that 

contributed to the situation.  As Brian 

explained, “I feel like the administrators have 

cut my legs out from underneath me.  There 

is no support.”  He also explained how on 

more than one occasion, the principal came 

to observe him in class, noted the usage of 

cell phones, but never said anything to the 

students himself.  Brian felt the principal’s 

actions reinforced to the students that there 

were no repercussions for cell phone use.  In 

another example, Brian sent a group of 

students to the office after they threw pencils 

and a book at him. The students returned to 

class shortly thereafter without punishment 

for the assault.  

 

Negative impact on student success.  

Though his frustration level with student 

behaviour was high, Brian’s love of teaching 

was apparent in the compassion he expressed 

for the students’ well-being, something he 

felt the administration lacked.  In every 

interview, he mentioned how he disagreed 

with the teaching and testing processes that 

were implemented at his school, arguing that 

they did little to help the students. As Brian 

explained, “I think we’re screwing the kids 

that are really good, that could be excelling, 

using their imaginations, having fun with it, 

maybe learning something. . . . And the kids 

that don’t care about it yet, or their brains 

haven’t really clicked on yet in that sort of 

way.  I don’t think we’re doing them a good 

job either.”  

 

In regard to testing, Brian believed that the 

students are over-tested, and that those tests 

did not usually have a significant effect on 

their grades.  He said, “What happens with 

the kids that get a really high score on this 

test?  When it comes down to it, nothing.  

What happens to the kids that score really 

low?  The same thing.” Brian felt there was a 

better way for administration to handle the 

situation.  

 

Brian also believed that moving kids on to a 

more difficult math class was part of what 

causes student misbehaviour.  He stated,  

I guess it’s a state law that they have 

to be in their grade level core classes. 

. .but that’s ridiculous, because now 

we have kids, like in Math II, and it’s 

one of the reasons why the kids are 

acting the way they are.  Because they 

haven’t passed a math class in three 

or four years.  And they keep getting 

pushed forward.   

 

Brian saw how such negative impacts 

generated suffering and shame among 

students, a realization that increased his 

feelings of compassion for the students (Neff 

et al., 2005). 

 

Personal reactions. Because of Brian’s 

remediation status at the school, his journey 

with mindfulness and self-compassion was 

both difficult and timely. In the beginning 

Brian was skeptical and hesitant that the self-

compassion practices would help him in any 

way with his teaching practices. He 

expressed his uncertainty but thought the 

practices might at least help him.  He stated, 

“I don’t know.  Maybe it will.  There’s 

definitely room in there for that.  Yeah, it 

might make me more aware.” However by 

the end of the five weeks, Brian’s verbal, 

physical, and emotional reactions to these 

stressors, changes in the classroom 

environment and student participation, and 

the evolution in his teaching practices 

transformed. His final comments in the last 

interview were, “I really don’t doubt 

anymore that it [self-compassion and 

mindfulness] works, because I think it’s the 

power of your mind over your mind. . . . 

That’s what controls everything.”  It seemed 

that the mindfulness and self-compassion 

skills he was learning were making a positive 

difference. 

 

Verbal. In the beginning of the study, Brian 

frequently used sarcasm, but by the end of 

the study he was making fewer such 

statements.  Brian’s comments toward the 

students grew from being somewhat 

demeaning to being positive and 

encouraging.  During the first observation, 
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when one student conveyed his boredom, 

Brian responded, “Only boring people get 

bored.”  By the end, he praised the students 

for working hard and explained he needed to 

start providing them with more challenging 

warm-ups because of how well they were 

doing.   

 

Additionally, his comments toward himself 

also evolved positively.  In the beginning, 

self-demeaning comments were frequent.  In 

the first observation, he stated that he makes 

a lot of mistakes. His statements about his 

teaching and capabilities were consistently 

negative. However, by the last observation 

those self-demeaning remarks had 

diminished.  Brian began incorporating self-

compassion when he said, “I know I’m not 

the greatest teacher here, but I’ve been here a 

long time and I’ve done a lot of good too.”   

 

Emotional.  The negative verbal input that 

Brian has received the past several years, 

especially from administration and students, 

has taken an emotional toll on him, added to 

his sense of shame, and led him to wonder 

how much longer he could continue teaching.  

The feeling of wanting to give up has been 

documented as a coping method to avoid 

stress (Neff et al., 2005).  In the first 

interview, Brian mentioned that idea twice.  

One time he said, “I feel like I’m getting 

worn down.”  On another occasion he said, 

“I’m to the point now where I feel like I’m 

just getting old and I need to finish.  And I’d 

like to finish strong, but I don’t know.”  In 

the end, he was not beating himself up as 

much and was staying calmer under stress as 

evidenced by his “power of your mind over 

your mind” comment above and the 

researcher’s in-class observations. This 

reaction was also evident in his increased 

scale scores for self-kindness (Neff, 2003) 

and self-efficacy (Tschannen-Moran, & 

Woolfolk Hoy, 2001, 2014). 

 

Classroom environment.  In the beginning, 

the classroom atmosphere was chaotic —

students were having personal conversations, 

some were wandering around the room, a few 

were yelling out the windows, and over half 

of the students were on their cell phones 

throughout the entire class period.  During 

the last observation, the classroom 

environment had shifted and most of the 

conversations in class involved students 

explaining the math steps to their peers.  

Although there was still talking and personal 

conversations among students, the 

atmosphere was less chaotic than it had been 

in the past. 

 

During the second observation, the power 

went out. Because he could not use the 

document camera, Brian taught while 

moving around the classroom and found that 

class participation improved.  During the last 

observation when he was teaching at the 

front of the room, 17 out of 20 students were 

listening to the instruction and responding to 

questions.  At one point, the students had 

stopped working and started talking again.  

Instead of showing frustration in his tone and 

body language, Brian, without a sarcastic 

tone, said he liked them.  Afterward, the 

students began to pay attention to the lesson. 

His self-efficacy scores in classroom 

management and instructional strategies 

confirm these observations (Tschannen-

Moran, & Woolfolk Hoy, 2001, 2014). 

 

Belief in mindfulness and self-compassion.  

Being mindful of what is happening in the 

present moment is essential for developing 

self-compassion (Germer, 2009; Germer & 

Neff, 2013; Neff & Dahm, 2015).  In the end 

of the study, Brian believed mindfulness and 

self-compassion had made a difference in his 

teaching and stated, “I really don’t doubt 

anymore that it works, because I think it’s the 

power of your mind over your mind. . . . 

That’s what controls everything.”   

 

Summary of Brian’s Journey 

 

Brian was going through a particularly rough 

patch in his teaching career especially since 

he had just been placed on remediation.  The 

research study was designed to explore and 

improve Brian’s self-efficacy through 

meditation and self-compassion so that he 

could learn to show genuine kindness toward 

himself (Germer, 2009; Germer & Neff, 

2013; Neff & Dahm, 2015). Although we did  
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not know a remediation plan would be in 

place when we designed the study, we 

observed that our feedback and training in 

meditation and self-compassion contributed 

to a slight improvement in Brian’s overall 

self-efficacy and self-compassion during his 

remediation.   

 

It was clear throughout the study that Brian’s 

self-efficacy was hindered by the shame he 

felt, a finding similar to what Finnagan 

(2013) and Stephanou et al. (2013) found in 

their studies.  In many of the interviews, 

Brian expressed anger at the administration 

and at himself.  He had lost the ability to 

believe he could succeed (Bandura, 1997; 

Brown, 2007; 2012). 

 

Brian’s development of self-compassion was 

hindered by the short time-frame of the study 

and by his inability to practice the meditation 

exercises at home.  Because of the difficulties 

at school, Brian spent most evenings self-

judging rather than working on his 

meditations. He was unable to separate his 

shame from his humiliation. As Klein (1991) 

stated, “People believe they deserve their 

shame; they do not believe they deserve their 

humiliation” (p. 117). Although it was 

observed in the classroom and noted during 

the interviews and trainings that Brian’s self-

efficacy and self-compassion did improve 

during the five-week study, overall he was 

unable to gain clarity on his emotional pain, 

including the humiliation of being placed on 

remediation (Neff, 2003, 2011).  

 

 

 

 

 

 

Conclusion 

 

Although generalizing from a single person 

case study would be inappropriate, the 

themes and issues that emerged from this 

case study could affect any teacher. Because 

teachers are positioned as care-givers, a role 

that can take an emotional toll and lead to 

burn-out, they must learn to give themselves 

the same care and compassion that they give 

to others if they are to remain effective in 

their role (Flook et al., 2013).  In this way, 

teachers’ self-efficacy is contingent on their 

emotional well-being (Baldwin et al., 2006; 

Cross & Hong, 2012; Gallant, 2013; 

Stephanou, 2013), self-compassion, and 

mindfulness (Flook et al., 2013; Germer, 

2009; Neff, 2011; Neff & Dahm, 2015). 

 

Because research that examines both self-

compassion/mindfulness and the different 

roles people play in schools – administrators, 

teachers, staff, and students – is minimal, it 

is suggested that continuing research be 

conducted with these varying constituencies. 

Although this study indicated that using 

mindfulness paired with self-compassion 

assisted in coping with shame and negative 

emotions, every case might have different 

results. Recommendations for further 

research of self-compassion and mindfulness 

in schools include the following: a larger 

sample of participants; conducting the 

research for a longer period of time; pre-

identifying teachers, administrators, or 

students who have low self-efficacy and self-

compassion who might benefit from the 

training; comparing that group to those who 

do not identify as having low self-efficacy 

and self-compassion; and assuring that the 

participants commit to daily meditations.
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Abstract: This conceptual paper is intended to highlight the need for instructional support for 

teachers and academic lecturers who enter the profession without formal pedagogy training, and 

discuss how this phenomenon can be addressed via healthy collegial practices and institutional 

support. The paper also emphasizes the need for those who enter the teaching profession to hold 

knowledge seeking and knowledge sharing attitudes. The author shares and discusses a number 

of critical behavioural characteristics observed among academics. From the review of literature 

on collegial practices and knowledge sharing, this paper encourages academic institutions not 

only to encourage collegial practices, but turn them into platforms to provide supportive services 

for professional enhancement. True collegiality must pave way for knowledge seeking and 

knowledge sharing, especially in the context of improving instructional and pedagogical 

practices. 
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Introduction 

In an environment of uncertainty and 

unpredictability, people, their intellectual 

capital, and the culture they create are 

valuable assets in universities. Universities 

and institutions of higher learning grow and 

prosper from the knowledge of their faculty 

(Singer & Hurley, 2005). The quality of 

education in universities also very much 

depends on the quality of its academics. 

Hence, in higher education, collegiality is the 

cornerstone of professional work (Cipriano, 

2011). The nature of relationships among 

faculty members (i.e., academic community) 

has a substantive influence on the character 

and quality of the institution and on student 

accomplishment (Barth, 2006). As such, this 

paper focuses on the importance of 

pedagogical competencies among 

academics, and explores how academic 

institutions might make use of collegial 

strengths to improve instructional practices 

and increase professional status. 

 

In general, collegiality is often interpreted in 

context of the more superficial term, 

congeniality (i.e., a shared set of social 

behaviours), a criterion for institutional 

citizenship and work-place harmony 

(Hatfield, 2006). However, according to 

Cipriano (2011) collegiality should be 

evidenced in the manner in which faculty not 

only interact socially, but show genuine 

respect for one another, treat colleagues with 

dignity and civility, value their potential, 

benefit from the experiences of colleagues, 

work collaboratively to achieve a common 

purpose, and assume equitable 

responsibilities for the good of the discipline 

and faculty as a whole.   

 

Problem Statement 

The paramount concern for many 

prospective educators is their lack of basic 

knowledge in teaching, as many enter the 

profession with almost no formal teacher 

training (Coburn, 2001).  Many lecturers in 

higher learning institutions take up teaching 

(i.e., lecturing) positions without any basic 

pedagogical skills. Many institutions of 

higher learning do not seem to consider 

credentials in pedagogy as a criterion in their 

appointment of academic staff (Rosmawati, 

Razak, & Mahzan, 2016; Wambui, Ngari, & 

Waititu, 2016). Instead, many lecturers are 

often recruited merely on the basis of their 
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academic credentials or industrial 

experiences. Such hiring practices may 

reflect the corporatization of education, high 

rates of attrition, and flaws in individual 

organizational settings. Prospective 

candidates are interviewed by Human 

Resource personnel with advice and help of 

Deans or Department Heads who may have 

been appointed under similar conditions (i.e., 

without pedagogical training). These 

academics are assumed to possess the 

necessary knowledge, skills, and attitudes to 

navigate the academic environment.  

 

Lecturers under this recruitment process may 

be unaware of the importance of pedagogical 

skills, curriculum, principles of assessment 

and evaluation, and educational psychology. 

Furthermore, they may be reluctant to engage 

in professional development practices unless 

they are compelled to do so. Unfortunately, 

possessing a knowledge base or area of 

expertise does not automatically translate 

into the ability to impart this knowledge to 

others effectively. As such, it is important 

that lecturers develop their knowledge and 

skills in the dynamics of teaching, learning, 

and pedagogy in order to stay informed in 

their profession and to improve student 

learning. In this way, engaging in 

professional development and enhancing 

professional knowledge can be considered to 

be part of collegiality.     

 

Without access to the pedagogical skills of 

experienced educators, new members of the 

profession may be unprepared to face the 

challenges of the classroom and may be 

limited in their repertoire of instructional 

strategies. Without a sound knowledge base 

in education, pedagogy, and high-quality 

preparation, educators will either teach as 

they have been taught, or not teach at all 

(Freiberg, 2002). It is also probable that they 

end up ignoring the topic, teaching it 

shallowly, or promoting misconceptions, 

with each outcome leaving students 

inadequately prepared to confront the 

problems of the world (Stenhouse, 1975).  

 

In the light of these challenges, academic 

institutions should provide institutional 

support to empower their academics to 

enhance collegial practices and prepare them 

for classroom and other future challenges. 

Unfortunately, there are lecturers who do not 

believe in cooperative teaching and who do 

not discuss ideas for better and effective 

teaching with their colleagues. Indeed, there 

appear to be a number of alleged 

contradictions in the way lecturers view their 

professional abilities in higher learning 

institutions. These behaviours and associated 

implications are discussed below. 

 

a) Some lecturers seem to hold the 

impression that their job is superior to that of 

primary or secondary school teachers. 

Moreover, these educators are trapped in the 

fallacy that pedagogical knowledge is only 

relevant for educators at the primary and 

secondary school levels. 

 

b) Some lecturers tend to hold egocentric 

feelings that assume that their knowledge 

base is sufficient. Furthermore, they may 

believe that they hold mastery or authority in 

a particular subject area, basing their 

teaching ability on the number of years spent 

in their career. These so called time-based 

experts tend to believe effective teaching is 

limited to content delivery. As such, they are 

cut off from the true traits of the teaching 

trade, ignoring or lacking crucial knowledge 

associated with general pedagogy, subject-

specific pedagogy, student psychology, 

curriculum, and knowledge of organizational 

culture (Shulman, 1987, as cited in Arends, 

2001). Adhering to content delivery alone 

does not signify effective teaching, be it 

teaching at a primary, secondary or tertiary 

level. 

 

c) Some lecturers experience silence and 

isolation due to their low self-esteem and 

poor sense of professional efficacy. They are 

worried about interacting with their senior 

colleagues and peers, who they may be 

perceive as proficient in terms of their 

teaching abilities, for fear of being perceived 

as incompetent. In these instances, lecturers 

may work in isolation, feel shy, or lack the 



JISTE, Vol. 21, No. 2, 2017 
 

 

 

52 

social and communication skills that permit 

them to engage in collegial partnerships and 

collaborative learning. Still, there may be 

others who hold the misconception that it is 

inappropriate to discuss work-related issues 

with colleagues. In either case, these beliefs 

can hold negative implications for students’ 

academic performance. 

 

d) Some lecturers are self-content and elect 

to maintain a low profile in their interactions 

with their colleagues. These lecturers exhibit 

a modest behaviour; they seldom discuss 

difficulties encountered in their teaching, 

care about student needs, or engage in other 

areas of professional interest.     

 

e) Some lecturers blindly adopt materials 

such as power-point slides, notes, and 

assignment tasks that have been prepared by 

others, usually individuals who have 

previously taught the subject matter.  

Lieberman and Miller (1999) refer to this 

behaviour as “technical tinkering” and 

indicate that it likely will result in “failure” 

as such practices “infantilise knowledge 

sharing and push them into patterns of 

defensiveness and conservatism” (p. 5).  

 

A discussion about how collegial practices 

can work to overcome these challenges and 

provide necessary instructional support for 

academics is provided in the following 

section.  

 

Collegiality 

Past research has consistently underlined the 

contribution of strong collegial relationships 

to school improvement and success. High 

levels of collegiality among staff members is 

one of the characteristics found in successful 

schools. Strong and healthy collegial 

relationships among the teaching personnel 

is regarded as an essential component of 

institutional effectiveness (Arnold, 2014). 

Thus, collegiality is an important variable 

that deserves more attention, especially for 

those who work in higher education 

(Edwards, 2003). Collegiality is a 

discretionary behaviour that is not 

recognised by the formal reward system of 

the institution, but that promotes the effective 

functioning of educational organisations 

(Johnston, Shimmel, & O’Hara, 2012, p. 9). 

Creating a productive work climate within 

the faculty or the institution as a whole 

requires shared leadership and responsibility 

and relates to how members of the academic 

community engage in their share of the 

common workload (Pearce & Conger, 2003, 

p. 1).  

Despite the lack of one universal definition 

(Darling-Hammond & McLaughlin, 2011), 

the concept of collegiality is a central and 

critical feature of effective professional 

development efforts (Harris & Anthony, 

2001). True collegial relationships are those 

in which participants are united by a common 

purpose and shared identity (Vukelich & 

Wrenn, 1999, as cited in Shah, 2012).  

Although collegiality is often associated with 

being cooperative, pleasant, and ready to 

assist, a more precise definition of the term 

could include shared power and authority 

and cooperative interactions among 

colleagues (Freedman, 2009).  

As Allen (2004, p .1) concludes, “a faculty 

member who cannot work willingly and 

effectively with colleagues, may not be able 

to contribute adequately to the curricular 

needs or help sustain a productive 

community of scholars.” Sustainability 

efforts may be hampered when faculty 

members are divisive, uncompromising, and 

inflexible. Faculty morale and effectiveness 

may be compromised when one or more of 

its members do not share, or assume less 

responsibility, for achieving a shared 

purpose. Positive enactment of these 

elements form the foundation of successful 

interactions in academic life, or what is 

otherwise referred to as, collegiality 

(Cipriano, 2011). 

In this respect, knowledge sharing is a trait 

one exhibits to be an effective member of the 

faculty and should be treated as a distinct 

category of performance (Babalhavaeji & 

Kermani, 2011). The concept of collegiality 

as part of a psychological contract, allowing 

members of an academic community to work 
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in harmony and with full integrity in order to 

enhance their efficacy via knowledge sharing 

practices.  Focus must be on creating and 

sustaining a community of learners in which 

there is one-to-one mentoring as well as 

school-wide collaboration and conversation 

versus teaching in isolation (Middleton, 

2000, p. 52). Collegiality can be a virtue, a 

genuine concern of caring and sharing, that 

has the potential of breaking isolation among 

educators.  It will contribute to a paradigm 

shift in the knowledge, skill, judgement, or 

commitment that individuals bring to their 

work and will enhance the collective capacity 

of groups in institutions (Little, 1990, p. 

509). 

Lack of collegiality characterised by 

incivility in units, fractured community, lack 

of information sharing and collaboration, and 

aloofness are some of the most frequently 

mentioned factors associated with job 

dissatisfaction among faculty members 

(Norman, Ambrose, & Huston, 2006, p. 

352).  Schools or faculties that do not support 

or promote collegiality among their staff and 

allow their teaching personnel to work alone 

in their classrooms are potentially wasting 

human resources and contributing to 

disenchantment with the teaching profession 

(Zaharik, 1987, cited in Shah, 2012). 

Collegiality does not happen by chance; it 

needs to be planned and structured, taught 

and learned, and internalised (Shah, 2012). 

As such, collegiality is a reflection of 

educational leadership. 

 

Knowledge Sharing 

 

Knowledge sharing is a social interaction 

that promotes the adoption of effective 

practices and sustainability in education. 

This practice allows individuals to 

disseminate their knowledge among 

colleagues, as well as provide and absorb 

feedback (Davenport & Prusak, 2000). 

Higher learning institutions, in their 

aspirations to achieve long-term institutional 

success and enhanced standards (Howell & 

Annansingh, 2013) are ensuring that faculty 

members not only continue to generate new 

knowledge but seek, disseminate, and share 

knowledge with others. Higher learning 

institutions should encourage and promote 

the desire for knowledge sharing among 

academics (Breu & Hemingway, 2004). In 

the knowledge-based era, universities should 

seek to ensure success and permanence, 

organizational goals, and performance 

improvements (Sharma, 2010). 

Unfortunately, knowledge seeking and 

sharing practices among academics is a rare 

phenomenon (Skaik & Othman, 2014) let 

alone knowledge sharing for professional 

competencies. 

 

Collegiality and knowledge sharing play a 

vital role in augmenting professional growth 

and development, job satisfaction, 

organizational and professional 

commitment, as well as institutional quality 

and student performance. A supportive, 

collegial environment is one in which 

colleagues maintain open lines of 

communication and interaction and where 

they listen to the concerns and ideas of 

others. Faculty share their collegial expertise 

in order to engage in self-improvement and 

enhance student outcomes.  Supportive 

colleagues do not make inquiries for the 

purpose of evaluating peers’ work; but rather 

converse with peers out of genuine interest in 

what they are doing. They take pride and 

appreciate one another’s accomplishments, 

recognizing the efforts of every member of 

the team. As such, they do not perceive 

themselves to be in competition with one 

another, but seek to work in harmony with a 

true spirit of collaboration. Good colleagues 

respect their students, discuss their needs 

with their fellow colleagues, and assume 

joint responsibility in problem solving and 

decision making related to student outcomes. 

Educators at all institutional levels are 

encouraged to move away from the 

traditional norms of isolation and autonomy 

in favour of collegial and collaborative 

practices (Barth, 2006; Goddard, Goddard, & 

Tschannen-Moran, 2007; Jarzabkowski, 

2003; Retallick & Butt, 2004).      

 

It is believed that a conducive collegial 

environment characterized by respect,  
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dignity and genuine care for one another 

among faculty members can nurture a culture 

of knowledge seeking and knowledge 

sharing in academic institutions (Cipriano, 

2011). The social climate, trust among the 

members, and strong support from 

management are among the most influential 

factors that affect knowledge sharing in 

organizations (Rosendaal, 2009).  People are 

most willing to exchange knowledge with 

others when there is trust among them 

(Abrams, Cross, Lesser, & Levin, 2003). 

 

 

 

Conclusion 
 

It is essential that university administration 

promote collegial practices for instructional 

support. As there is often a gap between 

intent and delivery (either intentional or 

unintentional), it is important that educators 

work collegially with each other when 

carrying out their academic responsibilities. 

Academics must come to accept that they are 

lifelong learners and that the learning process 

is continuous with no boundaries. In this 

way, the onus lies on the part of faculty to 

improve the quality of their teaching. 

 

 

References 
 

Abrams, L. C., Cross,  R., Lesser, E., & Levin, D. Z. (2003). Nurturing interpersonal trust in  

knowledge sharing networks. Academy of Management Executives, 17(4), 64-77. 

 

Allen, M. (2004). University of Wyoming Office of Academic Affairs. Retrieved from  

University of Wyoming: http://www.uwyo.edu/acadaffairs/_files/docs/collegiali 

ty_service.pdf  

 

Arends, R. I. (2001) Learning to teach. (5th Ed.). New York, NY: McGraw-Hill Higher 

Education.  

 

Arnold. J. (2014). A subjective academic narrative reviewing academic collegiality. 

International Educational Research, 2(4), 26-37. doi: 10.12735/ier.v2i4p26  

 

Babalhavaeji, F., & Kermani, Z. J. (2011). Knowledge sharing behaviour influences: A case  

 of Library and Information Faculties in Iran. Malaysian Journal of Library and  

 Information Science. 16(1), 1-14. 

 

Barth, R. S. (2006). Improving relationships within the schoolhouse. Educational Leadership,  

 63(6), 8-13.  

 

Breu, K., & Hemingway, C. J. (2004). Making organisations virtual: The hidden cost of  

 distributed teams. Journal of Information Technology, 19(3) 191-202. doi:  

 https://doi.org/10.1057/  

 

Coburn, R. (2001). Saving the starfish: Recruiting and retaining qualified teachers and  

 principals. Atlanta, GA: Bell South. 

 

Cipriano, R. E. (2011). Facilitating a collegial department in higher education: Strategies for  

 success. San Francisco, CA: Jossey-Bass. 

 

Darling-Hammond, L., & McLaughlin, M. W. (2011). Policies that support professional  

 development in an era of reform: Policies must keep pace with new ideas about what,  

 when, and how teachers learn and must focus on developing schools' and teachers'  



JISTE, Vol. 21, No. 2, 2017 
 

 

 

55 

 capacities to be responsible for student learning. Phi Delta Kappan, 92(6), 81-92. 

 

Davenport, T. H., & Prusak, L. (2000). Working knowledge: How organizations manage what 

they know. Boston, MA: Howard Business School Press. 

 

Edwards, H. T. (2003). The effects of collegiality on judicial decision making. University of  

 Pennsylvania Law Review, 151(5), 1639-1690. doi: 10.2307/3313001 

 

Freiberg, H. J. (2002). Essential skills for new teachers. Educational Leadership, 59(6), 56- 

 60. 

 

Goddard, Y. L., Goddard, R. D., & Tschannen-Moran, M. (2007). A theoretical and empirical  

investigation of teacher collaboration for school improvement and student  

achievement in public elementary schools. Teachers College Record, 109(4), 877- 

896. 

 

Harris, D. L., & Anthony, H. M. (2001). Collegiality and its role in teacher development:  

 Perspectives from veteran and novice teachers. Teacher Development, 6(3), 371-390.  

 doi:10.1080/13664530100200150 

 

Hatfield, R. (2006). Collegiality in higher education: Toward an understanding of the factors  

 involved in collegiality. Journal of Organizational Culture, Communication and  

 Conflict, 10(1), 11-19. 

 

Howell, K., & Annansingh, F. (2013). Knowledge generation and sharing in UK universities.  

 A tale of two cultures? International Journal of Information Management, 33(1), 32- 

 39. doi: 10.1016/j.ijinfomgt.2012.05.003 

 

Jarzabkowski, L. M. (2003). Teacher collegiality in a remote Australian school. Journal of  

 Research in Rural Education, 18(3), 139-144. 

 

Johnston, P.C., Shimmel, T., & O’Hara, H. (2012). Revisiting the AAUP recommendations:  

 The variability of collegiality as a fourth criterion for university faculty evaluation.  

 College Quarterly, 15(1), 9. 

 

Lieberman, A., & Miller, L. (1999). Teachers transforming the world and their work. New  

 York, NY: Teachers College Press 

 

Little, J. W. (1990). The persistence of privacy, autonomy and initiative in teachers’  

 professional relations. Teachers College Record, 91(4), 509-536.    

 

Middleton, V. A. (2000). A community of learners. Educational Leadership, 57(8), 51-53. 

 

Norman, M., Ambrose, S. A., & Huston, T. A. (2006). Assessing and addressing faculty  

 morale: Cultivating consciousness, empathy and empowerment. Review of Higher  

 Education 29(3), 347-379. doi: 10.1353/rhe.2006.0013 

 

Pearce, C. L., & Conger, J. A. (2003). Shared leadership: Reframing the hows and whys of  

 leadership. Thousand Oaks, CA: Sage.  

 

Retallick, J., & Butt, R. (2004). Professional well-being and learning. A study of teacher-peer  

 workplace relationships. Journal of Educational Inquiry, 5(1), 89-99. 



JISTE, Vol. 21, No. 2, 2017 
 

 

 

56 

 

Rosendaal, B. (2009). Sharing knowledge, being different and working as a team. Knowledge  

 Management Research and Practice, 7(1), 4-14. 

 

Rosmawati, N. Y., Razak, A. A., & Mahzan, M. A. (2016). The conceptual framework of  

 knowledge attributes and professionalism practices among Malaysian Polytechnic  

 lecturers. Paper presented at the International Conference on Education and Regional  

 Development: Cross Cultural Education for Sustainable Regional Development,  

 Bandung, Indonesia.  

 

Shah, M. (2012). The importance and benefits of teacher collegiality in schools: A literature  

 review. Procedia - Social and Behavioural Science, 46(2012), 1242-1246.  

 https://doi.org/10.1016/j.sbspro.2012.05.282 

 

Sharma, A. (2010). Enabling knowledge management of organizational memory of groups  

 through shared topic maps (master’s thesis). Iowa State University, Iowa, USA. 

 

Singer, P., & Hurley, J. E. (2005). The importance of knowledge management today. Library  

 Worklife, 2(6), 1-3.  

 

Skaik, H. A., & Othman, R. (2014). Determinants of knowledge sharing behaviour among  

 academics in United Arab Emirates. International Journal of Knowledge and System  

 Science. 5(3), 54-70. doi: 10.4018/ijkss.2014070105 

 

Stenhouse, L. (1975). An introduction to curriculum research and development. London:  

 England. Heinemann. 

 

Vukelich, C., & Wrenn, L. (2012). Quality professional development: What do we think we  

 know? Childhood Education, 75(3), 153-158. 

 

Wambui, T. W., Ngari, J. M., & Waititu, A. (2016). Pedagogical skill of part-time lecturers  

 effects on quality of university education in public universities in Kenya. Prime  

 Journal of Social Science, 5(6), 1379-1395.   

 

Zaharik, J. A. (1987). Teachers’ collegial interactions. An exploratory study. The  

Elementary School Journal, 87(4), 385-396. doi: https://doi.org/10.1086/461503 

 

 

 

Author 

 

Seloamoney Palaniandy PhD, is an Associate Professor in the Faculty of Arts, Communication  

and Education (FACE) at the Infrastructure University Kuala Lumpur Malaysia. Seloamoney is  

interested in research on education and pedagogical sciences, especially with respect to matters 

pertaining to teachers’ professional lives, student engagement, teacher collegiality, and teacher   

professionalism. Seloamoney can be contacted at seloamoney@iukl.edu.my 

 

 

 

 

  



JISTE, Vol. 21, No. 2, 2017 
 

 

 

57 

PUBLICATION GUIDELINES 

 

The journal (JISTE) publishes articles by members of the International Society for Teacher 

Education (ISfTE). Exceptions are made for a non-member who is a co-author with a member, 

or who is invited to write for a special issue of the journal, or for other special/specific reasons. 

 Articles submitted to JISTE must be written in English, following manuscript guidelines 

(see below) and will be anonymously reviewed by referees. Each article must pass the 

review process to be accepted for publication. The editors will notify the senior author of 

the manuscript if it does not meet submission requirements. 

 Articles are judged for (a) significance to the field of teacher education from a global 

perspective, (b) comprehensiveness of the literature review, (c) clarity of presentation, and 

(d) adequacy of evidence for conclusions. Research manuscripts are also evaluated for 

adequacy of the rationale and appropriateness of the design and analysis. Scholarly 

relevance is crucial. Be sure to evaluate your information. Articles should move beyond 

description to present inquiry, critical analysis, and provoke discussion. 

 Articles pertaining to a particular country or world area should be authored by a teacher 

educator from that country or world area. 

 All manuscripts accepted for publication will be edited to improve clarity, to conform to 

style, to correct grammar, and to fit available space. Submission of the article is 

considered permission to edit to article. 

 The final decision to publish an article rests with the associate editor(s). 
 Published manuscripts become the property of the Society. Permission to reproduce articles 

must be requested from the editors. The submission and subsequent acceptance of a 

manuscript for publication serves as the copyright waiver from the author(s). 

 Writing and editorial style shall follow directions in the Publication Manual of the American 

Psychological Association (6th ed., 2009). References MUST follow the APA style manual. 

Information on the use of APA style may be obtained at www.apa.org. 
 

Manuscript Guidelines 

 
 Manuscript length, including all references, tables, charts, or figures, should be 3,000 to 5,000 

words. Maximum length is 6,000 words. Shorter pieces of 1500-3,000 words, such as policy 

review or critique papers are welcomed. 

 

 All text should be double-spaced, with margins 1 inch (2.5 cm) all around and left justified only. 

 

 Paragraphs should be indented using the “tab” key on the keyboard. No extra spacing should be 

between paragraphs. 

 

 Tables, Figures, and Charts should be kept to a minimum (no more than 4 per article) and sized to 

fit between 5.5 x 8.5 inches or 14 x 20 cm. 

 

 Abstract should be limited to 100-150 words. 

 

 Include four or five keywords for database referencing; place immediately after the abstract. 

 

 Cover page shall include the following information: Title of the manuscript; name(s) of author, 

institution(s), complete mailing address, email address, business and home (mobile) phone numbers, 

and fax number. Also on the cover page, please include a brief biographical sketch, background, 

and areas of specialisation for each author.  Please do not exceed 30 words per author. 

http://www.apa.org/


JISTE, Vol. 21, No. 2, 2017 
 

 

 

58 

 

 

Book and Other Media Review Submission 

Reviews of books or other educational media are welcome. Either the review or the item reviewed 

must be by a current member of ISfTE. Reviews must be no longer than 1000 words. 

Annotation of Recent Publications by Members Submission 

ISfTE members may submit an annotated reference to any book which they have published during the 

past three years. Annotation should be no longer than 150 words. 

 

SUBMISSION REQUIREMENTS 

 
It is preferred that articles be submitted directly to the editor, Karen Bjerg Petersen at kp@edu.au.dk. 

To submit an article by email, send it as an attachment using MS Word, if at all possible.You may also 

submit by mail by sending the article on either a computer disk or flash drive. Storage items will not be 

returned. 

 

Manuscripts and editorial correspondence should be directed to: 

Dr. Karen Bjerg Petersen, Editor, JISTE Email: kp@edu.au.dk 

Niels Juelsgarde 894, bygn 2110 

8200 Århus, N. 

University of Aarhus 

Denmark 

 

Book Reviews should be directed to: 

Dr. Leanne Taylor, Associate Editor, JISTE                            Email: ltaylor3@brocku.ca  

Brock University 

Canada 

 

Dr. Vera Woloshyn, Associate Editor, JISTE                                Email: vwoloshyn@brochu.ca 

Brock University 

Canada 

Future Issues and Submission Deadlines  

 

 

2018 (Volume 22, Number 1) 

Theme – Education: Teaching and Learning for the Future is the theme chosen by the conveners of the 

38th seminar for ISfTE held at Aarhus University, Denmark, April 2017. For JISTE publication, 

participants are invited to revise their seminar papers, attending carefully to the manuscript and 

publication guidelines, and submit them to the journal for consideration. Book reviews on the theme are 

also invited. 

Deadline for submission has passed: Publication by May/June 2018 

 

 

 

2018 (Volume 22, Number 2) 

Open issue. We invite members of ISfTE to submit articles for this issue. Members are encouraged to 

co-author articles with their students or colleagues who may not be members of ISfTE. Authors who are 

not members of ISfTE may submit articles for this open issue. In case their articles are accepted for 

publication, the authors must pay membership fee to ISfTE. Book reviews and reflection papers are also 

invited. 

Deadline for submission: May 1, 2018 – Publication by December 2018

mailto:kp@edu.au.dk
mailto:kp@edu.au.dk
mailto:ltaylor3@brocku.ca


JISTE, Vol. 21, No. 2, 2017 
 

 

 

59 

 

 

Front Cover 

 

These institutions’ logos appear on the front cover of this issue: University of South Africa, 

UNISA sponsored the ISfTE seminar in 2016. The other four institutions – Aarhus University, 

Hong Kong Baptist University, Weber State  University, and Brock University 

– support JISTE with their on-going sponsorship and/or the support of the work of the editors, 

officials of ISFTE . If other institutions would like to participate, please contact the journal’s 

editor, Karen Berg Petersen. 

 

UNISA - University of South Africa is the largest university on the African continent and 

attracts a third of all higher education students in South Africa. The university has over 300,000 

students and, apart from campuses all over South Africa, UNISA is an open distance education 

institution. As a comprehensive university, Unisa offers both vocational and academic 

programmes, many of which have received international accreditation, as well as an extensive 

geographical footprint, giving their students recognition and employability in many countries 

the world over. 

Aarhus University is the second oldest university in Denmark. It is also the largest university 

in the country with over 43,000 students. It offers programmes in both undergraduate and 

graduate studies. Although the main campus is in the city of Aarhus, Denmark, the university 

has small campuses in Copenhagen and Herning. 

 

Hong Kong Baptist University was founded by the Baptist Convention of Hong Kong in 1956 

as a post-secondary college and became a fully-fledged university in 1994. It now boasts eight 

faculties and schools and an academy offering a wide range of undergraduate and postgraduate 

programmes to around 8,400 students. 

 

Weber State University in Ogden, Utah, United States, was founded in 1889. It is a 

coeducational, publicly supported university offering professional, liberal arts, and technical 

certificates, as well as associate, bachelor’s, and master’s degrees. Currently, over 25,000 

students attend the university. 

 

Brock University is a public research university in St. Catharines, Ontario, Canada. Brock 

offers a wide range of programs at the undergraduate and graduate levels, including professional 

degrees. Brock was ranked third among Canadian universities in the undergraduate category for 

research publication output and impact indicators in 2008.

https://en.wikipedia.org/wiki/Public_university
https://en.wikipedia.org/wiki/Research_university
https://en.wikipedia.org/wiki/St._Catharines
https://en.wikipedia.org/wiki/Ontario
https://en.wikipedia.org/wiki/Canada


 

 

 


