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ABSTRACT
The purpose of this study is to investigate which professional learning experiences affect
teaching self-efficacy and achievement goal orientations of kindergarten teachers in Kuwait. In
addition, the association between teachers’ perceptions about the effects of professional learning
experiences on their sources of self-efficacy and their levels of self-efficacy and achievement
goal orientations are explored. The study is based on Bandura’s theoretical framework for selfefficacy and the concept of achievement goal orientations.
This quantitative study is based on data from a measurement instrument comprised of
three surveys: two adopted from previous research which measure teachers’ self-efficacy and
achievement goal orientations, and one developed and validated during this study which measures
teachers’ perceptions about the effects of professional learning experiences on their sources of
self-efficacy. The results, which are based on data collected from 629 kindergarten teachers in
Kuwait, suggest that professional learning experiences aimed at developing mastery experience
and fostering social persuasion are associated with positive motivational outcomes (i.e., high selfefficacy and adoption of the mastery achievement goal orientation). The results also show that
Kuwaiti kindergarten teachers tend to adopt performance goal orientations more than mastery
achievement goal orientations. Moreover, a direct relationship exists between years of experience
and self-efficacy: less experienced teachers tend to have lower self-efficacy levels than more
experienced teachers.
These findings have several important implications. Suggestions are made for the design
of effective professional learning experiences that can best promote positive motivational
outcomes for teachers. Moreover, these findings contribute to the education field by providing
valuable evidences from a non-Western cultural context.
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Chapter 1

Introduction
Motivation
In today’s educational environment, schools have pressing needs for highly qualified
teachers. By participating in continuous professional learning experiences, teachers can enhance
their competencies—and in turn, their performance—in classrooms (Darling-Hammond &
Baratz-Snowden, 2007). Experts have called on policymakers to provide funding for professional
learning experiences and to enact regulations that compel educational administrators to prioritize
professional learning (Ball & Cohen, 1999; Putnam & Borko, 1997). Researchers in the field
have made recommendations that support teachers’ engagement in professional learning
experiences and have even called for mandatory participation. In other similar reports, experts
have emphasized the importance of effective professional learning on teachers’ performance (see
for example, Borko, 2004, Cohen & Hill, 1998, 2000; Kennedy, 1998; Wang, Frechtling, &
Sanders, 1999). These calls echo the concerns of both educators in the field of teacher
preparation and policymakers, who have recognized the need for research addressing issues that
may strengthen the impact of professional learning experiences on teachers’ classroom
performance (see for example, Desimone, 2009).
Due to its significant implications on students’ learning outcomes, both researchers and
educators have expressed concerns about the effectiveness of professional learning experiences
for enhancing teachers’ performance. Recently, The New Teacher Program (TNTP) (Weisberg,
2015) conducted a large field investigation to study how three large public school districts and
one charter school network in the United States support teachers’ professional growth. A survey
of more than 500 school leaders and more than 10,000 teachers revealed that only 30% of
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teachers had reported an improvement in their performance over the course of several years,
despite massive and laudable investments in teacher improvement by their districts. In the report,
the researchers admitted:
We were disappointed not to find what we were looking for. Instead, we found
that the enormous investment districts are making in teacher improvement isn’t
helping nearly enough teachers actually improve. School systems really are
trying to help their teachers, but they’re not helping nearly as much as they think.
(Weisberg, 2015)
In other countries, researchers have reported similar findings of ineffective professional
learning experiences for teachers (see for example, Opfer & Pedder, 2011; Al-Fajjam, AlMansouri & Aldwaeelah, 2017). The lack of effective professional learning may be detrimental
to teachers’ competence, which can have far-reaching consequences in a field dedicated to
preparing future leaders. It is therefore imperative that researchers work toward identifying the
characteristics of effective professional learning experiences, as these experiences are the most
viable way to improve teachers’ performance.
Birman et al. (2007) reported some statistics about the investments that schools have
made in professional learning experiences and the number of hours that schoolteachers dedicate
to professional learning each year. However, these statistics are not the focus of this study. Of
primary interests in this investigation are: (a) identifying teachers’ perceptions about the
effectiveness of professional learning experiences on enhancing their sources of self-efficacy, and
(b) determining which professional learning experiences have strong associations with teachers’
beliefs about their abilities. The goal of this research is to not only identify the types of
professional learning experiences that may effectively improve teachers’ performance, but also
link them with their achievement goal orientations—a measure used to identify teachers’ personal
objectives.
Numerous researchers (Bray-Clark & Bates, 2003; Czerniak, Beltyukova, Struble, Haney,
& Lumpe, 2006; Gist, Bavetta, & Stevens, 1990; Marquis, 2015; Marx, 2015; Porter, 2014;
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Powers, Kaniuka, Phillips, & Cain, 2016; Ross & Bruce, 2007; Stegall, 2011; Tschannen-Moran
& Hoy, 2001; Tschannen-Moran & McMaster, 2009; Willis, 2015) have investigated the impact
of professional learning on teachers’ performance, and many have placed particular emphasis on
the role of teachers’ self-efficacy beliefs.
As part of social cognitive theory, Bandura (1977a, p. 3) introduced the conceptual
construct of self-efficacy, defined as “beliefs in one’s capabilities to organize and execute the
courses of action required to produce given attainments.” The construct of self-efficacy is often
confused with a person’s self-confidence. According to Schunk and Pajares (2004), confidence
refers only to the strength of belief in one’s abilities and may fail to specify the object of that
belief; thus, confidence is a more general term than efficacy. Bandura (1977a) identified four
sources that affect one’s self-efficacy: mastery experience, vicarious experience, social
persuasion, and physiological reactions. In the education field, researchers have used the concept
of self-efficacy to describe teachers’ beliefs in their abilities to perform various tasks in their
schools. When measuring teachers’ self-efficacy, researchers typically ask teachers to indicate
their level of agreement with items such as “I have the necessary skills to perform the job,” and “I
compare favorably with other teachers.”
Another conceptual construct that has attracted the attention of researchers in the
educational field recently is achievement goal orientation, defined as “one’s consolidated
preferences and tendencies that have stabilized as a result of repeated person-affordance
interactions within the boundaries of specific achievement settings” (Gegenfurtner & Hagenauer,
2013, p. 2). Researchers have investigated many goal orientations for teachers, both professional
and personal by asking teachers to indicate their level of agreement with items such as “I strive to
acquire more skills as a teacher,” and “I strive to be a better teacher than my peers.”
The demonstrated link between teachers’ performance in the classroom and these two
constructs (Bray-Clark & Bates, 2003; Butler & Shibaz, 2008; Cho & Shim, 2013; Gist et al.,
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1990; Han, Yin, & Wang, 2015; Kaplan, Middleton, Urdan, & Midgley, 2002; Kunst, van
Woerkom, & Poell, 2018; Mansfield & Beltman, 2014; Porter, 2014; Powers et al., 2016;
Retelsdorf, Butler, Streblow, & Shiefele, 2010; Shim, Cho, & Cassady, 2013; Tschannen-Moran
& McMaster, 2009; Wang, Shen, Luo, Hu, & Garn, 2018) emphasizes the importance of
identifying teachers’ self-efficacy beliefs and achievement goal orientations in order to evaluate
the effectiveness of teachers’ professional learning experiences. Addressing teachers’ selfefficacy beliefs and achievement goal orientations holds potential for promoting effective
professional learning experiences by generating insights into how supervisors can design
professional learning experiences that foster improved performance among teachers.
I established several goals for this investigation into the effectiveness of teachers’
professional learning experiences in Kuwait: (a) to assess the association between Kuwaiti
kindergarten teachers’ perceptions about the effects of professional learning experiences on their
sources and levels of self-efficacy and their achievement goal orientations; (b) to explore the
perceptions of Kuwaiti kindergarten teachers about the effects of professional learning
experiences on their sources of self-efficacy; (c) to assess the self-efficacy beliefs of Kuwaiti
kindergarten teachers; and (d) to assess the achievement goal orientations of Kuwaiti kindergarten
teachers.
The literature is rich with studies assessing the impact of professional learning on
teachers’ self-efficacy (Bray-Clark & Bates, 2003; Gist et al., 1990; Porter, 2014; Powers et al.,
2016; Tschannen-Moran & McMaster, 2009). These studies have demonstrated the reliability of
several assessment tools that can be used to measure teachers’ self-efficacy (e.g., TschannenMoran & Hoy, 2001). Moreover, these studies reveal a clear linkage between the effectiveness of
professional learning and the enhancement of teachers’ self-efficacy beliefs. However, findings
from these studies do not yield a consensus understanding of the impacts of professional learning
on sources of self-efficacy (Morris, Usher, & Chen, 2017).
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Furthermore, the literature includes many studies about teachers’ achievement goal
orientations (Butler & Shibaz, 2008; Cho & Shim, 2013; Han et al., 2015; Kaplan et al., 2002;
Kunst et al., 2018; Mansfield & Beltman, 2014; Retelsdorf et al., 2010; Shim et al., 2013; Wang
et al., 2018). Some researchers have developed assessment tools to infer teachers’ achievement
goal orientations (see for example, Shim et al., 2013). However, the literature remains limited,
and topics such as the role of professional learning experiences in shaping teachers’ achievement
goal orientations warrant further investigation.

Contribution of the study

Overview
This study is important because it reveals significant issues associated with professional
learning experiences that influence teachers’ self-efficacy and achievement goal orientations. To
address these issues appropriately, educators must develop a better understanding of and insights
into the association between professional learning experiences and sources of self-efficacy and
achievement goal orientations. Once this association is identified, professional learning designers,
such as educational supervisors, can develop new strategies to design more effective professional
learning programs that foster high self-efficacy levels and favorable achievement goal
orientations among teachers. Strategies of this nature could yield huge benefits in terms of
optimizing the return on professional learning investment and teachers’ time utilization. My
findings, based on a quantitative research approach, identify the types of professional learning
experiences that contribute to positive motivational outcomes for kindergarten teachers in
Kuwait.
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Theoretical grounding
According to Patton (2002), a study’s guiding theoretical constructs are based on the
questions a researcher seeks to answer. Based on this study’s primary goal of identifying the
association between the effectiveness of professional learning experiences, teachers’ self-efficacy
beliefs, and teachers’ achievement goal orientations, I based my research on three theories to
guide this investigation: change theory (Lewin, 1935), self-efficacy theory (Bandura, 1977a), and
achievement goal orientations theory (Dweck,1986; Nicolls, 1984; Ames,1992). Change theory
provides a theoretical framework to describe how professional learning changes teachers’ beliefs
and thoughts (Guskey, 2002). Self-efficacy theory describes teachers’ beliefs in their abilities to
perform certain tasks. Achievement goal orientations theory defines teachers’ personal and
professional goals. In this study, I developed an instrument to assess the association between
professional learning experiences and the four sources of self-efficacy.

Research questions
In this research, I sought to identify the association between the professional learning
experiences, self-efficacy beliefs and achievement goal orientations of Kuwaiti kindergarten
teachers. I also aimed to quantify their self-efficacy levels and achievement goal orientations.
By considering their years of teaching experience, I also investigated changes in teachers’
perceptions about the effects of professional learning experiences on their sources of self-efficacy
over time. Moreover, I assessed changes in teachers’ self-efficacy beliefs and achievement goal
orientations over time as they accumulate more teaching experience. The following research
questions framed the design of the study, data collection, and data analysis:
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What is the relationship between the motivational outcome measures of teaching selfefficacy and achievement goal orientations of kindergarten teachers in Kuwait?



Do teaching self-efficacy and achievement goal orientations vary based on years of
experience as a classroom teacher?



Which professional learning experiences have the strongest positive association with
teaching self-efficacy and achievement goal orientations of kindergarten teachers?

Limitations and delimitations of the study
This survey-based study has several limitations inherent to quantitative research. One of
the main limitations is biased survey design—that is, the survey questions might be formulated to
reflect the researcher’s understandings and beliefs. To minimize the effect of this limitation, I
avoided using leading questions in my instrument that encourage desired answers. An example of
a leading question is: “Do you agree with the majority of teachers that professional learning
experiences are important to enhance self-efficacy?” Instead, I used naturally worded questions
that do not influence participants to provide specific answers. As indicated by Sue and Ritter
(2012, p. 55) “the validity of a questionnaire response may be compromised in three ways: (a) if
respondents feel pressure to respond in socially desirable ways, (b) if respondents do not know or
cannot accurately estimate the information requested, and (c) if respondents do not have opinions
on topics about which they are asked.” In addition to these measures to prevent bias in the
questionnaire, I conducted a pilot test to ensure the clarity of the instrument’s items.
Another limitation that is usually encountered in quantitative research is variation in how
participants interpret their levels of agreement and disagreement with the questions asked. To
address this potential limitation, I used a 5-point Likert scale to minimize variation among
teachers’ responses, as suggested by the panel of experts who reviewed the research instrument.
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In many quantitative studies, sample selection constraints (i.e., small sample size) can
weaken the generalizability of outcomes; typically, a large sample size is required to represent the
target population. However, a large sample creates another challenge related to finding proper
resources to collect and analyze data. The population of this study is around 6,000 kindergarten
teachers in Kuwait, according to Ministry of Education (MoE) statistics. As suggested by many
researchers, an appropriate sample size of a population yields a 95% confidence level and a 5%
margin of error (see for example: Krejcie and Morgan, 1970). Based on this confidence interval
and margin of error, the appropriate sample size of this study was calculated as ~ 600 teachers. In
this study, I collected data from 629 kindergarten teachers who entered their answers directly into
an online data analysis tool, Survey Monkey.
Another limitation is related to the online data collection approach. In this study, I used
SurveyMonkey platform to collect teachers’ responses online. A link to the instruments’ items
was shared with kindergarten teachers and they were asked to respond to the questions by
providing their answers online. This data collection approach might be encouraging only for
motivated teachers who are willing to share their opinions. Hence, the sample of the study might
be not representative of the kindergarten teachers in Kuwait.
Because it has some advantages and strengths, a quantitative approach provides a broad
view of the extent to which a phenomenon occurs. Moreover, since survey responses are
numerical values, data can be presented, analyzed and compared in a more powerful way.
Beyond the methodological issues, another limitation of the study might be the lack of
similar studies in Kuwait to which the results might be compared. That said, this study benefits
from the fact that a unified national curriculum had been implemented across research sites,
meaning that kindergarten teachers are expected to pursue similar learning objectives in their
classrooms.
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Preview of remaining chapters
In Chapter 2, I present a literature review on the effective professional learning
experiences for teachers, self-efficacy theory of motivation, and achievement goal orientation
theory of motivation. The literature review provides the necessary background to situate my
research within the field of study.
In Chapter 3, I describe my research methodology in detail, including data collection and
analysis techniques and the strategies used to ensure the validity and reliability of my
measurement instrument. In Chapter 4, I present my data analysis and the results of this study.
In Chapter 5, I summarize my findings and conclude by answering the research questions,
discussing implications and providing some recommendations.
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Chapter 2

Review of the Literature
This research is grounded in social cognitive theory and builds upon current knowledge
concerning the association between professional learning experiences, teachers’ self-efficacy and
achievement goal orientations. A review of the effectiveness of teachers’ professional learning
programs, social cognitive theory, teachers’ self-efficacy, and teachers’ achievement goal
orientations are presented here as a basis for the study.

Professional learning for teachers

Professional learning is a key strategy to improve skills and transfer knowledge between
employees in most professions. Recognizing the importance of professional learning to support
learning systems, researchers in the education field have tried to define what constitutes
professional learning in education. From an academic perspective, professional learning can be
defined differently, depending on a researcher’s topic or a scholar’s goals. For example, Little
(1987, p. 491) defined professional learning in education as “any activity that is intended partly or
primarily to prepare paid staff members for improved performance in present or future roles in
the school districts.” More specifically, researchers have tried to define professional learning
experiences that target schoolteachers. For example, Day (1999, p. 4) defined teachers’
professional learning experiences as:
the process by which, alone and with others, teachers review, renew and extend
their commitment as change agents to the moral purposes of teaching; and by
which they acquire and develop critically the knowledge, skills, planning and
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practice with children, young people and colleagues through each phase of their
teaching lives.

Wei, Darling-Hammond, Andree, Richardson, and Orphanos (2009) provided another definition
of professional learning for teachers that highlights the link between teachers’ professional
learning experiences and improving students’ learning.
The previous definitions were suggested by scholars from a Western context, but
researchers from cultural contexts more closely aligned with the cultural context of this study
provided similar definitions of professional learning experiences. For example, Shenouda (2001)
defined teachers’ professional learning experiences as “every worthwhile effort that helps
teachers to take advantage of the opportunities available to improve their career and to constantly
increase their learning” (as cited in Al-Fajjam, Al-Mansouri, & Aldwaeelah, 2017, p. 589).
Moreover, Al-Sayeed (2017) indicated that teachers’ professional learning experiences are
planned, organized, and achievable processes aimed at improving teachers’ knowledge, skills,
behavior, and emotions by providing them with the necessary information and skills.
Furthermore, Al-Sayeed (2017) stressed that teachers’ professional learning experiences aim to
develop positive attitudes to improve the level of learning and education, and consequently meet
the evolving needs of society.
In light of these definitions and many others reported in the literature, teachers’
professional learning experiences can be viewed as systematic efforts to initiate changes in
teachers’ attitudes and beliefs with the goal of improving students’ learning. Thus, the main
objective of professional learning experiences is to improve teachers’ knowledge and skills in
order for them to perform their duties in the best possible manner.
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Importance of professional learning in instructional reform
Professional learning experiences are ideally designed to foster positive changes in
teachers’ attitudes and beliefs that are essential to improving students’ learning outcomes.
According to Guskey (2002), changes in teachers’ attitudes and beliefs lead to changes in their
classroom behavior that ultimately improve student learning. In short, professional learning
experiences enhance teachers’ performance and help them perform their job duties to improve
students’ levels of academic achievement.
Teachers’ professional learning is crucial to students’ academic success because evidence
shows that students’ academic achievement is strongly linked to teachers’ teaching performance
(Desimone, Smith, Baker, & Ueno, 2005; Yoon, Duncan, Lee, Scarloss, & Shapley, 2007).
Specifically, evidence shows “that professional development can lead to improvements in
instructional practices and student learning” (Borko, 2004, p. 3). Many researchers believe that
professional learning experiences influence students’ learning indirectly. According to Yoon et
al. (2007), professional learning experiences affect student achievement via three sequential steps.
In the first stage, professional learning experiences enhance teachers’ knowledge and skills. In the
second stage, teachers with better knowledge and skills improve their classroom teaching
practices and approaches. In the third stage, improved teaching yields higher levels of student
learning and academic achievement.
Another important implication of effective teachers’ professional learning experiences
can be comprehended when discussing the issue of educational system reform. Teachers’
professional learning is a key factor for transforming professional and school culture. For
example, the literature is rich with articles that recognize the impact of teachers’ professional
learning on improving the quality of U.S. schools (see for example, Borko & Putnam, 1995;
Carnegie Forum on Education and the Economy, 1986; Darling-Hammond, 1993; Holmes Group,
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1986; National Commission on Teaching and America’s Future, 1997; Talbert & McLaughlin,
1993; Thompson & Zeuli, 1999). This recognition has led policymakers and educational scholars
to demand professional learning for teachers (see for example, Borko, 2004). In fact, many
researchers have indicated that in the United States, substantial resources have been spent on
teachers’ professional learning experiences at the local, state, and federal levels (see for example,
Desimone, 2009). Moreover, other researchers have reported that the U.S. federal government
spent about $1.5 billion on teachers’ professional learning in the academic year 2004–2005
(Birman et al., 2007)
Researchers in other countries also recognize the importance of teachers’ professional
learning experiences and implications for education system reform. From example, the Kuwaiti
Teachers Society organized a national conference in April 2018 based on the theme “Teachers’
professional development and contemporary challenges” (Kuwait Ministry of Education, 2018).
The conference focused on the importance of teachers’ professional learning experiences and
attendees emphasized the need to apply more effort toward developing strategies to ensure the
effectiveness of professional learning experiences in Kuwaiti schools.
Despite the worldwide recognition of the importance of professional learning to
educational reforms and substantial investments in the implementation of professional learning
experiences, many researchers have reported that current professional learning programs for
teachers are woefully inadequate (Borko, 2004). In fact, a review of literature revealed that most
of these experiences are ineffective (Guskey, 2002). Therefore, it is critical to understand which
types of professional learning experiences effectively enhance teachers’ performance in
classrooms, especially given the substantial financial and human resource investments involved.
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Features of effective professional learning experiences
For professional learning experiences to be effective, teachers must become lifelong
learners who utilize methods that are likely to lead them to improve professional practices. Many
researchers have investigated why teachers’ professional learning experiences are ineffective.
Guskey (2002) indicated that majority of teachers’ professional learning experiences are
ineffective because they fail to address two important factors: (a) to understand what encourages
teachers to participate in professional learning experiences, and (b) to understand the process by
which professional learning experiences change teachers’ behaviors. Other researchers have
focused on identifying the content and characteristics of successful professional learning
experiences (Borko, 2004). For example, Desimone (2009) indicated that there is a consensus
among many researchers about some characteristics of professional learning experiences that can
improve teachers’ skills and knowledge and enhance their classroom performance, thereby
increasing student achievement. She indicated that the following characteristics are crucial to the
success of any professional learning experiences for teachers: (a) the content of the program
should be focused and clear, (b) the participants should be active learners, (c) program segments
should be coherent, (d) the program should have a proper duration, and (e) collective participation
should be fostered.
On the other hand, many researchers have pointed out that there is no clear evidence of
which characteristics of teachers’ professional learning experiences are effective and actually lead
to improvements in student learning (see for example, Wayne, Yoon, Zhu, Cronen, & Garet,
2008). In light of the disagreement among researchers about the characteristics of effective
professional learning experiences, there is a pressing need for more studies and investigations that
explore the effectiveness of teachers’ professional learning experiences to reveal how these
experiences contribute to the enhancement of teachers’ performance in classrooms.
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Types of professional learning experiences
As indicated previously, many definitions of teachers’ professional learning experiences
exist in the literature. Moreover, there is no clear definition of what constitutes a professional
learning experience for teachers. Teachers’ professional learning experiences take many forms
and may include workshops, mentoring sessions, coaching, peer review exercises, reflection
periods and assessments, among others. According to Desimone (2009, p. 181):
Teachers experience a vast range of activities and interactions that may increase
their knowledge and skills and improve their teaching practice, as well as
contribute to their personal, social, and emotional growth as teachers. These
experiences can range from formal, structured topic-specific seminars given on
in-service days, to everyday, informal “hallway” discussions with other teachers
about instruction techniques, embedded in teachers’ everyday work lives.
The selection of an appropriate professional learning experience for teachers is based on many
factors such as school type, grade level taught and the availability of financial and human
resources.

Professional learning experiences of kindergarten teachers in Kuwait
The kindergarten education system in Kuwait is based on a teacher-centered instructional
approach, where teachers control and dictate the educational environment in classrooms. Each
kindergarten is staffed by approximately 20 kindergarten teachers and one educational supervisor.
The educational supervisor is a senior kindergarten teacher with a minimum of 15 years of
teaching experience. Kindergarten teachers’ supervision is important because it provides
guidance and significantly influences teachers’ performance in classrooms. One of the main roles
of the educational supervisor is to help kindergarten teachers run their classrooms properly to
ensure compliance with the national kindergarten curriculum set by the MoE. In many
kindergarten settings, the supervisor also designs and implements a year-long professional
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learning program for kindergarten teachers. The program is a series of systematic professional
learning experiences that run throughout the academic year. The goal of these experiences is to
equip kindergarten teachers with the knowledge and skills necessary to perform their duties in the
best possible manner. These experiences might include attending 2- to 3-day workshops focused
on specific topics, such as introducing new curriculum items or providing training on new
technology tools for teaching. Sometimes, kindergarten teachers are invited to attend a model
lesson presented by one of their colleagues or to present a model lesson to others. Kindergarten
teachers also observe their colleagues’ teaching through routine classroom visits as another type
of professional learning strategy.
The overall objective of the various professional learning experiences in kindergartens is
to improve teachers’ performance in classrooms. Therefore, classroom performance can be used
as an indicator of the effectiveness of professional learning experiences. Different measures have
been used to assess teachers’ performance in classrooms; some of the most widely used measures
are teachers’ self-efficacy and teachers’ achievement goal orientations (See for example,
Pendergast, Garvis, and Keogh, 2011; Butler, 2007). The following sections provide theoretical
background information about these two constructs.

Social cognitive theory
Social cognitive theory (Bandura & Walters, 1963) focuses on the importance of social
interaction, social standards and social context in the experience of learning. This means that
learning is not conducted in a vacuum, but in a social environment. Many people have
demonstrated that behavioral, social and other patterns are acquired through simulation and
learning. This theory focuses on the idea that observational learning and vicarious reinforcement
play significant roles in human learning. Opposite to behavioral theories, social cognitive theory
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stresses that human behavior, change, and adaptation are based on cognitive, vicarious, selfregulatory, and self-reflective processes, rather than reactive responses (Bandura, 1977b).
According to Bandura, a person’s behavior both influences and is influenced by personal factors
and the social environment, as shown by the triadic reciprocal determinism model in Figure 2-1.

Personal Factors

Environmental Factors

Behavioral Factors

Figure 2-1: Bandura’s (1977a) model of triadic reciprocal determinism.

According to social cognitive theory, four processes are required to achieve goal
realization: self-observation, self-evaluation, self-reaction, and self-efficacy (Redmond, 2010).
Self-observation can reveal one’s progress toward goal attainment. Two factors are important in
this process: regularity and proximity. Regularity means that the behavior should be observed
frequently, whereas proximity means that observations should be made during or shortly after the
occurrence of a behavior. When engaging in self-evaluation, an individual compares his or her
current performance with a desired performance or goal. The self-evaluation process is
controlled to some extent by the importance of the goal. Therefore, if the goal is important to an
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individual, strict self-evaluation will be imposed. Specific goals determine the level of
commitment and the amount of effort required to succeed and gauge progress (Schunk &
Zimmerman, 1994). Two types of standards are used in self-evaluation: absolute and normative.
An absolute self-evaluation standard is based on a grading scale and a normative self-evaluation
standard is based on social comparison (Zimmerman & Schunk, 2001). A person’s self-reaction
to his or her performance can be a source of motivation for goal attainment. For example, one
will be motivated to continue to put forth effort if progress is deemed acceptable. Similarly, a
negative self-reaction might motivate someone to work harder to reach his or her goals. Selfefficacy, the belief in one’s ability to complete a goal, can be a motivation (Van der Bijl &
Shortridge-Baggett, 2002). Self-efficacy refers to
people’s judgments about their capability to perform particular tasks. Taskrelated self-efficacy increases the effort and persistence towards challenging
tasks; therefore, increasing the likelihood that they will be completed. (Barling &
Beattie, 1983, as cited in Axtell & Parker, 2003, p. 114)

The process of goal realization
The four processes of self-observation, self-evaluation, self-reaction and self-efficacy are
related and affect one’s motivation and goal attainment to various extents (Redmond, 2010).
Figure 2-2 illustrates how these processes work within the framework of social cognitive theory.
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Figure 2-2: Illustration of cognitive theory processes (Redmond, 2010).

Self-efficacy theory of motivation
Self-efficacy is a theoretical framework introduced by Bandura (1977a) as a cognitive
concept that contributes to behavioral change. According to this framework, a person’s level of
self-efficacy determines his or her expected behavior and efforts to overcome challenges.
Bandura (1977a, p. 3) defined self-efficacy as “beliefs in one’s capabilities to organize and
execute the courses of action required to produce given attainments.” Beliefs about self-efficacy
are revealed through cognitive perceptions of personal capacities and direct and indirect
experiences. These beliefs also reflect an individual’s ability to control his or her surroundings
through actions, adaptive strategies, and self-confidence to solve life’s challenges. Moreover,
self-efficacy is based on judgments of one’s own ability to achieve goals or enact certain
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behaviors, and thus explains the motives behind individual performance in various fields. In fact,
self-efficacy is not just a person’s general feelings, but a self-assessment of what he or she can
do, and the extent to which he or she is able to persevere, expend effort, be flexible in difficult
and complex situations, overcome difficulties and resist failure.

Sources of self-efficacy
Bandura (1977a) identified four sources of self-efficacy: mastery experience, vicarious
experience, verbal persuasion, and physiological reactions. Mastery experience has the most
influence on self-efficacy because it is based on personal expertise. Successful performance
increases self-efficacy, while unsuccessful performance reduces self-efficacy. Thus, negative
attributes of self-efficacy are related to failures. Moreover, the effect of failure on self-efficacy
depends in part on time and overall experience at the time of failure. Self-efficacy also is
generalized to other situations, especially among those who doubt themselves because they
perceive a personal deficiency (Bandura, 1977a).
Bandura (1988) also noted that people who have a low sense of self-efficacy shy away
from difficult tasks and tend to perceive such tasks as personal threats because they perceive their
ability to achieve their goals as limited. Since they perceive successful performance as depending
on the severity of obstacles they face, they expend less effort when approaching difficult tasks
and attribute failures to ability deficiencies, which in turn delays the recovery of self-efficacy
after failures. On the contrary, people who have a high sense of self-efficacy approach difficult
tasks as new challenges and expend increased effort in difficult situations. Moreover, they have
the ability to recover their sense of self-efficacy quickly when they fail. Bandura (1988) also
confirmed the existence of a causal relationship between high self-efficacy and a high level of
accomplishment. In other words, high levels of self-efficacy inherently lead to high levels of
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achievement. In addition, previous experiences and accomplishments have profound effects on
individuals’ self-efficacy, especially successful endeavors.
Vicarious experiences are observations of how one’s performance differs from the
performances of others on similar tasks. Watching others perform activities and difficult tasks can
produce high expectations, especially if one engages in intense observation, has a strong desire to
improve and is willing to persevere and expend significant effort. Vicarious or indirect
experiences enable individuals to learn by modeling and observing others. Individuals who are
exposed to successful models can use these observations to estimate their own self-efficacies.
Such observations can improve self-efficacy, especially when the model and the observer have
similar capabilities. On the other hand, observing a model with similar capabilities fail at a task
tends to result in downgraded self-efficacy.
Verbal persuasion, also known as social persuasion, occurs when others describe
previous experiences in ways that compel an individual to pursue similar activities (Bandura,
1977a). Verbal persuasion is used by people with confidence in their capabilities and their
achievements (Bandura, 1982). There is a tradeoff between verbal persuasion and successful
performance in raising individuals’ levels of personal self-efficacy and skills. An individual also
might receive encouragement and support from others in the form of social persuasion. For
instance, others in the learning environment (such as teachers, colleagues, peers, and/or parents)
can verbally convince learners about their abilities to succeed. In addition, verbal persuasion
might be internal (e.g., in the form of positive self-talk) (Bandura, 1995).
Physiological reactions refer to the internal factors that can determine one’s ability to
achieve goals, considering external factors such as the appropriateness of the model and the
amount of support required (Bandura, 1997). Bandura (1977a) indicated that anxiety is an
influential factor in self-efficacy: the level of self-efficacy decreases as the level of anxiety
increases, and overreacting usually decreases self-efficacy.
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Bandura (1988) argued that people assess their levels of self-efficacy based on
information from these four sources. Moreover, the more reliable the sources are, the more selfawareness individuals can develop to overcome challenges. Bandura (1988) also noted that these
sources change with time and are strongly related to individuals’ personal assessments of their
abilities.

Self-efficacy and culture
As indicated by many researchers, the four sources of self-efficacy are affected to various
degrees by the cultural context. In this section, I discuss the main cultural characteristics that
researchers should consider when studying self-efficacy. These are particularly important to
consider when interpreting the results of this study, which are based on data collected in a nonWestern cultural context.
Evans (2014) argued that the development of one’s self-efficacy is highly dependent on
the cultural context. As noted by Oerttingen (1995), people in different cultures have various
degrees of accessibility to the four sources of self-efficacy. For instance, vicarious experience
requires the presence of a model for comparison; for example, in cultures characterized by gender
separation, vicarious experience has limited utility as a source of self-efficacy information.
Moreover, verbal persuasion might not be available as a source of self-efficacy information to
many people, especially those living in low income conditions in which many are struggling with
life challenges.
Since these information sources are environmentally situated, culture is important, as it
may affect self-efficacy. Oerttingen (1995, p. 151) also noted that “culture may affect not only
the type of information provided by various sources, but also which information is selected and
how it is weighted and integrated in people’s self-efficacy judgments.”
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Many researchers have tried to define the culture. For instance, Hofstede, Hofstede, and
Minkov (2010) viewed culture as a mental programming to which people are exposed during their
early years and which they express throughout their lives. Moreover, Evans (2014, p. 35) stated
that culture is “shared thinking, feeling and includes actions, all of which are learned from home,
school and communities.” But how does culture affect people’s self-efficacy? It is well known
that culture affects people’s behaviors in various systems that constitute human society, such as
families, schools, workplaces and communities. Thus, the effect or influence of culture on
people’s behaviors within these frameworks affects their self-efficacy. Since there are variations
between different cultures, the effect of culture on self-efficacy is not uniform. Therefore,
researchers need to pay careful attention to the cultural context when studying teacher selfefficacy. The presence of these variations thus raises another question: How can we frame the
concept of self-efficacy in its proper cultural context?
To answer this question, we first need to understand the major dimensions on which
cultures vary. Hofstede (1986, 1991) identified four dimensions of cultural differences:
individualism/collectivism, power distance, uncertainty avoidance, and masculinity/femininity.
The first dimension refers to the relationships among community members. Individuals in a
collectivistic culture are viewed as members of in-groups that demand ongoing loyalty and in
return provide protection for members. In contrast, people in individualistic cultures care more
about their own welfare and the interests of immediate family members. The second dimension
refers to the extent to which societal power (i.e., influence) is distributed. In cultures with low
power distance, people value a uniform distribution of power, whereas in cultures with high
power distance, people tend to accept an uneven distribution of power among society’s members.
The third dimension refers to the extent to which people accept new and/or unclear situations.
People in cultures with strong uncertainty avoidance tend to be more stressed by changes
compared to people in cultures with weak uncertainty avoidance. People with strong uncertainty
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avoidance tend to be compulsive, security seeking, intolerant, aggressive and emotional, while
people with weak uncertainty avoidance tend to be more relaxed, tolerant, risk accepting,
contemplative and unaggressive. The fourth dimension refers to how a culture deals with gender
differences. In masculine cultures, men and women are viewed as highly different, whereas in
feminine cultures, gender differences are not viewed as substantial. According to these four
dimensions, the research context for this study, Kuwait, is considered to be a collectivistic,
masculine culture with large power distance and high uncertainty avoidance (Hofstede, 1986,
1991).
As mentioned previously, cultural differences can lead to variations in the extent to which
people’s self-efficacies are affected by the four sources. For instance, in a masculine culture, a
female may not be able to develop self-efficacy by observing a male model due to strong cultural
separation between different genders. Another example can be seen in collectivistic cultures,
wherein individual accomplishments are evaluated at both the personal and group levels, whereas
in individualistic cultures, individuals are evaluated with respect to their personal achievements
only.
One of the main challenges encountered by researchers relates to the application of selfefficacy measures developed in one cultural context to other cultural contexts. To account for the
possible cultural differences, researchers recommend considering the impact of culture on selfefficacy when analyzing self-efficacy data. This consideration is especially important when
studies are performed in non-Western cultural contexts where few have investigated self-efficacy.
According to Khairani and Abd Razak (2012, p. 2137):
Many concerns have been raised about the psychometric properties of
instruments when used in different cultures. Studies show that adapting an
instrument to a particular context sometimes creates a different meaning since a
particular psychological construct is considered to be culturally specific.
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Moreover, many researchers have raised concerns about comparing the self-efficacies of people
from different cultures. According to Evans (2014, p. 46), “It is difficult to make comparisons
between self-efficacy beliefs because of the strong relationship between cultures and self-efficacy
beliefs at local, national and international levels.”

Teachers’ self-efficacy beliefs
Due to the profound impact of self-efficacy on behavior, researchers in many fields have
investigated the concept. In the education field, researchers have investigated teachers’ selfefficacy from various perspectives and offered many definitions. For example, Filatov and Pill
(2015, p. 33) defined teachers’ self-efficacy as “teachers’ beliefs in their capability to impact
student learning.” Similarly, Hoy (2000, p. 2) defined it as “teachers’ confidence in their ability
to promote students’ learning.” These definitions and others suggest that self-efficacy is an
internal thought that influences teachers’ classroom performance to a great extent. Therefore,
teachers who have positive thoughts about their abilities are expected to pursue their duties more
efficiently than teachers with negative thoughts. Many researchers have linked efficient
classroom performance to high levels of self-efficacy. For example, Pendergast, Garvis, and
Keogh (2011) indicated that teachers with high levels of self-efficacy are more resilient in their
teaching and likely to try harder to help all students to reach their potential. In contrast, teachers
with low levels of self-efficacy are less likely to try harder to meet the learning needs of all their
students. The literature is rich with articles that highlight the influence of teachers’ self-efficacy
on classroom performance, which I discuss in the next section.
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Influence of teachers’ self-efficacy on teacher- and student-related outcomes
Researchers in the education field recognize the importance of teachers’ self-efficacy and
its great impact on educational outcomes. Most agree that teachers’ self-efficacy strongly
influences students and their learning (see for example, Darling-Hammond, 2000; Wamala &
Seruwagi, 2012). The literature is rich with studies about the various relationships between
teachers’ self-efficacy and different aspects of the educational process. For example, many
researchers have investigated the effects of different aspects of the school environment, such as
school policy, socioeconomic status and administrative support, on teachers’ self-efficacy
(Goddard & Skrla, 2006). Moreover, other researchers have investigated variations in teachers’
self-efficacy based on the subjects they teach (e.g., math, science, language, physical education).
Some researchers have suggested that self-efficacy is an important component of decisionmaking for teachers in classrooms (Breen, 2001; Fang, 1996; Peacock, 2001), while others have
found correlations between teachers’ beliefs and self-efficacy related to instructional practices
(Stipek, Givvin, Salmon, & MacGyvers, 2001). Self-efficacy also has been shown to be related
to increased job satisfaction among teachers (Caprara, Barbaranelli, Steca, & Malone, 2006),
enhanced student academic achievement (Moore & Esselman, 1992; Ross, 1992), increased
planning and organization (Allinder, 1994), and increased interaction with struggling students
(Gibson & Dembo, 1984).
Overall, previous studies provide clear evidence that teacher’s self-efficacy is an
important measure that should not be overlooked. High self-efficacy is shown to be more related
to many positive outcomes such as teachers’ efficient performance and students’ academic
achievement. However, it should be noted that self-efficacy is task specific, as implied by
Bandura’s (1977a) definition. Therefore, a teacher might have high levels of self-efficacy for
certain tasks and low levels self-efficacy for others. For example, a teacher might have high self-

27
efficacy for managing a classroom, however, he or she might have a low level of self-efficacy for
engaging students in classroom discussion.

Domains of teachers’ self-efficacy
Many researchers have conceptualized teachers’ self-efficacy as a multidimensional
construct (Aloe, Amo, & Shanahan, 2014; Dicke, Parker, March, Kunter, Leutner, & Schmeck,
2014; Varghese, Garwood, Bratsch-Hines, & Vernon-Feagans, 2016), which raises the question:
In which domains are high levels of self-efficacy important? There is no overarching answer to
this question; the answer depends mainly on what a teacher is expected to achieve. Improving
students’ academic achievement is among the main tasks that teachers are expected to fulfill.
Arguing that student academic achievement can be improved and is affected by teachers’
classroom performance, researchers have identified three domains of teachers’ self-efficacy that
contribute to students’ academic achievement: student engagement efficacy, classroom
management efficacy, and instructional quality efficacy (see for example, Brewster & Fager,
2000; Finn & Rock, 1997; Marks, 2000, Powell, Fixsen, and Dunlap, 2003; Mojavezi & Tamiz,
2012; Tschannen Moran & Hoy, 2001; Tschannen-Moran, Woolfolk Hoy, & Hoy, 1998). In the
following sections, I present a discussion that highlights the importance of these three domains
and how they contribute to students’ academic achievement.

Student engagement efficacy
Although no single definition of student engagement exists in the literature, the concept
typically refers to students being intrinsically motivated by many variables, such as curiosity,
interest and enjoyment, and possessing a desire to achieve intellectual and/or personal goals
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(Brewster & Fager, 2000; Finn & Rock, 1997; Marks, 2000). Student engagement in classroom
discussion and activities is a major indicator of academic performance. In general, students who
are actively engaged in classrooms are more academically advanced than students who interact
less (Finn & Rock, 1997; Marks, 2000; Roderick & Engle, 2001; Willingham, Pollack, & Lewis,
2002). Some researchers have indicated the presence of a strong positive correlation between
student engagement in the learning process and academic achievement. For example, Lee (2014)
investigated the relationship between student engagement and academic achievement among
3,268 15-year old students from 121 schools in the United States. Concluding that there is a
significant relationship between student engagement and academic achievement, he
recommended that educators, policymakers and researchers pay more attention to fostering
student engagement. Moreover, he advocated finding effective strategies and techniques to
improve student engagement in classroom activities. The impact of student engagement on
academic achievement in various educational settings has been well documented in the literature
(see for example, Covington, 2002; Gunuc, 2014; Walker, Greene, & Mansell, 2006).
In practice, teachers are expected to have adequate skills and knowledge to engage
students in classroom activities and the learning environment. In fact, many researchers have
pointed out that without a proper level of engagement, students might lose interest in classroom
activities and isolate themselves from learning opportunities (see for example; Brewster & Fager,
2000; Felner, Jackson, Kasak, Mulhall, Brand, & Flowers, 1997; Graham & Weiner, 1996).
Some findings show that between 25% and 60% of students are disengaged from classroom
activities (Cothran & Ennis, 2000; Willms, 2003). Other researchers have emphasized the
importance of developing skills to create a learning environment that better fosters student
engagement (Bryson & Hand, 2007).
Keeping students engaged in classroom discussion and activities is a main challenge
faced by teachers in classrooms (Harris, 2008). Therefore, researchers devote a lot of effort to
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investigating teachers’ self-efficacy with regard to student engagement. For example, Pappa
(2014) conducted a quantitative study involving 339 public school teachers to investigate whether
a significant relationship exists between student engagement and teacher self-efficacy in Greece.
“The results show that student engagement is indeed linked to a teacher’s sense of efficacy in
terms of both teacher and personal efficacy” (Pappa, 2014, p. 63).
Tschannen-Moran and Hoy (2001) recognized the importance of assessing teachers’ selfefficacy in the student engagement domain when they designed their commonly used measure of
teachers’ self-efficacy, the Teacher Sense of Self-Efficiency Scale (TSES). Overall, teachers’
beliefs in their abilities to foster and create environments that encourage student engagement are
more important in teacher-centered educational systems than in child-centered educational
systems because teachers are expected to have more control over the classroom environment.

Classroom management efficacy
Classroom management is probably one of the most complicated issues teachers must
address in today’s educational environment. Pianta, Hamre, and Allen (2012) indicated that
students spend at least one-quarter of their waking time in schools—most of it in classrooms;
therefore, it is imperative for teachers to have the necessary skills and knowledge to effectively
manage students in classrooms. What makes this task more challenging is the fact that students
come to school with different attitudes and behavioral challenges such as impulsivity,
hyperactivity and aggression, and teachers are expected to defuse and work through these
challenges to provide the most appropriate learning environment. The various definitions of
classroom management are based on the actions that teachers take and implement in classroom to
create environments that support students’ academic learning (Brophy, 2006; Evertson &
Weinstein, 2006). These definitions recognize the importance of effective classroom

30
management practices to enhance the learning environment and consequently improve students’
academic achievement.
Many researchers recognize the importance of effective classroom management and how
it impacts students’ academic achievement. For instance, Talebi, Davodi and Khoshroo (2015)
investigated the various aspects of classroom management and their relationships to academic
achievement among English language students in Iran. They reported a significant relationship
between classroom management and academic achievement and concluded that positive
relationships between teachers and students in classrooms promote and enhance academic
achievement. Other researchers have stressed the importance of teachers’ classroom management
efficacy and its implications on students’ academic achievement (see for example, Caprara,
Barbaranelli, Borgogni, & Steca, 2003; Edwards, Green, & Lyons, 2002; Hicks, 2012). Overall,
assessing teacher’s self-efficacy in classroom management has attracted the attention of many
researchers due to its profound impact on students’ academic learning (see for example,
Tschannen-Moran and Hoy, 2001).

Instructional quality efficacy
Instruction is a keystone concept in the educational system, as it involves the two pillars
of the education process: teachers teaching and students learning (Akdeniz, 2017). The concept
of instruction is broad in education and many researchers have tried to provide a clear definition
of instruction. For example, Akdeniz (2017, p. 95) defined instructional strategies as “the daily
transactions that occur between teachers and students which lead to the attainment of the
identified outcomes. These transactions should include multiple materials, techniques, and
activities supported by modeling, intensive coaching, supervised practice, and monitoring.”
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Akdeniz’s (2017) definition highlights the impact of instruction quality on students’
learning (i.e., the attainment of identified outcomes). In fact, many researchers have highlighted
the significant impact of instructional quality on students’ academic achievement. Teachers who
are solely responsible for selecting appropriate instructional strategies in classrooms strongly
influence student academic advancement (McLeod, Fisher, & Hoover, 2003). Therefore, teachers
should have the proper knowledge and skills to select and use instructional practices that improve
student learning.
The previous discussion implies that teachers with high levels of self-efficacy in their
instructional practices are expected to support learning and consequently enhance students’
academic achievement. Many researchers have found a strong and positive relationship between
teachers’ instructional quality efficacy and students’ academic achievement (see for example,
Mojavezi & Tamiz, 2012). Other researchers have recognized the importance of assessing
teachers’ instructional quality efficacy (see for example, Tschannen-Moran and Hoy, 2001)
In sum, the previous discussion indicates that teachers’ efficacies in the student
engagement, classroom management and instructional quality domains are highly linked to
positive outcomes for students, such as enhanced academic achievement. Therefore, assessing
teachers’ efficacies in these three domains is likely to reveal insights into teachers’ classroom
performance.

Measurement of self-efficacy beliefs
Due to its demonstrated impact on teachers’ classroom performance, the measurement of
teachers’ self-efficacy has gained strong momentum, and the literature includes a wide array of
instruments that can be used for this purpose. However, these instruments draw their strengths
and weaknesses from their developers’ understandings and perceptions of self-efficacy. For
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example, Gibson and Dembo (1984) developed an instrument with 30 items to measure teachers’
general self-efficacy. However, many researchers have raised concerns about the applicability of
this instrument and have highlighted some conceptual and measurement problems (see for
example, Klassen, Virginia, Betts, & Gordon, 2011).
As noted previously, self-efficacy is context-specific. Thus, a teacher might have high
self-efficacy for certain tasks and low self-efficacy for others. Therefore, researchers have
developed different instruments to measure teachers’ self-efficacy in specific tasks encountered
within educational process. For example, Schhwarzr, Schmits, and Daytner (1999) developed an
instrument to assess teacher self-efficacy in four major areas of the teaching profession: job
performance; skill development; social interactions with students, parents, and colleagues; and
coping with job stress (as cited in Holzberger, Philipp, & Kunter, 2013).
Tschannen-Moran and Hoy (2001) reviewed and discussed many self-efficacy
instruments, noting that the presence of two separate dimensions or factors in most teacher selfefficacy instruments creates considerable confusion and debate. While there is general agreement
that the first factor, commonly called personal teaching efficacy, has to do with one’s own
feelings of competence as a teacher, the meaning of the second factor remains in question.
Although it is often called general teaching efficacy, some have argued for other labels
(Tschannen-Moran & Hoy, 2001).
Based on their observations that teachers are likely to feel more confident in their abilities
to perform certain tasks compared to others, Tschannen-Moran and Hoy (2001) developed an
instrument to measure teachers’ self-efficacy in three domains which are frequently encountered
during daily routines in the teaching profession: student engagement, classroom management and
instructional quality. They named their instrument the Ohio State Teacher Efficacy Scale
(OSTES), and later changed it to the Teacher Sense of Efficacy Scale (TSES).
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The TSES instrument is the most widely used measure of teachers’ self-efficacy in the
field. The literature is rich with studies that recognize it as an appropriate instrument to measure
teachers’ self-efficacy in the domains of student engagement, classroom management, and
instructional strategy (see for example, Kuusinen, 2016; Scherer, Jansen, Nilsen,
Areepattamannil, & Marsh, 2016; Zee & Koomen, 2016). Moreover, some researchers have
found that the TSES instrument demonstrates strong psychometric properties, even across cultural
contexts, and recommend using it in different non-western cultural context (Kuusinin, 2016). The
wide acceptance of TSES is attributed to the development of short and long versions of the
instrument and easy accessibility to these forms online (Kuusinin, 2016). In this research, I used
the TSES instrument to assess Kuwaiti kindergarten teachers’ efficacy in student engagement,
classroom management, and instructional quality domains.
Many researchers have shown that teachers’ self-efficacy levels fluctuate based on
various conditions. Consequently, some researchers have shown that teachers’ self-efficacy can
be improved by providing them with proper knowledge and skills through various professional
learning experiences. In fact, professional learning experiences are the main mechanisms used to
enhance teachers’ performance and thereby improve students’ academic achievement. In the
following section, I discuss the impact of professional learning experiences on teachers’ selfefficacy and present a review of the literature to highlight the demonstrated linkage between
professional learning experiences and teachers’ self-efficacy.

Professional learning experiences and teachers’ self-efficacy
As discussed previously, professional learning is a well-documented strategy for
enhancing skills and performance that provides teachers with the necessary tools to face many
challenges in the classrooms. Professional learning experiences aimed at improving teachers’
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self-efficacy have attracted the attention of many researchers in the education field due to positive
impacts on educational outcomes. Many of those researchers have called for deep consideration
of the concept of mastery experience as the main source of self-efficacy in the design of
professional learning experiences.
The literature includes many studies that call for a thorough consideration of professional
learning experiences as a mechanism for improving teachers’ self-efficacy. For example,
Tschannen-Moran and McMaster (2009) investigated the effect of four professional learning
formats on self-efficacy using data from a sample of 93 primary school teachers. In their inquiry,
they tried to identify the format of professional learning experiences that can enhance teacher’s
self-efficacy in implementing a new teaching strategy for beginning readers. Each professional
learning format focuses on enhancing at least one source of self-efficacy. The first format
focuses on supporting the verbal persuasion source of self-efficacy, the second format focuses on
supporting the verbal persuasion and vicarious experience sources, while the third and fourth
formats focus on supporting the verbal persuasion, vicarious experience and mastery experience
sources. They concluded that professional learning experiences that support mastery experience
through coaching have the strongest effect on teachers’ self-efficacy.
In another example, Bray-Clark and Bates (2003) reviewed literature that supports the
linkage between self-efficacy and teacher effectiveness. They focused their inquiry on
understanding how teachers’ professional learning experiences, especially in-service training
activities, can be tailored to enhance the development of self-efficacy. They found a strong
relationship between high quality professional learning experiences and high levels of teachers’
self-efficacy. They concluded that schools with effective professional learning experiences foster
and support teachers’ skill development and efficacy beliefs more than schools with ineffective
experiences.
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The impact of professional learning experiences on teachers’ self-efficacy is shown to be
unrelated to experience level. In other words, professional learning experiences effectively
improve the self-efficacies of both inexperienced and experienced teachers. Many studies reveal
that even for experienced teachers, participating in effective professional learning experiences
enhances self-efficacy (see for example, Gist et al., 1990). For example, Powers et al. (2016)
investigated the changes in self-efficacy levels among 47 veteran teachers after participating in an
instructional talk-through (ITT) model, a form of professional learning that focuses on improving
teacher performance through observation, peer coaching, discussion and reflection. They
attempted to answer whether the ITT participants reported higher levels of self-efficacy than
similar teachers who did not participate in the professional learning experience. Their findings
suggest that teachers’ self-efficacy with regard to their classroom abilities increased significantly
after participating in the ITT program relative to those who did not participate.
The impact of professional learning experiences on self-efficacy also is believed to be
unrelated to school level. Therefore, professional learning experiences are expected to impact
self-efficacies of kindergarten, elementary, middle, and high school teachers. For example,
Alberta’s Education Partners (2014) conducted a mixed methods investigation (quantitative and
qualitative approaches) to explore the effect of professional learning experiences on elementary
and high school teachers’ self-efficacy in Alberta, Canada. Findings indicate that teachers at both
the elementary and high school levels showed higher levels of self-efficacy after participating in
the study. Moreover, the participants reported that the professional learning practice that most
enhanced their self-efficacy was collaborating with colleagues, which enabled them to observe
and test techniques through mastery and vicarious experiences. Participants also indicated that
they preferred professional learning experiences focused on sharing curriculum ideas and
educational resources, and learning new teaching strategies. Interestingly, findings also show that

36
teachers prefer professional learning experiences that focus on their needs (89.3%) instead of
students’ needs (21.4%).
The impact of professional learning experiences on teachers’ self-efficacy has been
investigated in different settings. Many researchers have tried to identify which professional
learning settings promote more impact on teachers’ self-efficacy. Several scholars have
investigated professional learning communities (PLCs) as a form of professional learning
experiences to support teachers’ self-efficacy. For example, Porter (2014) conducted a
quantitative study in which 86 teachers who reported low levels of self-efficacy participated in
PLCs. The research question of the study was: “Has the implementation of professional learning
communities changed teachers’ beliefs about teaching and learning?” Among participants, 80.5%
reported a change in their beliefs about their teaching and learning after participating in PLCs.
The quantitative results also reveal strong relationships between participation in PLCs and
teachers’ self-efficacy. Similarly, Stegall (2011) conducted a quantitative study to investigate
changes in elementary teachers’ self-efficacy after participating in a PLC. The study involved
certified teachers from 12 elementary diverse public schools and the aim was to identify the
characteristics of a PLC that promote higher levels of self-efficacy. The results show that shared
and supportive leadership practices have the largest impacts on teachers’ self-efficacy. Stegall
(2011) thus recommended establishing and encouraging teachers to participate in PLCs to
improve their self-efficacy.
In a recent study, Widener (2014) investigated the impact of instructional rounds on
teachers’ self-efficacy. Her objective was to identify whether or not this type of professional
learning experience affects teacher’s self-efficacy. She reported a positive impact of this type of
professional learning on teachers’ self-efficacy and called for school leaders to improve education
by implementing more of these types of experiences.
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Other researchers have investigated the relationship between teachers’ commitment to
professional learning experiences and enhanced self-efficacy. Some have reported the presence
of significant differences in sense of self-efficacy and student engagement efficacy levels
between teachers who participated in professional learning experiences three days or more a week
and those who did not (Marx, 2015).
The impact of professional learning experiences on teachers’ self-efficacy is unrelated to
the subjects they teach. Many researchers have reported the impact of professional learning
experiences on self-efficacy for teachers of different subjects. For example, Czerniak et al.
(2006) investigated changes in self-efficacy after science teachers participated in professional
learning experiences during a summer program. The results show a significant increase in their
self-efficacy for teaching science. Similarly, based on findings from a mixed methods
investigation, Marquis (2015) stressed the importance of professional learning experiences in
enhancing self-efficacy with regard to teaching engineering.
Professional learning experiences also can be implemented to help enhance the selfefficacy of pre-service teachers before they begin their teaching careers. This approach holds
positive potential to ensure the quality of entrants to the teaching profession. For example, Willis
(2015) investigated the effect of a professional learning experience on pre-service teachers’ selfefficacy in using technology. The purpose of the study was to assess the self-efficacy of 424 preservice teachers before and after participating in an instructional technology course. Participants
showed significant improvement in their self-efficacy in using technology. Willis (2015) thus
suggested enrolling pre-service teachers in subject-oriented training programs to improve their
self-efficacy and confidence.
Other scholars have investigated the effects of professional learning experiences on
teachers’ self-efficacy more generally. For example, Ross and Bruce (2007) investigated the
effect of a 1-day professional learning session followed by 2-hour after school sessions on math
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teachers’ student engagement efficacy, classroom management efficacy and instructional quality
efficacy. The study sample included 106 Grade 6 teachers from a single Canadian school district.
Ross and Bruce (2007, p. 16) concluded that “there was an effect, although the results were
statistically significant only for teacher confidence in managing students.”
The use of online resources to provide teachers with professional learning experiences is
a viable option, especially in light of current technological advancements. Some researchers have
investigated the use of an internet-based learning experience to enhance teachers’ knowledge and
skills. For example, Yoo (2016) investigated the effect of online professional learning
experiences on teachers’ self-efficacy by administering the TSES (Tschannen-Moran & Hoy,
2001) to 148 K-12 teachers prior to and after completion of a 5-week online professional learning
experience. In her investigation, the research question was “How does teacher efficacy change
with an online professional learning experience?” Quantitative and qualitative findings show
increases in teachers’ self-efficacy after participation in an online professional learning
experience.
Despite the literature presented in this section, few researchers have investigated
teachers’ perceptions about the effects of professional learning experiences on their sources of
self-efficacy or the association between specific types of professional learning experiences and
teachers’ self-efficacy. Moreover, few have studied which sources of self-efficacy are more
affected by professional learning experiences. Therefore, the association between teachers’ selfefficacy and professional learning experiences warrants further investigation. In addition, the
relationship between professional learning experiences and teachers’ self-efficacy in non-Western
cultural contexts has been investigated rarely in the literature, and the linkage between
professional learning experiences and self-efficacy in different cultures merits further research.
This study, which is situated in a non-Western cultural context, addresses this gap. Specifically, I
study teachers’ perceptions about the effects of professional learning experiences on their sources
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of self-efficacy and the relationship between these perceptions and teachers’ levels of selfefficacy. Moreover, I investigate teachers’ achievement goal orientations and their relationship
with teachers’ self-efficacy. In the following section, I discuss the concept of achievement goal
orientation and present some studies about the relationship between teachers’ achievement goal
orientations and students’ academic achievement.

Achievement goal orientation theory of motivation
Another important concept in motivation theory is achievement goal orientation, which
recently has become the most researched construct in the academic disciplines of social,
education and sports psychology (Nazarieh, 2015). Achievement goal theory evolved from the
joint work of many researchers on academic motivation and social cognitive theories (Ames,
1992; Dweck, 1986; Nicholls, 1984). Ames (1992) defined achievement goal orientations as
“some particular purposes that learners have for their achievement related behavior, and can be
used to clarify the way learners will respond to, move towards, or engage in academic tasks of a
different nature” (Nazarieh, 2015, p. 51). Other researchers have offered different definitions of
achievement goal orientations. For example, Pintrich and Schunk (1996) (as cited in Nazarieh,
2015, p. 3) defined them as “integrated patterns of learners’ beliefs regarding their reasons for
engaging themselves in learning task.”
Traditionally, researchers have identified two types of goals for achievement: mastery
and performance. Sometimes researchers use different labels for these constructs, such as taskfocused goals and ability-focused goals (Nazarieh, 2015). Learners with mastery goal
orientations focus their efforts on increasing their knowledge and acquiring new skills, whereas
learners with performance goal orientations focus mostly on their academic outputs and
demonstrating their abilities to others (Ames, 1992; Dweck, 1986). In general, mastery goal
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oriented learners are believed to be intrinsically motivated and inspired by challenging tasks,
whereas performance goal oriented learners are extrinsically motivated and inspired by external
factors such as scores and prizes (Elliot & Church, 1997; Nicholls, 1984).
Elliot and Church (1997) and Middleton and Midgley (1997) developed a trichotomous
model of achievement goal orientations by introducing the concept of performance-avoidance
goals. In this model, the three types of goals are: (a) mastery goals that focus on improving
competence, (b) performance goals that focus on demonstrating competence, and (c)
performance-avoidance goals that focus on avoiding demonstrating low competence and
comparing performance to others (Elliot & Church, 1997; Middleton & Midgley; 1997). Elliot
and McGredor (2001) proposed a four-factor model of achievement goal orientations that
includes a dimension for a mastery-avoidance concept. Recently, Nazarieh (2015) described the
history of achievement goal orientations theory and its development in detail.

Teachers’ achievement goal orientations
Researchers in the education field have adopted the concept of achievement goal
orientations to understand students’ motivations toward their achievement. The literature is rich
with articles that focus on investigating what drives students to excel. The adoption of this
concept to investigate teachers’ achievement goals came recently. As indicated by Butler (2007),
most research on achievement goal orientations in the education field has focused on studying
students’ achievement goal orientations; few researchers have investigated teachers’ goal
orientations. She also indicated that most of the studies on teacher competence focus on teachers’
qualifications and/or their perceptions about students more than teachers’ goals for their students
or themselves. Even teachers’ self-efficacy studies focus on how teachers perceive their abilities
to perform their duties and ignore teachers’ personal goals in teaching (Butler, 2007).
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Butler (2007) borrowed the concept of achievement goal orientations to identify and
measure teachers’ achievement goals that correspond to students’ achievement goals for
schoolwork. Butler (2007, 2012) developed an instrument to measure five achievement goals of
teaching: (a) a mastery goal, which focuses on learning, developing and acquiring professional
understanding and skills; (b) an ability-approach goal, which focuses on demonstrating superior
teaching ability; (c) an ability-avoidance goal, which reflects the effort to avoid demonstrating
inferior teaching skills; (d) a work-avoidance goal, which indicates an attempt to get through
school days with minimal effort; and (e) a relational goal, which refers to the effort to achieve
minimum favorable relationships with students. In developing this scale, Butler drew on the
Motivational Orientations Measure developed for students (Nicholls, 1984).
Teachers’ achievement goal orientations have some degree of influence on their
performance in classrooms. As indicated by Shim et al. (2013, p. 88):
Although the conceptualization of teachers’ achievement goals for teaching is relatively
new and thus, only a handful of studies have been conducted to date, these studies
provide consistent support that the teachers’ achievement goals for teaching influence
their instructional practices.
Many researchers believe a strong relationship exists between teachers’ achievement goal
orientations and students’ behavior and academic success. In the next section, I discuss the
relationship between teachers’ achievement goal orientations and their classroom performance.

Influence of teachers’ goal orientations on teacher- and student-related outcomes
Many researchers have used teachers’ achievement goal orientations to predict teachers’
classroom behavior and students’ performance. For example, Butler and Shibaz (2008)
investigated whether mastery and ability-avoidance goals can be used as indicators to predict
students’ perceptions of whether teachers support or suppress behaviors such as asking questions
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and seeking help. They concluded that mastery goals are correlated with supporting classroom
practices such as asking questions and seeking help.
In another study, Retelsdorf et al. (2010) used Butler’s model of teachers’ achievement
goals to conduct two studies. The first study confirmed the presence of the four orientations
initially proposed by Butler (2007): mastery, ability, ability-avoidance, and work-avoidance.
Moreover, they concluded that the mastery goal orientation is positively correlated with an
adaptive pattern of instruction and that the work-avoidance goal orientation is negatively
correlated with interest in teaching and positively correlated with burnout. In the second study,
they investigated the relationship between instructional practices and interest in teaching, and
burnout and achievement goal orientations several months after teachers reported their goal
orientations. They found that achievement goal orientations influence the effects of motivation
on both teachers and their students.
Other researchers have investigated teachers’ achievement goal orientations in nonWestern cultural contexts. For example, Wang et al. (2018) used Butler’s Achievement Goal
Orientations scale to validate a similar instrument for teaching physical education in China.
Specifically, they investigated the relationship between job satisfaction and achievement goal
orientations for teaching physical education among 322 Chinese teachers. They found that job
satisfaction is positively correlated with mastery and ability goals. Moreover, Han et al. (2015)
explored the relationship between achievement goal orientations and teaching practices using data
from a sample of 262 Chinese teachers. They concluded that teachers with mastery goal
orientations tend to employ a student-focused approach in their teaching, and teachers with ability
goal orientations tend to employ a teacher-focused approach. Moreover, they reported that
teaching experience influences teachers’ achievement goal orientations.
The relationship between teachers’ achievement goal orientations and self-efficacy has
attracted the attention of many researchers. It is believed that teachers with high levels of self-
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efficacy adopt mastery achievement goals. For example, Cho and Shim (2013) investigated the
relationship between teachers’ achievement goal orientations and self-efficacy while also
considering school structure. Using an online survey based on the scale developed by Butler
(2007), they collected data from 211 primary and secondary school teachers in the Midwestern
United States. They found that teachers with high self-efficacy maintain mastery achievement
goal orientations even when their schools have conflicting goals, whereas teachers with low selfefficacy tend to assimilate their schools’ goals.
In another study, Shim et al. (2013) investigated whether achievement goal orientations
can be used to predict teachers’ classroom goals. They defined classrooms with mastery goal
structures as those in which the learning environment conveys to students that developing
competence and making personal progress are important (Kaplan et al., 2002). Conversely,
classrooms with performance goal structures are those that place more value on demonstrating
superior ability and outperforming others (Midgley, Kaplan, Middleton, Maehr, Urdan,
Anderman, et al. 1998). In their work, Shim et al. (2013) defined three achievement goal
orientations: (a) a mastery goal to develop teaching competence, (b) a performance goal to
demonstrate superior teaching skills to others, and (c) a performance-avoidance goal to mask
inferior teaching ability.

Measurement of teachers’ achievement goal orientations
Most of the instruments used to measure teachers’ achievement goal orientations have
been derived from the work of Butler (2007). For example, Wang et al. (2018) translated Butler’s
(2007) instrument to measure teachers’ achievement goal orientations for teaching physical
education in China. They sought to investigate the extent to which Butler’s (2007) four-factor
structure of goal orientations would be applicable for a sample of Chinese physical education
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teachers. They consulted a panel of five reviewers to approve their translation and validate the
content of the translated instrument. They concluded that Butler’s four-factor structure was valid
in their research setting. Other researchers also have adopted Butler’s instrument in their
investigations. For example, Shim et al. (2013) used a version with minimal linguistic alterations
to measure goal orientations of 209 primary and secondary school teachers in the Midwestern
region of the United States. They demonstrated the validity of the instrument and that classroom
mastery and performance goal structures can be predicted by mastery and performance goals for
teaching, respectively.
On the other hand, some researchers have developed new instruments to measure
teachers’ achievement goal orientations. For example, Kucsera, Roberts, Walls, Walker and
Svinicki (2011) have developed a scale to assess teachers’ goal orientations towards teaching
(GOTT). They generated their instrument by altering previously structured questionnaires from
the student goal orientations and work goal orientations literature. Their instrument consists of
15-items with a 6-point Likert type response scale. They implemented their instrument in a study
to measure the goal orientations of a sample consisting of 186 participants including pre-service
teachers (25%), former teachers or assistant instructors (53%), college faculty (16%), and faculty
development professionals (5%). They concluded that their instrument requires additional
validation.
In this research, I adopted the instrument used by Shim et al. (2013) to assess the
achievement goal orientations of Kuwaiti kindergarten teachers. As mentioned previously, this
instrument is adopted from the work of Butler (2007). My literature review revealed that Butler’s
instrument is the most commonly used and has been implemented in different cultural contexts.
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Professional learning and achievement goal orientations
Many researchers have suggested that knowing teachers’ achievement goal orientations
can help reveal approaches to improve teachers’ performance in classrooms (see for example,
Moreover, some researchers suggest that teachers with mastery goal orientation has the most
positive outcomes compared to teachers with performance goal orientations (Gorozidis &
Papaioannou, 2017). However, studies that focus on the relationship between teachers’
achievement goal orientations and professional learning experiences are rare. For example,
Gorozidis and Papaioannou (2017) investigated the impact of teachers’ achievement goal
orientations on their participations in professional learning experiences. They indicated that
teachers with mastery goal orientations tend to participate more effectively in professional
learning experiences than others. Moreover, they presented some suggestions to promote mastery
goal achievement adaptation among teachers that stress on personal improvement and
professional practicing with constructive feedback.
In recent work, Kunst et al. (2018) suggested that a goal orientation profile could be used
to investigate individual differences in teachers’ tendencies to engage in professional learning
experiences. Based on data from a sample of 984 teachers in vocational education, they
identified five learner profiles: diffuse, moderate learning, high avoidance, performance-oriented,
and success-oriented. They found that teachers with success-oriented profiles scored significantly
higher on tasks such as asking for feedback and acquiring information.
In fact, very few researchers have investigated the association between teachers’
perceptions about professional learning experiences and achievement goal orientations. Even
fewer have studied specific forms of professional learning experiences and how they related to
the achievement goal orientations of teachers (see for example, Mupira & Ramnarain, 2018).
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Because the role of professional learning experiences in shaping teachers’ achievement goal
orientations is poorly explored, more research is required to understand this relationship.
Despite the literature presented in this chapter, few researchers have fully explored the
association between teachers’ perceptions about the effect of professional learning experiences on
their sources and levels of self-efficacy and their achievement goal orientations. For example,
researchers have rarely asked teachers questions such as: Which type of professional learning
experiences have helped you achieve mastery goals? Which type of professional learning
experiences foster a high level of self-efficacy? Moreover, few researchers have investigated
self-efficacy and achievement goal orientations in non-Western cultural contexts. Therefore, a
carefully designed investigation to explore the relationships between Kuwaiti teachers’
perceptions about the effects of professional learning experiences on sources of self-efficacy,
their levels of self-efficacy, and achievement goal orientations is expected to fill a substantial gap
in the literature and to provide researchers with specific insights related to non-Western contexts.
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Chapter 3

Methodology
I designed this study to investigate the perceptions of Kuwaiti kindergarten teachers
about the effects of professional learning experiences on sources of self-efficacy. I also
investigated the association between their perceptions and the motivational outcome measures of
teaching self-efficacy and achievement goal orientations. Specifically, I focused on identifying
which types of professional learning experiences have the strongest positive associations with
teaching self-efficacy and achievement goal orientations. Additionally, I sought to identify any
variations in teachers’ perceptions about the effects of professional learning experiences on
sources of self-efficacy, levels of self-efficacy, and achievement goal orientations attributable to
years of teaching experience. In this chapter, I provide a rationale for my decision to use a
quantitative methodology, as well as detailed descriptions of my data collection methods and the
instruments used in this study.

Purpose and guiding questions
The purpose of this study is to assess Kuwaiti kindergarten teachers’ perceptions about
how professional learning experiences affect their self-efficacy. I also link these perceptions to
their levels self-efficacy, achievement goal orientations, and teaching experience. Figure 3-1
depicts the conceptual framework for this study.
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Figure 3-1: Conceptual framework.

Research questions and hypotheses
This study is motivated by the following research questions and hypotheses:

RQ.1. What is the relationship between the motivational outcome measures of teaching
self-efficacy and the achievement goal orientations of kindergarten teachers in
Kuwait?
RQ.2. Do teaching self-efficacy and achievement goal orientations vary based on years of
experience as a classroom teacher?

RQ.3. Which professional learning experiences have the strongest positive association with
teaching self-efficacy and achievement goal orientations of kindergarten teachers?

H.1.

Teachers’ self-efficacy is significantly correlated with goal orientations of
Kuwaiti kindergarten teachers.

H.2.

There are significant differences in teachers’ self-efficacy and achievement goal
orientations based on their years of experience.
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H.3.

There are strong associations between teachers’ perceptions about the
effectiveness of professional learning experiences and their motivational outcome
measures (self-efficacy and achievement goal orientation.

Research design
There are three approaches to research design: quantitative, qualitative and mixed
methods. Each of these methods has its own strengths and weaknesses. The nature of the
problem being investigated largely dictates which approach is selected. Generally, researchers
use quantitative methods to investigate the extent of a phenomenon, qualitative methods to
investigate the depth of a phenomenon, and mixed methods to explore both the breadth and the
depth of a phenomenon.
Quantitative research methods typically involve designing surveys to investigate a
specific phenomenon. Bryman (2012, p. 35) defined a quantitative research method as “a
research strategy that emphasizes quantification in the collection and analysis of data.”
According to Creswell (2009, p. 145), researchers design surveys to provide “a quantitative or
numeric description of trends, attitudes, or opinions of a population by studying a sample of that
population.” Moreover, using a quantitative approach enables researchers to generalize
conclusions from a sample to a population and to infer knowledge about the population’s
behaviors, attitudes or characteristics (Fink, 2002).
In this study, the objective is to explore the extent to which Kuwaiti kindergarten teachers
perceive professional learning experiences to affect their student engagement, classroom
management and instructional quality efficacies. Moreover, I investigate the relationship
between teachers’ perceptions and motivational outcomes measures of teaching self-efficacy and
achievement goal orientations. Because the aim of this study is to explore the extent of
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phenomena, a quantitative research approach is most appropriate. According to Rasinger (2013),
quantitative research methods are used to answer questions that begin with how many, how much,
and to what extent. Therefore, I adopted a quantitative research approach for this study.

Instrumentation and questionnaire design
In quantitative research, participants are expected to respond to survey items specifically
designed to measure certain variables. The instrument for this study is comprised of three
surveys: two surveys adopted from the work of other researchers in the field, and a third survey
designed by me. I used the TSES (Tschannen Moran & Hoy, 2001) to measure teachers’ student
engagement efficacy, classroom management efficacy and instructional quality efficacy. I also
used the Achievement Goal Orientations for Teaching (AGOT) (Shim et al., 2013) survey to
measure teachers’ achievement goal orientations. I designed a survey to assess teachers’
perceptions about the effectiveness of professional learning experiences in enhancing the four
sources of self-efficacy: mastery experience, vicarious experience, social persuasion, and
physiological reactions. In the following sections, I describe these surveys in detail with due
consideration to instrument validation and reliability.

Teachers’ Sense of Efficacy Scale (TSES)
The TSES was developed by Tschannen-Moran and Hoy (2001) to measure teachers’
student engagement efficacy, classroom management efficacy and instructional quality efficacy.
Later, Tschannen-Moran and Hoy (2011) developed a short form of their scale that has just 12
questions, compared to 24 items in their original survey, yet demonstrates similar reliability to the
original long form. Because many questions on the long form are not applicable to the Kuwaiti

51
context, I decided to use the short form of the TSES in this study. Moreover, the short form
enabled me to minimize the number of questions on the final instrument. On the short form
survey: questions related to student engagement (questions 2, 3, 4, and 11) measure the extent to
which teachers believe that they can engage students in learning; questions related to classroom
management (questions 1, 6, 7, and 8) measure the extent to which a teacher believes he or she
can employ effective classroom management strategies to create opportunities for learning; and
questions related to instructional strategies (questions 5, 9, 10, and 12) measure the extent to
which a teacher believes that she or he can employ sound instructional practices to facilitate
student learning.
On the short form, participants are expected to respond to the 12 questions using a scale
from 1 to 9 with anchors at 1 (nothing), 3 (very little), 5 (some influence), 7 (quite a bit) and 9 (a
great deal). However, during the validation of the final instrument in this study, the panel of
reviewers indicated that the 9-point Likert scale is uncommon in Kuwait and would create
discrepancies and differences among teachers’ responses; the panel recommended using a 5-point
Likert scale instead. Tschannen-Moran and Hoy (2001) reported the reliability of the 12-item
survey as 0.9 for the full-scale survey, 0.81 for the student engagement domain, 0.86 for the
classroom management domain, and 0.86 for the instructional strategies domain. A copy of the
short form of the TSES and approval to use it are provided in Appendices A and B, respectively.
Many researchers in the field have used this survey to explore teachers’ self-efficacy (see
for example, Scherer et al., 2016; Zee & Koomen, 2016). In addition, researchers in non-Western
cultural contexts have used this survey and have demonstrated its reliability. For example, AlKhalaileh (2008) adopted the long form of the TSES and translated it into Arabic to investigate
the self-efficacy of Jordanian teachers. Her translated version shows a reliability of 0.88 for the
full-scale survey, 0.76 for the student engagement efficacy domain, 0.77 for the classroom
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management efficacy domain, and 0.75 for the instructional quality efficacy domain. I used her
translated long-version to create an Arabic equivalence to the short TSES form (see Appendix C).
I consulted expert reviewers in the field to ensure the face validity of the translated short
form of the TSES; the reviewers approved the Arabic version (see Appendix D). To further
assess the internal consistency of the translated short version of the TSES, I conducted a pilot
study with a sample of 20 kindergarten teachers; results show a Cronbach’s alpha of 0.808,
indicating adequate reliability. Furthermore, I performed a test and retest pilot study over a 2week period to assess the reliability of the translated short form version of the TSES over time.
Results show that the translated short form has a Pearson correlation coefficient of 0.632,
indicating that the survey is reliable over time. As mentioned previously, the TSES instrument is
the most widely used measure of teachers’ self-efficacy in the field; the literature is rich with
studies that recognize it as an appropriate instrument to measure teachers’ self-efficacy in the
domains of student engagement, classroom management, and instructional strategy (see for
example, Kuusinen, 2016; Scherer et al., 2016; Zee & Koomen, 2016). Moreover, some
researchers have indicated that the TSES instrument demonstrates strong psychometric
properties, even across cultural contexts, and recommend using it in non-Western cultural
contexts (Kuusinin, 2016).

Achievement Goal Orientations for Teaching (AGOT)
Many researchers in the field have proposed different scales to measure teachers’
achievement goal orientations (see for example, Butler & Shibaz, 2008; Retelsdorf et al., 2010).
In this study, I used the AGOT survey which had been used by Shim et al. (2013) and Wang et al.
(2018) in different cultural contexts. Shim et al. (2013) classified teachers’ achievement goal
orientations into three types: mastery achievement, performance achievement, and performance-
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avoidance. A mastery achievement goal indicates that a teacher is oriented toward learning and
gaining knowledge and enhancing her/his teaching skills. A performance achievement goal
indicates that a teacher is oriented toward comparing his/her teaching performance with others. A
performance-avoidance goal indicates that a teacher is oriented toward avoiding negative
judgments from others regarding her/his teaching. The AGOT is comprised of 10 questions as
follows: (a) questions 1, 2, and 3 measure teachers’ mastery achievement goal orientations; (b)
questions 4, 5, 6, and 7 measure teachers’ performance achievement goal orientations; and (c)
questions 8, 9, and 10 measure teachers’ performance-avoidance goal orientations. After
translating the survey into the Arabic language, I consulted a panel of three reviewers to ensure
the face validity of the translated version (see Appendix E).
The panel of reviewers approved the translated version and verified its equivalence to its
English counterpart. However, they recommended using a 5-point Likert scale instead of the 7point Likert scale used in the original instrument (see Appendix F). To check the reliability of the
translated version of the AGOT, I performed a pilot test with 20 kindergarten teachers; results
indicate that the translated version of the AGOT survey has a Cronbach’s alpha value of 0.867,
which indicates adequate reliability. Furthermore, I performed a test and retest pilot over a 2week period to confirm the reliability of the translated AGOT survey over time. The results show
a Pearson correlation coefficient of 0.766, which indicates that the Arabic version of the AGOT
survey is reliable over time.

Professional Development Perceptions Questionnaire (PDPQ)
To fulfill the objectives of this study, I needed to develop an instrument to assess
teachers’ perceptions of the effects of professional learning experiences on the sources of their
self-efficacy. I followed the steps to design and validate a measurement tool, as recommended by
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Ritter (1999). The objective of the measure is to yield a quantitative mean to assess the
perceptions of kindergarten teachers about the effects of professional learning experiences on
sources of their self-efficacy. The Professional Development Perceptions Questionnaire (PDPQ)
includes items based on the four sources of self-efficacy to measure teachers’ beliefs about the
effectiveness of professional learning experiences in terms of improving their classroom
management efficacy, student engagement efficacy and instructional quality efficacy. I followed
seven steps to develop this instrument, as described in the following subsections.

Step 1: Define the construct to be measured
A construct, as defined by Borg and Gall (1989, p. 756), “is a concept that is inferred
from commonalties among observed phenomena and that can be used to explain those
phenomena. In theory development, a concept that refers to a structure or process is hypothesized
to underlie particular observable phenomena.” This study required an instrument to assess
teachers’ beliefs about the effects of professional learning experiences on the four sources of selfefficacy in the domains of classroom management, student engagement and instructional quality,
therefore, 12 constructs were identified in this step. The 12 constructs represent teachers’ beliefs
about the effectiveness of professional learning experiences with regard to mastery experience,
vicarious experience, social persuasion, and physiological reactions in the student engagement
domain (constructs 1–4), classroom management domain (constructs 5–8), and the instructional
quality domain (constructs 9–12).
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Step 2: Prepare draft questionnaire items
After establishing the constructs to be measured, I designed a first draft of the
questionnaire based on an intensive review of the literature related to teachers’ professional
learning experiences in Kuwait and relevant cultural contexts, and their relationships with sources
of self-efficacy. This review yielded insights into the major issues associated with professional
learning experiences and self-efficacy (see for example, Morris et al., 2017). To obtain additional
insights into kindergarten teachers’ professional learning experiences in Kuwait, I designed openended items for a qualitative questionnaire in English based on the literature review and personal
communications with educational supervisors in kindergartens in Kuwait. The items of the
qualitative survey were mainly adopted from the work of Chong and Kong (2012). These items
inquire about teacher’s opinions about the contributions of professional learning experiences to
their sources of self-efficacy. For example, I asked teachers “What professional development
experiences contributed to your confidence in managing students in your classroom?” “How do
your colleagues influence your confidence in managing classroom?”. I then translated the
questionnaire into the Arabic language and I asked an educational expert from the Public
Authority of Applied Education and Training in Kuwait to translate the Arabic version back into
English. A crosscheck of the two English versions revealed only minor variations between the
two versions (see Appendix G for the final English version of the qualitative questionnaire). I
distributed the qualitative questionnaire to 20 kindergarten teachers to probe their opinions and
thoughts about the effectiveness of professional learning experiences with regard to self-efficacy
and used their responses to create items for the quantitative PDPQ in English. For example,
teachers’ responses to Question 10 in the qualitative survey “What did your supervisors say to
you about your practice of engaging your students in classroom activities and discussions?”
reveal that teachers value their supervisors’ opinion. Some teachers indicated that they usually
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receive encouraging feedbacks fro their supervisors. For example, one teacher wrote, “my
supervisor said that my approach is distinguished”. Other teacher indicated that her supervisor
told her that “her approach suites students level”. Teachers’ responses to Question 10 in the
qualitative survey were used to construct item 33 in the quantitative PDPQ survey “ I usually
receive praise and compliments from my educational supervisors with regard to my approach to managing
students in my classroom” which is used to quantify teachers’ perception about contribution of social
persuasion on their self-efficacy.

Teachers’ responses to the qualitative survey and my literature review were the main
foundations to the design of PDPQ’s items. I also drew on Edwards’s (1957) 14 points for item
clarity to reduce item error due to ambiguity in the writing of PDPQ items. In the draft version,
item responses were based on a 5-point Likert-type response scale.

3: Draft item review and IRB approval Step
A panel of three faculty members from the College of Basic Education at the Public
Authority of Applied Education and Training (PAAET) in Kuwait reviewed the draft version of
the PDPQ. The objective of this review was to assess the content validity of the drafted items.
The names and titles of panel members are shown in Appendix H. I provided each panel member
with a letter of explanation and definitions of terms used within the draft version of the PDPQ, as
well as a form to provide feedback on the validity of the items (see Appendix I). During this step,
I sought and secured approval from the Pennsylvania State University’s Institutional Review
Board (IRB) to perform this study in Kuwait (see Appendix J).
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Step 4: Revise items to ensure content validity
I used the reviewers’ valuable comments to revise the items and ensure content validity.
For example, the draft version of the questionnaire included a question related to teacher inquiry
as a type of professional learning experience. Panel members recommended removing this
question since kindergarten teachers typically do not engage in this type of professional learning
in Kuwait. Moreover, they suggested changing the wording of some questions. I incorporated
these suggestions and recommendations into the revised questionnaire. A content validity check
indicated that the PDPQ is valid and measures constructs as intended.

Step 5: Revise the translated version of the draft questionnaire
I then translated the PDPQ into the Arabic language and asked one panel member to
translate it back into English. A crosscheck of the two English versions revealed only minor
variations between the two versions. This forward and backward translation procedure is a
common approach in the literature to ensure the quality of translated items and to minimize the
impact of a language barrier between two research sites (see for example, Malinen, Savolainen, &
Xu, 2012; McGorry, 2000). The Arabic version of the PDPQ and the translation check form
appear in Appendices K and L, respectively.

Step 6: PDPQ reliability
To assess the reliability of the PDPQ, I performed a pilot test with 20 kindergarten
teachers in Kuwait. The results of the pilot test reveal that the PDPQ has a high degree of
reliability, with a Cronbach’s alpha reliability coefficient of 0.865 for the classroom management
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efficacy domain (items 23–38), 0.815 for the student engagement efficacy domain (items 39–54),
and 0.883 for the instructional quality efficacy domain (items 55–77).

Step 7: Test-retest reliability of the PDPQ
To further ensure the reliability of the PDPQ questionnaire, I performed a test-retest
assessment with 20 kindergarten teachers, who responded to the questions and then responded
again 2 weeks later. For the PDPQ, the test and retest results show a Pearson correlation
coefficient of 0.709, which indicates good reliability over time.

Research instrument
After establishing the validity and reliability of the PDPQ survey, I combined it with the
TSES and AGOT surveys to create a single research instrument (see final research instrument in
English and in Arabic in Appendices M and N, respectively). Table 3-1 shows a summary of the
tests performed on the research instrument to establish its validity and reliability.

59
Table 3-1: Summary of instrument’s validity and reliability.
Questionnaire

Validity Method

Reliability Method
Cronbach’s TestAlpha
Retest
0.808
0.632

Teachers’ Self-Efficacy Survey (TSES)

Face Validity

Achievement Goal Orientation for Teachers (AGOT)

Face Validity

0.870

0.766

Content Validity

0.935

0.709

Professional Development Perceptions Questionnaire (PDPQ)

Based on the instrument development procedures used in this research and evidence from
the validity and reliability checks, the instrument appears to have content and construct validity,
with high internal and test-retest reliability for use with kindergarten teachers to evaluate their
beliefs about the effects of professional learning experiences on the four sources of self-efficacy
(i.e., mastery experience, vicarious experience, social persuasion, and physiological reactions) in
the domains of classroom management, student engagement, and instructional quality. Table 3-2
shows the connections between my research questions and instrument items.

Table 3-2: Relationships between research questions and instrument items.
Target Research Question
What is the relationship between the motivational outcome measures of
teaching self-efficacy and the achievement goal orientations of kindergarten
teachers in Kuwait?

Instrument
Items
1–22

Do teaching self-efficacy and achievement goal orientations vary based on
years of experience as a classroom teacher?

1–22

Which professional learning experiences have the strongest positive
association with teaching self-efficacy and the achievement goal
orientations of kindergarten teachers?

1–72
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Research procedure
After I developed the research instrument, I requested and secured permission from the
Kuwait Ministry of Education (MoE) to conduct the study with Kuwaiti kindergarten teachers in
the six school districts of Kuwait (see Appendix O).

Research site selection
Kuwait is divided into six school districts. According to the MoE, there are 189 public
kindergartens in the country.1 Table 3-3 shows the number of kindergartens in each school
district.
Table 3-3: Number of kindergartens in each school district.
School District

No. of Kindergartens

Al-Asema

32

Hawali

29

Al-Farwania

33

Al-Ahmadi

39

Al-Jahra

22

Mubarak Al-Kabeer

34

Total

189

Public kindergartens are under the administrative supervision of the Kuwait MoE.
Moreover, Kuwaiti kindergartens follow a unified national curriculum and teachers are expected
to follow similar teaching plans. Therefore, the learning objectives for kindergarten teachers are
the same, regardless of school district. Moreover, the nature of professional learning experiences
in these kindergartens is similar.
1

https://www.e.gov.kw/sites/kgoArabic/Pages/CitizensResidents/Education/SchoolsKG.aspx
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Participant selection and sample size determination
In Kuwait, kindergarten teachers receive their academic preparation and certification
through teacher education programs, either at Kuwait University or the PAAET. According to
MoE statistics, there are more than 6,000 kindergarten teachers in Kuwait, the majority of whom
are Kuwaiti nationals. On average, there are between 20 and 30 teachers in each kindergarten. I
used a sample size calculator tool2 to calculate a representative sample size for the study. Based
on a population size of 6,000, an allowed margin of error of 5%, and a confidence level of 99%
the tool indicated a required sample size of approximately 600 teachers.

Data collection
I used an online survey tool to collect data from research participants. The Survey
Monkey platform enables users to post questions online and to create electronic links that can be
shared with the intended participants. I used this tool to post the questions of the Arabic version
of the survey online and created a link to the survey where teachers could enter their answers. I
shared this link to the survey with the head kindergarten educational supervisor at the ministry
level, who has direct connections with all kindergarten teachers through social media applications
such as WhatsApp. The head supervisor shared the link with all kindergarten teachers in Kuwait
and asked them to participate in this study. Participants received no financial compensation for
completing the survey and their identities remained anonymous. The teachers’ responses were
loaded directly into a data file that could be analyzed later using statistical software such as SPSS.
In quantitative research studies, numerical values are used to represent the answers for
each item; this eliminated the need to translate the answers back into English. This data
2

https://www.checkmarket.com/sample-size-calculator/
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collection approach ensured the confidentiality of all participating teachers and no attempts were
made to collect personal information that might be used later on to identify specific participants.
The only personal questions related to years of teaching experience and school district.
The online survey was active for approximately one month (from October 27, 2017
through November 25, 2017); afterwards, the link was deactivated and the collected data were
stored on a personal computer to ensure data security as stipulated by IRB procedures. Then, I
performed a comprehensive quality review of the collected data by observing the percentage of
completed responses. The number of teachers who participated in this survey was 1,341,
reflecting a response rate of approximately 22% of the total number of invited teachers (~6,000).
Among these responses, 629 were complete and further analyzed for the purposes of this study;
thus the response rate after manually eliminating incomplete responses from the data file was
around 10%.
In Table 3-4, I present the sample distribution by school district and years of teaching
experience. The 629 teachers were distributed among the six school districts of Kuwait as
follows: Mubarak Al-Kabeer (24.8%), Al-Ahmadi (24.3%), Al-Asema (16.5%), Al-Farwania
(15.6%), Al-Jahra (9.7%), and Hawali (9.1%). The participating teachers reported a wide range of
teaching experience: 6.8% had less than 1 year of teaching experience, 25.6% had 1–5 years of
teaching experience, 27.7% had 5–10 years of teaching experience, 17.2% had 10–15 years of
teaching experience, and 22.7% had more than 15 years of teaching experience.
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Table 3-4: Sample distribution by school district and years of teaching experience.
School district

Teaching Experience
5–10
10–15
> 15
years
years
years
27
20
30

Al-Asema

5

1–5
years
22

Hawali

2

11

18

13

13

57
(9.1%)

Al-Farwania

12

20

29

12

25

98
(15.6%)

Al-Ahmadi

7

47

42

17

40

153
(24.3%)

Al-Jahra

3

16

16

19

7

61
(9.7%)

Mubarak Al-Kabeer

14

45

42

27

28

156
(24.8%)
629
(100%)

Total

< 1 year

43
161
174
108
143
(6.8%) (25.6%) (27.7%) (17.2%) (22.7%)

Total
104
(16.5%)

The collected data were subjected to some statistical analysis techniques and the results of data
analysis are presented in the following chapter.
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Chapter 4

Data Analysis and Results
In this chapter, I analyze the quantitative data collected via the online survey instrument
to assess Kuwaiti kindergarten teachers’ perceptions of the effects of professional learning
experiences on the sources of their self-efficacy. I also present results quantifying teachers’ selfefficacy beliefs and achievement goal orientations and compare them based on years of teaching
experience. The analysis reveals that teachers’ levels of self-efficacy affect their perceptions
about the effectiveness of professional learning experiences. Moreover, the results indicate that
teachers’ achievement goal orientations are influenced by years of experience and level of selfefficacy.
I begin by presenting the results of factor analysis techniques in which the objective is to
generate a number of factors that can be used to analyze the collected data. Then, I present the
results of some statistical techniques including descriptive analysis, ANOVA, and path analysis.

Data analysis
I used statistical software (SPSS) to analyze the collected data. With the large number of
participants in this study (N = 629) and items on the instrument (72 questions), it is helpful to use
factor analysis to collapse the large number of variables in this study into factors to facilitate
interpretation of the results.

Construct validity
Flake, Pek, and Hehman (2017, p. 2) defined construct validity as “the process of
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integrating evidence to support the meaning of a number which is assumed to represent a
psychological construct.” In other words, the objective of construct validity is to assess the
degree to which a test measures what it claims to be measuring. In most quantitative research, the
collected data can be used to ensure the construct validity of the instrument used. Construct
validity can be established by factor analysis, which enables relationships between the
instrument’s items to be investigated.
Factor analysis is a useful statistical technique for exploring the relationships between
different variables. It is used to collapse a large number of variables into a few factors that can be
more easily interpreted (Thompson, 2004). There are three different types of factor analysis
techniques: exploratory factor analysis (EFA), confirmatory factor analysis (CFA), and structural
equation modeling (SEM). EFA is used to measure relationships between variables and factors
without any predefined structure of the outcomes, whereas CFA is used to investigate these
relationships under a predefined structure. SEM is used to investigate hypotheses about the
presence of relationships between factors and variables that are tested via linear equation models.
In this study, I used EFA to perform factor analysis on the three scales (i.e., TSES,
AGOT and PDPQ). Because I had adopted the TSES and AGOT from the work of other
researchers and the scales had never been used and tested in the Kuwaiti context, no predefined
conditions were known about the outcomes from these two surveys. Moreover, because I
developed the PDPQ for this study, the scale had no known outcomes. Therefore, EFA was the
appropriate factor analysis technique for this study. To determine the interrelationships among
survey items, I performed a principal component analysis with varimax rotation on the three
scales.

66
TSES
For the TSES, I extracted all factors with eigenvalues greater than 1. I interpreted factor
loadings with absolute values greater than 0.4, which accounted for 47% of the variance in the
variable results (Stevens, 1992). One item (Question 7: How much can you do to calm a student
who is disruptive or noisy?) showed a low value of factor loading (0.281). Upon careful review
of the content of the item, I deleted it because it was ambiguously written in the Arabic version.
In Table 4-1, I present the rotated matrix. Factor loadings range from 0.640 to 0.778, thus the
TSES items can be collapsed into one factor.

Table 4-1: Factor loadings for EFA with varimax rotation for the TSES (N = 629).
Items

Factor 1

Classroom management efficacy
How much can you do to control disruptive behavior in the classroom?
How much can you do to get children to follow classroom rules?
How well can you establish a classroom management system with each group of
students?
Student engagement efficacy
How much can you do to motivate students who show low interest in schoolwork?
How much can you do to get students to believe they can do well in schoolwork?
How much can you do to help your students value learning?
How much can you assist families in helping their children do well in school?
Instructional quality efficacy
To what extent can you craft good questions for your students?
How much can you use a variety of assessment strategies?
To what extent can you provide an alternative explanation or example when students
are confused?
How well can you implement alternative strategies in your classroom?

0.659
0.747
0.778

0.703
0.720
0.684
0.640
0.706
0.744
0.692
0.742

The exploratory factor analysis suggests that the teachers’ efficacy in the domains of
classroom management, student engagement, and instructional quality can be collapsed into one
factor in the Kuwaiti context, which I label teachers’ self-efficacy. Other researchers who
explored self-efficacy in cultural contexts similar to Kuwait found similar results (e.g., Crandall,
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Rahim, & Yount, 2016). A scree plot is used to visually examine the number of factors and
determine the number of significant factors for exploratory analysis. The scree plot for the EFA
of the TSES is shown in Figure 4-1.

Figure 4-1: Scree plot for the EFA of the TSES.

AGOT
I performed exploratory factor analyses for the AGOT questionnaire. The rotated matrix
showed two factors accounting for 58% of the variance. Factor loadings ranged from 0.62 to
0.846. The first factor included all items related to the mastery achievement goal orientation,
while the second factor included all items related to performance achievement and performanceavoidance goal orientations. This result suggests that kindergarten teachers in Kuwait have two
achievement goal orientations. Moreover, this observation suggests that kindergarten teachers in
Kuwait perceive their efforts to perform better than their peers and their efforts to avoid weak
performance as oriented toward a single goal. The collapse of the performance achievement and
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performance-avoidance goal orientations into one factor was also reported in other studies (see
for example, Cho and Shim, 2013; Turner, 2014). The rotated matrix, presented in Table 4-2,
shows the two factors: the mastery achievement goal orientation factor (3 items) and the
performance goal orientation factor (7 items). The scree plot for the exploratory factor analysis
for the AGOT is presented in Figure 4-2.
Table 4-2: Factor loadings for EFA with varimax rotation for the AGOT (N = 629).
Items

Factor 1

Factor 2

Mastery achievement goal orientation (MA)
It is important for me to continue to learn more about teaching.
One of my goals for teaching is to develop more effective
teaching methods.
The development of my teaching abilities is important to me.
Performance goal orientation (PG)
It is important to me to be praised for having higher teaching
abilities than other teachers.
It is important that my students think that I am a better teacher
than other teachers in the school.
One of my goals for teaching is to be recognized as one of the
best teachers in the school.
It is important for me to teach better than other teachers.
It is important that my teaching abilities are not inferior to
those of most of my colleagues.
I don’t want to look like an incompetent teacher to my fellow
teachers.
I don’t want to show poor teaching skills when the principal or
parents observe one of my lessons.

Figure 4-2: Scree plot for the EFA of the AGOT.

0.757
0.846
0.836
0.620
0.702
0.730
0.815
0.735
0.729
0.686
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PDPQ
For the PDPQ, I performed EFA by extracting factors with eigenvalues of 1.00 or greater.
The initial application of factor analysis suggested that six factors account for 73% of the
variance. However, after careful review of the content of the items, I deleted some of them
because they were ambiguously written in the Arabic language version. For example, the phrase
“Participating in …”, which appears in many items in PDPQ questionnaire, might refer to direct
experiences and/or indirect experiences, and thus make those items unclear for further analysis.
Moreover, the items related to reading, such as “Reading ministry publications …,” appear to be
irrelevant to representing the effect of professional learning experiences on sources of mastery
experience. A second attempt at factor analysis yielded four factors that explain around 71% of
the variance related to the effect of professional learning on the four sources of self-efficacy:
mastery experience (6 items), vicarious experience (4 items), social persuasion (6 items), and
physiological reactions (6 items). Table 4-3 shows the PDPQ items loaded onto the four factors.
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Table 4-3: Factor loadings for EFA with varimax rotation for the PDPQ (N = 629).
Items
Factor 1 Factor 2 Factor 3 Factor 4
Effect of professional learning on mastery experience (ME)
My previous teaching experiences contributed to my confidence in managing students in my classroom.
0.717
Conducting model lessons contributes to my confidence in managing students in my classroom.
0.646
My previous teaching experiences contributed to my confidence in engaging students in my classroom.
0.673
Conducting model lessons contributes to my confidence in engaging students in my classroom.
0.722
My previous teaching experiences contributed to my confidence in using child-centered instructional
0.634
strategies in my classroom.
Conducting model lessons contributes to my confidence in using child-centered instructional strategies in my 0.622
classroom.
Effect of professional learning on vicarious experience (VE)
Attending model lessons conducted by my colleagues contributes to my confidence in managing students in
0.790
my classroom.
Observing my colleagues in their classrooms contributes to my confidence in managing students in my
0.803
classroom.
Attending model lessons conducted by my colleagues contributes to my confidence in engaging students in
0.569
my classroom.
Observing my colleagues in their classrooms contributes to my confidence in engaging students in my
0.568
classroom.
Effect of professional learning on social persuasion (SP)
I usually receive praise and compliments from my colleagues with regard to my approach to managing
0.751
students in my classroom.
I usually receive praise and compliments from my educational supervisors with regard to my approach to
0.817
managing students in my classroom.
I usually receive praise and compliments from my colleagues with regard to my approach to engaging
0.689
students in my classroom.
I usually receive praise and compliments from my educational supervisors with regard to my approach to
0.742
engaging students in my classroom.
I usually receive praise and compliments from my colleagues with regard to my approach to using child0.560
centered instructional strategies in my classroom.
I usually receive praise and compliments from my educational supervisors with regard to my approach to
0.655
using child-centered instructional strategies in my classroom.
Effect of professional learning on physiological reactions (PR)
Participating in professional development workshops organized by the ministry contributes to reducing my
0.673
levels of anxiety and stress when managing students in my classroom.
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Items
Participating in professional development workshops organized by supervisors contributes to reducing my
levels of anxiety and stress when managing students in my classroom.
Participating in professional development workshops organized by the ministry contributes to reducing my
levels of anxiety and stress when engaging students in my classroom.
Participating in professional development workshops organized by supervisors contributes to reducing my
levels of anxiety and stress when engaging students in my classroom.
Participating in professional development workshops organized by the ministry contributes to reducing my
levels of anxiety and stress when using child-centered instructional strategies in my classroom.
Participating in professional development workshops organized by supervisors contributes to reducing my
levels of anxiety and stress when using child-centered instructional strategies in my classroom.

Factor 1 Factor 2 Factor 3 Factor 4
0.667
0.779
0.789
0.804
0.782
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Table 4-3 shows that factor loadings range from 0.560 to 0.817. The results suggest that the
perceptions of kindergarten teachers about the effects of professional learning on mastery
experience, vicarious experience, social persuasion and physiological reactions are similar for the
educational domains of classroom management, student engagement, and instructional quality.
The scree plot of the EFA for the PDPQ questionnaire analysis is shown in Figure 4-3.

Figure 4-3: Scree plot for the EFA of the PDPQ.

Reliability
Overall, EFA results yielded one factor (i.e., self-efficacy) to represent the items in the
TSES scale, two factors (i.e., mastery achievement, performance goals) to represent the items of
AGOT scale, and four factors (mastery experience, vicarious experience, social persuasion and
physiological reactions) to represent the items of PDPQ scale. Table 4-4 summarizes the EFA
results and presents the Cronbach’s alpha values for the seven factors as measures of internal
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consistency among the scale variables; the values range between 0.752 and 0.929, indicating good
reliability.
In the sections that follow, I present the results of this study based on these seven factors
as described in Table 4-4. I interpret my results by identifying the relationships among these
seven factors. In addition, I include years of teaching experience as an eighth factor in the
analysis to see how these relationships are affected by teachers’ level of experience.

Table 4-4: Summary of EFA results.
Factor
Teaching self-efficacy (SE)
Mastery achievement goal orientation (MA)
Performance goal orientation (PG)
Effect of professional learning on mastery experience (ME)
Effect of professional learning on vicarious experience (VE)
Effect of professional learning on social persuasion (SP)
Effect of professional learning on physiological reactions (PR)

Number
of items
11
3
7
6
4
6
6

Cronbach’s
alpha
0.886
0.752
0.851
0.873
0.918
0.890
0.929

Results
I begin the analysis of the results by presenting descriptive statistics for the eight factors
considered in this study before presenting the results of correlation analysis, which reveal major
relationships between the factors. I also present analysis of variance (ANOVA) results which
reveal changes in the first seven factors with respect to years of teaching experience. I conclude
this chapter with a path analysis that tests two hypothesized models.
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Descriptive statistics
In this section, I present descriptive statistics for the seven factors identified through EFA
as well as years of teaching experience. Table 4-5 shows the means and standard deviations for
teachers’ self-efficacy, achievement goal orientations, and teachers’ perceptions of the effects
professional learning experiences on the four sources of self-efficacy.

Table 4-5: Means and standard deviations of measured variables (N = 629).
Measure
Teaching self-efficacy (SE)
Mastery achievement goal orientation (MA)
Performance goal orientation (PG)
Effect of professional learning on mastery experience (ME)
Effect of professional learning on vicarious experience (VE)
Effect of professional leaning on social persuasion (SP)
Effect of professional learning on physiological reactions (PR)
Years of teaching experience (YTE)

Mean
3.90
4.18
4.26
4.26
4.17
4.20
4.00
3.23

SD
0.51
0.69
0.66
0.64
0.76
0.65
0.82
1.25

Table 4-5 shows that Kuwaiti kindergarten teachers reported medium-high levels of selfefficacy in the domains of classroom management, student engagement, and instructional quality
(M = 3.90, SD = 0.51). These levels are comparable with findings from other studies performed in
similar cultural contexts. For example, Al-Khalaileh (2008) reported similar levels when she
investigated the self-efficacy of Jordanian teachers (M = 3.95, SD = 0.45). Table 4-5 also shows
that teachers reported a higher level of orientation toward performance goals (M = 4.26) than
toward mastery achievement goals (M = 4.18). Table 4-5 shows comparable standard deviation
values across the achievement goal orientations (SD = 0.69 and 0.67 for mastery achievement and
performance goals, respectively) indicating insignificant individual variability. Moreover, based
on the mean values reported in the table, teachers perceive that professional learning experiences
have strong effects on sources of self-efficacy. Table 4-5 shows that among the sources of self-
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efficacy, teachers perceive that professional learning has the strongest effect on mastery
experience (M = 4.26, SD = 0.64) as expected. Tschannen-Moran and McMaster (2009) found
that “the most powerful professional development format included an authentic mastery
experience embedded in the teacher’s regular teaching context” (Tschannen-Moran & McMaster,
2009; p. 240). Insignificant variability exists among teachers’ perceptions of the effects of
professional learning experiences on the four sources of self-efficacy, as indicated by the low
standard deviation values (SD = 0.64, 0.76, 0.65, and 0.85 for mastery experience, vicarious
experience, social persuasion, and physiological reactions, respectively). Other studies show
similar values of standard deviation between 0.6 and 1.1 and concluded that there should not be a
concern about a ceiling effect (Tschannen-Moran & Woolfolk Hoy, 2001). Finally, Table 4-5
shows that the participants had an average of 5–10 years of teaching experience (M = 3.23), with
significant variability in their experience (SD = 1.25).
Table 4-6 shows the means and the standard deviations of teachers’ responses to TSES
items. Table 4-6 indicates that Kuwaiti kindergarten teachers reported slightly higher selfefficacy levels for their classroom management practices (M = 3.99, SD = 0.601) followed by
student engagement (M = 3.89, SD = 0.579) and then instructional quality (M = 3.87, SD =
0.591).
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Table 4-6: Results for sense of self-efficacy (N = 629).
Items
Classroom management efficacy
How much can you do to control disruptive behavior in the classroom?
How much can you do to get children to follow classroom rules?
How well can you establish a classroom management system with each group of
students?

M
3.99
4.05
4.11
3.81

SD
.601
.759
.675
.745

Student engagement efficacy
How much can you do to motivate students who show low interest in schoolwork?
How much can you do to get students to believe they can do well in schoolwork?
How much can you do to help your students value learning?
How much can you assist families in helping their children do well in school?
Instructional quality efficacy
To what extent can you craft good questions for your students?
How much can you use a variety of assessment strategies?
To what extent can you provide an alternative explanation or example when
students are confused?
How well can you implement alternative strategies in your classroom?

3.89
3.85
3.98
3.94
3.78
3.87
3.87
3.72
3.93

.579
.728
.708
.712
.859
.591
.775
.745
.761

3.98

0.729

Table 4-7 shows the means and standard deviations of teachers’ responses to the
achievement goal orientation measure items.
Table 4-7: Results for achievement goal orientations (N = 629).
Items

M

SD

It is important for me to continue to learn more about teaching.

4.18
3.95

0.690
0.995

One of my goals for teaching is to develop more effective teaching methods.

4.19

0.788

The development of my teaching abilities is important to me.

4.42

0.713

4.26
4.22

0.658
0.913

3.87

1.144

4.24

0.955

4.06

1.023

4.38

0.764

4.53

0.764

4.52

0.762

Mastery achievement goal orientation (MA)

Performance goal orientation (PG)
It is important to me to be praised for having higher teaching abilities than other
teachers.
It is important that my students think that I am a better teacher than other teachers
in the school.
One of my goals for teaching is to be recognized as one of the best teachers in the
school.
It is important for me to teach better than other teachers.
It is important that my teaching abilities are not inferior to those of most of my
colleagues.
I don’t want to look like an incompetent teacher to my fellow teachers.
I don’t want to show poor teaching skills when the principal or parents observe
one of my lessons.
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Table 4-7 shows that teachers’ fear of exhibiting poor performance in front of their fellow
teachers (i.e., “I don’t want to look like an incompetent teacher to my fellow teachers;” M = 4.53,
SD = 0.764) and in front of principals or parents (i.e., “I don’t want to show poor teaching skills
when the principal or parents observe one of my lessons;” M = 4.52, SD = 0.762) are main drivers
of their adoption of the performance goal orientation. The standard deviation values indicate
lower variability in teachers’ responses to these two concerns. In contrast, teachers’ responses
indicate reduced concerns about their performance relative to the performance of other teachers
(i.e., “It is important that my students think that I am a better teacher than other teachers in the
school;” M = 3.87, SD = 1.144; and “It is important for me to teach better than other teachers;” M
= 4.06, SD = 1.023).

Correlations between variables
Correlation is a standard statistical approach that aims to measure and describe the
strength and direction of a relationship between two variables. In Table 4-8, I present the
correlations between the variables revealed by the EFA. The results show that the relationships
between the variables vary in strength and significance.
Specifically, the results show a positive correlation between years of teaching experience
and teachers’ self-efficacy (r = 0.344, p < 0.01). In other words, teachers’ self-efficacy increases
in the domains of classroom management, student engagement and instructional quality as they
gain more experience. This observation is consistent with the findings of many other researchers
(e.g., Bray-Clark & Bates, 2003; Gist et al., 1990; Powers et al., 2016; Tschannen-Moran &
McMaster, 2009). Moreover, teaching experience is positively correlated with the performance
goal orientation (r = 0.089, p < 0.05). This might be attributed to teachers’ growing fear of
demonstrating poor teaching performance in front of others as they advance in their careers. No
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significant correlation was found between teachers’ years of experience and the mastery
achievement goal orientation. A more detailed discussion about these two correlations is provided
in next chapter. Table 4-8 shows that teaching experience is positively correlated with teachers’
perceptions of the effects of professional learning experiences on their self-efficacy through
mastery experience (r = 0.196, p < 0.01) and social persuasion (r = 0.147, p < 0.01). This
observation suggests that teachers with more experience perceive professional learning
experiences to more effectively foster mastery experience and social persuasion than other
sources of self-efficacy. As indicated by Bembenuty (2006), teachers improve their self-efficacy
through mastery experience based on their judgments about how well they completed similar
tasks in the past. Therefore, teachers with more teaching experience are expected to place more
value on the mastery experience source of self-efficacy.
The results show that teachers’ self-efficacy is positively and moderately correlated with
the mastery achievement (r = 0.349, p < 0.01) and performance (r = 0.281, p < 0.01) goal
orientations. Cho and Shim (2013) reported comparable correlation values between teachers’ selfefficacy and achievement goal orientations. The strength of these correlations suggests that
teachers with high levels of self-efficacy tend to adopt the mastery achievement goal orientation.
As indicated by Elliot (2005), mastery achievement and performance goals are undergirded by
positive views of oneself. Whereas the presence of a positive association between self-efficacy
and the mastery achievement goal orientation is consistent with the findings of other researchers
(see for example; Anderman & Young, 1994; Roeser, Midgley, & Urdan, 1996; Pajares, Britner,
& Valiante, 2000; Middleton & Midgley, 2002; Linnenbrink, 2005), there is no consensus among
researchers about the magnitude of the relationship between teachers’ self-efficacy and the
performance goal orientation. Some researchers have reported no relationship between selfefficacy and the performance goal orientation (see for example, Middleton & Midgley, 2002;
Shim & Ryan, 2005), but others have reported a positive relationship between teachers’ self-
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efficacy and the performance goal orientation (see for example, Bong, 2001; Pajares et al., 2000;
Wolters, Yu, & Pintrich, 1996)
The correlation results also show that teachers’ self-efficacy is strongly correlated with
their perceptions of the effect of professional learning experiences on mastery experience (r =
0.542, p < 0.01) and moderately correlated with their perceptions of the effects of professional
learning on other sources of self-efficacy (i.e., vicarious experience, social persuasion and
physiological reactions). Thus, teachers with high self-efficacy believe that professional learning
experiences targeting mastery experience have more impact on their self-efficacy than
experiences targeting other sources of self-efficacy. This result is consistent with Bandura’s view
that mastery experience is a more effective source of self-efficacy.
The results show that the mastery achievement goal orientation is positively and
moderately correlated with the performance goal orientation (r = 0.273, p < 0.01). This result
also suggests the presence of positive and moderate correlations between the mastery
achievement goal orientation and teachers’ perceptions about the effect of professional learning
experiences on mastery experience (r = 0.404, p < 0.01), vicarious experience (r = 0.385, p <
0.01), social persuasion (r = 0.336, p < 0.01), and physiological reaction (r = 0.326, p < 0.01).
The results show similar correlation values between the performance goal orientation and
teachers’ perceptions about the effect of professional learning experiences on mastery experience
(r = 0.437, p < 0.01), vicarious experience (r = 0.341, p < 0.01), social persuasion (r = 0.392, p <
0.01), and physiological reaction (r = 0.317, p < 0.01).
Finally, the results show positive and strong correlations between teachers’ perceptions
about the effects of professional learning experiences on the four sources of self-efficacy (i.e.,
mastery experience, vicarious experience, social persuasion and physiological reactions). This
might suggest a consensus among teachers about the effects of professional learning experiences
on their self-efficacy.
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Table 4-8: Correlations between major variables.
Variable

YTE

SE

MA

PG

ME

VE

SP

PR

1

-

-

-

-

-

-

-

Self-efficacy (SE)

.344**

1

-

-

-

-

-

-

Mastery achievement goal orientation (MA)

.055

.349**

1

-

-

-

-

-

Performance goal orientation (PG)

.089*

.281**

.273**

1

-

-

-

-

Effect of professional learning on mastery experience (ME)

.196**

.542**

.404**

.437**

1

-

-

-

Effect of professional learning on vicarious experience (VE)

-.050

.267**

.385**

.341**

.647**

1

-

-

Effect of professional learning on social persuasion (SP)

.147**

.482**

.336**

.392**

.656**

.509**

1

-

.315**

.326**

.317**

.661**

.748** .589**

Years of teaching experience (YTE)

Effect of professional learning on physiological reactions (PR) .025
* p < 0.1 level (2-tailed).
** p < 0.01 level (2-tailed).

1
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Analysis of variance (ANOVA)
I performed a one-way ANOVA to assess the perceptions of kindergarten teachers about
the effects of professional learning experiences on the four sources of self-efficacy among
teachers with different levels of teaching experience. I divided the participants into five groups
based on their years of teaching experience: (a) less than 1 year of experience, (b) between 1 and
5 years of experience, (c) between 5 and 10 years of experience, (d) between 10 and 15 years of
experience, and (e) more than 15 years of experience. My objective was to identify variations (if
any) among participants’ responses regarding their perceptions about the effects of professional
learning experiences on the sources of their self-efficacy, overall self-efficacy levels and
achievement goal orientations based on their years of teaching experience. Table 4-9 shows the
means and standard deviations for each factor based on participants’ years of teaching experience.
Table 4-9 shows a significant effect of years of teaching experience on self-efficacy (F[4,
624] = 21.775, p < 0.001). Teachers with less than 1 year of experience reported lower levels of
self-efficacy (M = 3.49, SD = 0.573) than teachers with more than 15 years of experience (M =
4.13, SD = 0.533). The development of teachers’ self-efficacy over time is very well documented
in the literature (Bandura, 1997). A teacher’s level of mastery experience (i.e., the main source of
self-efficacy; Bandura, 1977a) increases over time throughout his or her teaching career.
In addition, Table 4-9 suggests that the effect of teaching experience on the mastery
achievement goal orientation is not significant (F[4, 624] = 0.955, p = 0.432), with comparable
means across teaching experience levels. Moreover, Table 4-9 shows a significant effect of years
of teaching experience on teachers’ adoption of the performance goal orientation (F[4, 624] =
2.12, p = 0.077). This result suggests that experienced teachers tend to adopt the performance
goal orientation (M = 4.13, SD = 0.685) more than less experienced teachers (M = 4.00, SD =
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0.769). This might be attributed to experienced teachers’ fear of damaging their reputations by
exhibiting poor performance. I discuss this relationship in detail in the next chapter.
The one-way ANOVA shows a significant effect of years of teaching experience on
teachers’ perceptions about the effect of professional learning experiences on mastery experience
(F[4, 624] = 8.21, p < 0.001). The most experienced teachers (M = 4.44, SD = 0.574) recognized
the contribution of professional learning experiences to their self-efficacy through mastery
experience more than the least experienced teachers (M = 3.84, SD = 0.806). This makes intuitive
sense, since mastery experience is based mainly on personal expertise, which accumulates over
time (Bandura, 1977a).
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Table 4-9: ANOVA based on years of teaching experience (N = 629).
Teaching Experience
Measure

1–5 years
(25.6%)

5–10 years 10–15 years
(27.7%)
(17.2%)

> 15 years
(22.7%)

Difference

Partial
𝜂2

Self-efficacy (SE)

M
3.49

SD
M
SD
M
SD
M
SD
M
0.573 3.74 0.422 3.90 0.487 4.00 0.425 4.13

SD
0.533

F(4, 624)
21.77***

0.122

Mastery achievement goal orientation (MA)

4.08

0.774 4.18 0.630 4.16 0.691 4.14 0.679 4.27

0.722

0.95

0.006

Performance goal orientation (PG)

4.00

0.769 4.24 0.624 4.26 0.653 4.30 0.621 4.31

0.685

2.12*

0.013

***

Effect of professional learning on mastery experience (ME)

3.84

0.806 4.21 0.626 4.25 0.654 4.28 0.551 4.44

0.574

8.21

Effect of professional learning on vicarious experience (VE)

4.16

0.728 4.29 0.657 4.18 0.746 3.92 0.840 4.23

0.818

4.36**

0.027

Effect of professional learning on social persuasion (SP)

3.79

0.779 4.15 0.663 4.23 0.641 4.27 0.489 4.28

0.683

5.71***

0.035

0.845

**

0.023

Effect of professional learning on physiological reactions (PR)
*

< 1 year
(6.8%)

p < 0.05; ** p < 0.01; *** p < 0.001

3.86

0.792 4.07 0.739 3.99 0.804 3.78 0.919 4.13

3.59

0.05
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Moreover, the results show that the effect of experience level on teachers’ perceptions
about the effect of professional learning experiences on vicarious experience is significant (F[4,
624] = 4.36, p = 0.002). Teachers with 1 to 5 years of teaching experience reported the strongest
effect (M = 4.29, SD = 0.657) and teachers with 10 to 15 years of experience reported the
weakest effect (M = 3.92, SD = 0.84). Although the results do not show a clear correlation
between teachers’ years of experience and their perceptions about the effects of professional
learning experiences on vicarious experience, the contribution of vicarious experience to
teachers’ self-efficacy is expected to decrease compared to the contribution of mastery experience
as teachers grow in their practice and accumulate more teaching experience. “The impact that a
vicarious experience has on an individual teacher’s efficacy varies for a preservice teacher versus
an experienced in-service teacher” (Wagler, 2011, p. 2).
Furthermore, the one-way ANOVA test shows a significant effect of years of teaching
experience on teachers’ perceptions of the effects of professional learning experiences on their
self-efficacy through social persuasion (F[4, 624] = 5.71, p < 0.001). Experienced teachers (M
= 4.28, SD = 0.683) tend to have stronger perceptions about the effect of professional learning
experiences on their self-efficacy through social persuasion compared to less experienced
teachers (M = 3.79, SD = 0.779). Experienced teachers gave high ratings when they were asked
about the feedback that they usually received from their colleagues and educational supervisors
about their performance in classrooms compared to less experienced teachers.
Finally, the test shows a significant relationship between teachers’ experience levels and
their perceptions about the effects of professional learning experiences on their self-efficacy
through physiological reactions (F[4, 624] = 3.59, p = 0.007). The results suggest that
experienced teachers recognize how professional learning experiences reduce levels of anxiety
and stress when they perform in classrooms compared to less experienced teachers.
Table 4-9 also shows the values of Partial 𝜂 2 , a measure of how much a dependent
variable’s variation can be explained by an independent variable’s variation. For the ANOVA in
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this study, the independent variable is years of teaching experience while the dependent variables
are teachers’ self-efficacy, mastery achievement goal orientation, performance goal orientation,
and perceptions about the effects of professional learning experiences on their self-efficacy
through mastery experience, vicarious experience, social persuasion, and physiological reactions.
According to Cohen’s (1988) guidelines about partial 𝜂 2 , a value of 0.01 indicates a small size
effect, 0.06 indicates a medium effect, and 0.13 indicates a large effect. Therefore, the only
sizable effect in Table 4-9 is between years of experience and level of self-efficacy, where the
value of partial 𝜂 2 is around 0.122.
Overall, teachers’ perceptions about the effects of professional learning experiences on
self-efficacy through mastery experience, vicarious experience, social persuasion, and
physiological reactions vary significantly based on their years of teaching experience. This is an
important finding in the Kuwaiti context, because the teachers indicated that professional learning
experiences have strong effects on their sources of self-efficacy, as indicated by the high mean
values for mastery experience, vicarious experience, social persuasion and physiological
reactions. Other researchers also have acknowledged the positive effects of professional learning
on the four sources of teachers’ self-efficacy (e.g., Bray-Clark & Bates, 2003; Gist et al., 1990;
Powers et al., 2016; Tschannen-Moran & McMaster, 2009).
Table 4-10 shows the results of a one-way ANOVA for self-efficacy scale items based on
teachers’ years of experience. The one-way ANOVA shows significant effects of years of
teaching experience on all self-efficiency scale items. The reported differences range from
22.989 to 5.515 (p < 0.001). The low standard deviation values indicate insignificant variability
in teachers’ responses in each group.
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Table 4-10: One-way ANOVA for self-efficacy based on years of teaching experience (N = 629).
Teaching Experience
< 1 year
(6.8%)

Measure

1–5 years
(25.6%)

5–10 years
(27.7%)

10–15 years
(17.2%)

> 15 years
(22.7%)

Difference

M

SD

M

SD

M

SD

M

SD

M

SD

F(4, 624)

Classroom management efficacy

3.46

0.659

3.83

0.51

3.99

0.601

4.11

0.5

4.23

0.601

20.595*

How much can you do to control disruptive behavior in the
classroom?
How much can you do to get children to follow classroom
rules?
How well can you establish a classroom management
system with each group of students?

3.44

0.934

3.83

0.712

4.02

0.713

4.29

0.662

4.39

0.682

21.069*

3.74

0.79

4.03

0.627

4.11

0.684

4.19

0.598

4.26

0.689

5.959*

3.21

0.804

3.62

0.689

3.84

0.751

3.96

0.625

4.06

0.72

16.09*

Student engagement efficacy

3.51

0.643

3.76

0.483

3.86

0.581

3.93

0.519

4.15

0.594

15.257*

How much can you do to motivate students who show low
interest in schoolwork?
How much can you do to get students to believe they can do
well in schoolwork?

3.49

0.769

3.65

0.675

3.83

0.753

3.9

0.669

4.19

0.649

14.922*

3.7

0.939

3.84

0.638

3.95

0.582

3.97

0.662

4.26

0.689

9.277*

3.58

0.794

3.89

0.638

3.9

0.783

3.97

0.603

4.12

0.707

5.515*

How much can you assist families in helping their children
do well in school?

3.29

0.984

3.66

0.836

3.76

0.846

3.86

0.803

4.03

0.817

8.158*

Instructional quality efficacy

3.46

0.687

3.67

0.54

3.9

0.556

4.03

0.504

4.08

0.592

18.02*

To what extent can you craft good questions for your
students?

3.35

0.897

3.55

0.715

3.9

0.745

4.16

0.672

4.15

0.695

22.989*

3.35

0.72

3.54

0.698

3.73

0.73

3.82

0.759

3.94

0.729

9.231*

3.63

0.9

3.74

0.712

3.95

0.777

4.08

0.628

4.08

0.779

6.93*

3.53

0.797

3.84

0.694

4.02

0.745

4.06

0.6

4.14

0.747

7.968

How much can you do to help your students value learning?

How much can you use a variety of assessment strategies?
To what extent can you provide an alternative explanation
or example when students are confused?
How well can you implement alternative strategies in your
classroom?
*

p < 0.001
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To explore the effect of teachers’ years of experience on their achievement goal
orientations in more detail, I performed a one-way ANOVA on AGOT scale items. Table 4-11
shows the results of the one-way ANOVA analysis for AGOT scale items based on teachers’
years of experience. The main observation in Table 4-11 is related to teachers’ responses to
questions that infer a performance-avoidance tendency such as “It is important that my teaching
abilities are not inferior to those of most of my colleagues;” “I don’t want to look like an
incompetent teacher to my fellow teachers;” and “I don’t want to show poor teaching skills when
the principal or parents observe one of my lessons.” The results of a one-way ANOVA show that
teachers’ fear of demonstrating poor performance grows as they grow in their profession. A
similar observation was reported by Butler (2007, p. 246):
Strivings to avoid the demonstration of inferior ability were highest among the most
experienced teachers and these teachers scored significantly higher on ability
avoidance than did teachers with intermediate experience; ability avoidance among
the least experienced teachers was in between.
Table 4-11 shows that teachers’ growing fear of demonstrating poor performance can be
inferred from their responses to the last three items in AGOT scale. Teachers with less than one
year reported lower levels of fears when they were asked “It is important that my teaching
abilities are not inferior to those of most of my colleagues” (M = 4.21, SD = 0.804), “I don’t want
to look like an incompetent teacher to my fellow teachers” (M = 4.23, SD = 0.973), and “I don’t
want to show poor teaching skills when the principal or parents observe one of my lessons” (M =
4.19, SD = 0.1.029) compared to teacher with more than 15 years of teaching experience (M =
4.49, SD = 0.740), (M = 4.58, SD = 0.773), and (M = 4.63, SD = 0.738), respectively. In light of
this discussion, it can be concluded that teachers’ fears of showing poor performance as they
advance in their career is a major contributor to their adoption of performance goal.
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Table 4-11: One-way ANOVA for achievement goal orientation based on years of teaching experience (N = 629).

Teaching Experience
Measure

< 1 year (6.8%)

1–5 years
(25.6%)

5–10 years
(27.7%)

10–15 years
(17.2%)

> 15 years
(22.7%)

Difference

p

M

SD

M

SD

M

SD

M

SD

M

SD

Mastery achievement goal orientation (MA)

4.08

0.773

4.18

0.63

4.17

0.691

4.14

0.679

4.27

0.722

F(4, 624)
0.955

0.432

It is important for me to continue to learn more
about teaching.

3.88

1.028

3.96

0.908

3.89

1.023

3.90

0.896

4.07

1.111

0.800

0.525

One of my goals for teaching is to develop more
effective teaching methods.

4.02

1.012

4.19

0.735

4.20

0.737

4.14

0.755

4.28

0.851

1.068

0.372

The development of my teaching abilities is
important to me.
Performance goal orientation (PG)

4.35

0.842

4.40

0.684

4.41

0.746

4.40

0.710

4.48

0.670

0.371

0.829

4.00

0.769

4.24

0.624

4.27

0.653

4.31

0.621

4.31

0.685

2.118

0.077

It is important to me to be praised for having
higher teaching abilities than other teachers.

3.86

1.060

4.24

0.92

4.17

0.870

4.34

0.799

4.27

1.043

2.343

0.054

It is important that my students think that I am a
better teacher than other teachers in the school.

3.53

1.297

3.94

1.038

3.88

1.198

3.91

1.081

3.86

1.184

1.126

0.343

One of my goals for teaching is to be recognized
as one of the best teachers in the school.

4.21

0.965

4.29

0.811

4.26

0.885

4.25

0.968

4.14

1.160

0.537

0.709

It is important for me to teach better than other
teachers.

3.77

1.192

4.03

0.977

4.02

1.064

4.06

0.994

4.23

0.976

1.976

0.097

It is important that my teaching abilities are not
inferior to those of most of my colleagues.

4.21

0.804

4.30

0.765

4.39

0.780

4.44

0.740

4.49

0.740

1.883

0.112

I don’t want to look like an incompetent teacher
to my fellow teachers.

4.23

0.972

4.48

0.759

4.56

0.725

4.60

0.710

4.58

0.773

2.281

0.059

I don’t want to show poor teaching skills when
the principal or parents observe one of my
lessons.

4.19

1.029

4.42

0.826

4.59

0.646

4.57

0.700

4.63

0.738

4.087

0.003
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Path analysis
Path analysis is a statistical method that is used to test a hypothesis about cause-effect
relationships among the variables in a hypothesized model. An extension of multiple regression
analysis (Land, 1969; Ritzhaupt, Dawson, & Cavanaugh, 2012), path analysis provides estimates
of the magnitude and significance of hypothesized causal connections between sets of variables
(Kelly, 2014). Path analysis can be used to test direct and indirect effects of some factors on an
outcome: direct effects have no intermediate variables and indirect effects can be measured
through one or more additional variables (Kelly, 2014). Moreover, path analysis assumes linear
relationships between the variables during the investigation of the direct and indirect effects.
When using the path analysis technique in quantitative studies, the stability of the
findings can be impacted significantly by the sample size. Kelly (2014) reported that a sample
size of at least 10 times the number of factors is required to achieve a stable model. According to
Pajares and Miller (1994), it is appropriate to use the path analysis technique to identify causeeffect relationships in studies based on social cognitive theory. Therefore, many researchers in the
education field have used this technique (e.g., Lerdpornkulrat, Koul, & Poondej, 2018;
Middleton, Leavy, & Leader, 2013; Sellami, El-Kassem, Al-Qassass, & Al-Rakeb, 2017).
In this study, I used path analysis to investigate the cause-effect relationships in two
hypothesized models. My goal was to investigate the cause-effect relationships between
teachers’ perceptions about the effects of professional learning experiences on the sources of selfefficacy, and relationships with years of teaching experience, overall self-efficacy levels, and
achievement goal orientations.
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Model 1: Predictors of the mastery achievement goal orientation
In the first model, teachers’ self-efficacy mediates the relationships between years of
teaching experience and teachers’ perceptions about the effects of professional learning
experiences on the sources of self-efficacy on one side, and the mastery achievement goal
orientation on the other side. Figure 4-4 visually represents the relationships hypothesized in the
first model.
The first model is based on several assumptions: (a) that years of teaching experience and
teachers’ perceptions about the effects of professional learning experiences on sources of selfefficacy have direct effects on teachers’ self-efficacy and adoption of the mastery achievement
goal orientation; (b) that self-efficacy has a direct effect on the adoption of the mastery
achievement goal orientation; and (c) that years of teaching experience and teachers’ perceptions
about effects of professional learning experiences on sources of self-efficacy (i.e., mastery
experience, vicarious experience, social persuasion and physiological reactions) have indirect
effects on the adoption of the mastery achievement goal orientation through self-efficacy.
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Figure 4-4: Hypothesized pathways between the variables in Model 1.

Figure 4-5 shows a schematic of the significant computed standardized path coefficients
for Model 1. Path analysis results indicate a positive association between years of teaching
experience and self-efficacy ( = 0.221, t = 6.7, p < 0.001), as well as teachers’ perceptions
about the effects of professional learning experiences on mastery experience ( = 0.43, t = 8.6, p
< 0.001) and social persuasion ( = 0.242, t = 5.5, p < 0.001). The finding related to years of
teaching experience is consistent with the findings of other researchers who reported that teaching
experience is a major contributor to teachers’ self-efficacy (e.g., Morris et al., 2017). Moreover,
the association between mastery experience and self-efficacy confirms Bandura’s (1977a) view of
the importance of mastery experience as a source of self-efficacy. The R-squared value for
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teachers’ self-efficacy indicates that the model explains 38.2% of the variance associated with
this variable.

Figure 4-5: Results of the path analysis for Model 1. (All values are standardized coefficients;
** p < 0.01, *** p < 0.001).
Moreover, the model indicates that teachers’ self-efficacy has a significant direct effect
on the adoption of the mastery achievement goal orientation ( = 0.214, t = 4.7, p < 0.001), in
line with previous findings (e.g., Cho & Shim, 2013). Additionally, the model suggests that
teachers’ perceptions of the effects of professional learning experiences on mastery experience (
= 0.128, t = 2.16, p < 0.01) and vicarious experience ( = 0.247, t = 4.3, p < 0.001) significantly
and positively affect the adoption of the mastery achievement goal orientation. The R-squared
value for the mastery achievement goal orientation indicates that this model explains 21.6% of
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the variance associated with this variable. According to this model, professional learning
experiences that support teachers’ self-efficacy through mastery and vicarious experiences should
be encouraged to orient teachers toward the mastery achievement goal.

Model 2: Predictors of the performance goal orientation
Model 2 is similar to Model 1, except that the mastery achievement goal orientation is
replaced by the performance goal orientation, as shown in Figure 4-6.

Figure 4-6: Hypothesized pathways between the variables in Model 2.

94
Similar to Model 1, Model 2 is based on the assumptions that years of teaching experience and
teachers’ perceptions about the effects of professional learning experiences on the four sources of
self-efficacy: (a) directly affect teachers’ self-efficacy and the adoption of the performance goal
orientation, and (b) indirectly affect the performance goal orientation through teachers’ selfefficacy. Figure 4-7 shows a schematic of the significant computed standardized path coefficients
for Model 2.

Figure 4-7: Results of the path analysis for Model 2. (All values are standardized coefficients;
* p < 0.05, ** p < 0.01, *** p < 0.001).
Figure 4-7 indicates that the adoption of the performance goal orientation is affected by
teachers’ perceptions about the effect of professional learning on mastery experience ( = 0.263, t
= 4.40, p < 0.001), vicarious experience ( = 0.115, t = 2.00, p < 0.05) and social persuasion (
= 0.175, t = 3.48, p < 0.001). The results suggest that teachers’ self-efficacy has an insignificant
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effect on the adoption of the performance goal orientation ( = 0.040, t = 0.888, p = 0.375). The
R-squared value for the performance goal orientation indicates that this model explains 20.9% of
the variance associated with this variable.
Table 4-12 provides an overview of direct and indirect effects of teaching experience, and
teachers’ perceptions about the effect of professional learning experiences on the four sources of
self-efficacy on teachers’ self-efficacy and adoption of the mastery achievement and performance
goal orientations.

Table 4-12: Direct, indirect and total effects for Models 1 and 2.

Effect
On SE

Variable

Standardized Coefficient (β)
Direct
Indirect
Total

YTE
ME
VE
SP
PS

0.221
0.430
-0.082
0.242
-0.056

-

0.221
0.430
-0.082
0.242
-0.056

SE
YTE
ME
VE
SP
PS

0.214
-0.038
0.128
0.247
0.053
-0.042

0.047
0.092
-0.017
0.052
-0.012

0.214
0.009
0.220
0.229
0.105
-0.054

SE
YTE
ME
VE
SP
PS

0.005
0.040
0.263
0.115
0.175
-0.059

0.001
0.002
0.000
0.001
-0.000

0.005
0.004
0.265
0.115
0.176
-0.059

On MA

On PG

Values in bold indicate significant effect.
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Table 4-12 shows that teacher’s perceptions about the effect of professional learning on
mastery experience play an important role in the two models. Results reveal that it is the main
driver of teachers’ self-efficacy ( = 0.430) and adoption of the performance goal orientation (
= 0.265). It also plays a significant role in adopting the mastery achievement goal orientation (
= 0.220). Teaching experience has a significant effect on teachers’ self-efficacy ( = 0.221);
however, it has an insignificant effect on teachers’ adoption of the mastery achievement and
performance goal orientations.
Moreover, teachers’ perceptions about the effect of professional learning on vicarious
experience significantly affect the adoption of the mastery achievement ( = 0.229) and
performance ( = 0.115) goal orientations. In contrast, teachers’ perceptions about the effect of
professional learning experiences on their self-efficacy through social persuasion has a significant
effect on teachers’ self-efficacy ( = 0.242) and adoption of the mastery achievement ( = 0.105),
and performance ( = 0.176) goal orientations. Teachers’ perceptions about the effect of
professional learning experiences on physiological reactions have insignificant effects on their
self-efficacy, and their adoption of the mastery achievement and performance goal orientations.
Finally, teachers’ self-efficacy levels show a significant effect on their adoption of the mastery
achievement goal orientation ( = 0.214) and an insignificant effect on the performance goal
orientation.
In sum, the results indicate the presence of significant relationships between Kuwaiti
kindergarten teachers’ self-efficacy and their achievement goal orientations. Teacher’s selfefficacy is positively correlated with teacher’s tendency to adopt mastery goal. Moreover,
teacher’s self-efficacy is positively correlated with performance goal orientations. The higher
correlation value between teacher’s self-efficacy and the mastery goal orientation suggests that
teachers with high levels of self-efficacy tend to adopt the mastery goal orientation rather than the
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performance goal orientation. In addition, path analysis shows that teacher’s self-efficacy
contributes more to their adoption of the mastery goal orientation than to their adoption of the
performance goal orientation.
The results also indicate the presence of significant relationships between Kuwaiti
kindergarten teacher’s self-efficacy and teaching experience. Correlations between variables
show that teacher’s years of experience is positively correlated with teacher’s level of selfefficacy. Moreover, results from one-way ANOVA analysis indicate that there is a significant
effect of years of teaching experience on teacher’s self-efficacy. Path analysis outcomes suggest
that teacher’s years of experience is among the top three main contributors to the enhancement of
teacher’s self-efficacy.
On the other hand, the results indicate the presence of insignificant relationships between
Kuwaiti kindergarten adoption of mastery goal and teaching experience. Specifically, the results
indicate that teaching experience has an insignificant correlation with teacher’s adoption of
mastery goal orientations. Similarly, one-way ANOVA outcomes show that teaching experience
has no effect on teacher’s adoption of mastery goal orientations. Path Analysis suggests that
teaching experience has very little effect on teacher’s adoption of mastery goal orientations.
In contrast, the results indicate the presence of significant relationships between Kuwaiti
kindergarten adoption of performance goal and teaching experience. The results show that
teacher’s years of experience is positively correlated with teacher’s adoption of performance goal
orientations. Furthermore, One-way ANOVA indicate that teaching experience has a significant
effect on teacher’s adoption of performance goal orientation and path analysis outcomes
suggested that teaching experience has an affect on teacher’s adoption of performance goal
orientation.
The results indicate the presence of significant relationships between teachers’
perceptions about the effectiveness of PLE and their level of self-efficacy. PLEs focused on
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fostering mastery experience have the strongest positive correlation with teaching self-efficacy.
Moreover, path analysis shows that PLEs focused on mastery experience have the strongest effect
on teacher’s self-efficacy. In addition, PLEs focused on fostering social persuasion have the
second-strongest positive correlation with teaching self-efficacy. Likewise, path analysis shows
that PLEs focused on social persuasion have the second-strongest effect on teacher’s selfefficacy.
The results indicate the presence of significant relationships between teachers’ perception
about the effectiveness of PLE and their adoption of mastery goal orientations. Correlations
between variables show that PLEs focused on fostering mastery experience have the strongest
correlation with the adoption of mastery goal orientations and PLEs focused on fostering
vicarious experience have the second strongest correlation with the adoption of mastery goal
orientations. Moreover, path analysis outcomes suggest that PLEs focused on vicarious
experience have the strongest effect on teacher’s adoption of mastery goal orientation and PLEs
focused on mastery experience have the second-strongest effect on teacher’s adoption of mastery
goal orientations.
The results indicate the presence of significant relationships between teacher’s
perceptions about the effectiveness of PLEs and their adoption of performance goal orientations.
Correlations between variables show that PLEs focused on fostering mastery experience have the
strongest correlation with the adoption of performance goal orientations and PLEs focused on
fostering social persuasion have the second-strongest correlation with the adoption of
performance goal orientations. Path analysis outcomes suggest that PLEs focused on mastery
experience have the strongest effect on teacher’s adoption of performance goal orientations while
PLEs focused on social persuasion have the second-strongest effect on teacher’s adoption of
performance goal orientations.
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Chapter 5

Discussion

Summary
A critical need exists for highly qualified schoolteachers. Because professional learning
experiences are considered the primary viable approach to enhance teachers’ performance in
classrooms (Fullan, 1991), ensuring the quality and effectiveness of such experiences has become
a top priority for many educational administrators. Many reports have identified ineffective
professional learning experiences (see for example, Cohen & Hill, 1998, 2000; Kennedy, 1998;
Wang et al., 1999); understanding factors that contribute to effectiveness is a crucial in
improvement efforts. In this study, I investigated Kuwaiti teachers’ perceptions about the effect
of professional learning experiences on their self-efficacy sources and associated relationships
with their self-efficacy levels and achievement goal orientations. The aim was to identify
relationships between teachers’ perceptions about the effects of professional learning experiences
on their self-efficacy and achievement goal orientations and variability in these effects based on
years of teaching experience.
This study is significant for three main reasons. First, it fills a gap in the literature about
the relationship between professional learning experiences and teachers’ sources of self-efficacy
from teachers’ perspectives. Most of studies in the literature focus on the effect of professional
learning experiences on teachers’ self-efficacy by comparing teachers’ self-efficacy before and
after they participate in professional learning events. On the contrary, this study focuses on the
association between teachers’ perceptions about the effect of professional learning experiences on
the source of their self-efficacy and their levels of self-efficacy and achievement goal orientation.
Second, this study yields insights about the relationship between teachers’ self-efficacy and their
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achievement goal orientations in a cultural context rarely considered in education research.
Despite the importance of the subject, literature review revealed that studies about teachers’
motivational outcomes, such as self-efficacy and achievement goal orientations, are uncommon in
Kuwaiti context.
Third, this study involves the development of an instrument that assesses teachers’
perspectives about the relationship between professional learning experiences and sources of selfefficacy, which could prove valuable to both teacher educators and researchers.
Adopting a quantitative research approach, I used three surveys to collect data on
teachers’ thoughts and beliefs about their professional learning experiences, self-efficacy, and
achievement goal orientations. The first survey, which I adopted from the work of other
researchers, assesses teachers’ self-efficacy in three domains of education: classroom
management, student engagement, and instructional quality. The second survey, also adopted
from the work of other researchers, assesses teachers’ achievement goal orientations. I designed,
validated and implemented the third survey, which investigates the association between
professional learning experiences and the sources of self-efficacy from teachers’ perspectives.
The results of this study are based on data collected from 629 kindergarten teachers in
Kuwait who responded to the research instrument via an online survey. I analyzed the data using
factor analysis, descriptive statistics, intercorrelation analysis, ANOVA and path analysis
techniques. The results reveal many interesting conclusions, which I analyze in the following
sections.

Conclusions
I present the conclusions of this study as answers to the three research questions that
guided my analysis. In each subsection, I provide background information about the research
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question before presenting the results of the data analysis. I end my discussion for each question
with a conclusion that summarizes the answer.

Research question 1
My first research question was: What is the relationship between the motivational
outcome measures of teaching self-efficacy and achievement goal orientations of kindergarten
teachers in Kuwait?
In answering this question, I first discuss Kuwaiti kindergarten teachers’ self-efficacy
results, their achievement goal orientations, and then the relationship between their self-efficacy
and achievement goal orientations.
Kuwaiti kindergarten teachers reported moderate to high levels of self-efficacy in
classroom management, student engagement, and instructional quality. Table 4-6 indicates that
Kuwaiti kindergarten teachers reported slightly higher self-efficacy levels for their classroom
management practices (M = 3.99, SD = 0.601) followed by student engagement (M = 3.89, SD =
0.579) and then instructional quality (M = 3.87, SD = 0.591). Although it is not an objective in
this study to compare Kuwaiti kindergarten teachers’ self-efficacies to their counterparts from
different cultural contexts, other researchers have reported similar levels of self-efficacy for
kindergarten teachers in the United States (M = 3.6, SD = 0.48) (Guo, Justice, Sawyer, &
Tompkins, 2011). That said, one should be careful when comparing the results of self-efficacy
studies from different cultural context: “It is difficult to make comparisons between self-efficacy
beliefs because of the strong relationship between culture and self-efficacy beliefs at local,
national and international levels” (Evans, 2014, p. 46).
The results of exploratory factor analysis suggest that teachers’ perceptions of their selfefficacy in the domains of classroom management, student engagement, and instructional quality
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load onto one factor, and thus can be treated as one factor. Other researchers in non-Western
contexts also reported the collapse of the three task-focused domains of the TSES onto one factor
(see for example, Nie, Lau, & Liau, 2012). The descriptive statistical analysis reveals that
Kuwaiti kindergarten teachers reported moderate to high levels of classroom management,
student engagement, and instructional quality efficacies (M = 3.9, SD = 0.51). The low standard
deviation value indicates insignificant individual variability in teachers’ self-efficacy beliefs in
the three domains.
Kuwaiti kindergarten teachers tend to adopt a performance goal orientation rather than a
mastery achievement goal orientation. The results of the descriptive statistical analysis show that
Kuwaiti kindergarten teachers tend to adopt the performance goal orientation (M = 4.26, SD =
0.66) slightly more than the mastery achievement goal orientation (M = 4.18, SD = 0.69). This
observation might be attributable to Kuwait’s collectivist culture that places high values on
others’ opinions and feedback (Ahn, Usher, Butz, & Bong, 2016). Moreover, Kuwaiti
kindergarten teachers’ adoption of the performance goal orientation can be explained by their fear
of exhibiting poor teaching performance in front of others. Table 4-7 shows the means and
standard deviations of teachers’ responses to the achievement goal orientation measure items.
Table 4-7 shows that teachers’ fear of exhibiting poor performance in front of their fellow
teachers (i.e., “I don’t want to look like an incompetent teacher to my fellow teachers;” M = 4.53,
SD = 0.764) and in front of principals or parents (i.e., “I don’t want to show poor teaching skills
when the principal or parents observe one of my lessons;” M = 4.52, SD = 0.762) are main drivers
of their adoption of the performance goal orientation. The standard deviation values indicate
lower variability in teachers’ responses to these two concerns. In contrast, teachers’ responses
indicate reduced concerns about their performance relative to the performance of other teachers
(i.e., “It is important that my students think that I am a better teacher than other teachers in the
school;” M = 3.87, SD = 1.144; and “It is important for me to teach better than other teachers;” M
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= 4.06, SD = 1.023). In light of this discussion, it can be concluded that kindergarten teachers in
Kuwait tend to adopt performance goal orientations in their teaching due to their fear of
exhibiting poor performance in front of others.
The relationship between Kuwaiti kindergarten teachers’ self-efficacy and achievement
goal orientations can be explored by considering correlations and path analysis results. The
correlations between variables results indicate the presence of a significant relationship between
Kuwaiti kindergarten teachers’ self-efficacy and their achievement goal orientations. The results
show that teachers’ self-efficacy has a positive and moderate correlation with teachers’ tendency
to adopt mastery achievement (r = 0.349, p < 0.01) and performance (r = 0.281, p < 0.01) goal
orientations (see Table 4-8). The higher correlation value between teachers’ self-efficacy and the
mastery achievement goal orientation (vs. the performance goal orientation), suggests that
teachers with high levels of self-efficacy tend to adopt the mastery achievement goal orientation
rather than the performance goal orientation. The presence of a positive correlation between
teachers’ self-efficacy and the tendency to adopt the mastery achievement goal orientation has
been reported in different cultural contexts and it is consistent with the findings of other
researchers (see for example; Anderman & Young, 1994; Linnenbrink, 2005; Middleton &
Midgley, 2002; Pajares, Britner, & Valiante, 2000; Rouser et al., 1996). As indicated by Elliot
(2005), the mastery achievement goal orientation is undergirded by a positive self-view;
therefore, teachers with high levels of self-efficacy are expected to pursue mastery achievement
goals.
The relationship between teachers’ self-efficacy and achievement goal orientations also
can be explored as a cause-effect relationship using the path analysis technique. The results from
path analysis show that teachers’ self-efficacy is a major contributor to their adoption of the
mastery achievement goal orientation under the conditions set by Model 1, as discussed in the
path analysis section of Chapter 4 (see Table 4-12). When comparing path analysis for Models 1
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and 2, it is clear that self-efficacy contributes more to teachers’ adoption of the mastery
achievement goal orientation ( = 0.214, t = 4.7, p < 0.001) than their adoption of the
performance goal orientation ( = 0.005).
In sum, the outcomes suggest that teachers with high levels of self-efficacy tend to adopt
mastery achievement goal orientations. This point magnifies the importance of enhancing
teachers’ self-efficacy through professional learning experiences to encourage Kuwaiti
kindergarten teachers to adopt mastery achievement goal orientations.

Research question 2
My second research question was: Do teaching self-efficacy and achievement goal
orientations vary based on years of experience as a classroom teacher?
The development of teachers’ self-efficacy over time is very well documented in the
literature (Bandura, 1997). A teacher’s level of mastery experience (i.e., the main source of selfefficacy; Bandura, 1977a) increases over time throughout his or her teaching career. Thus, as
teachers grow professionally in their careers, they accumulate more knowledge and skills that
contribute and enhance their sense of self-efficacy. This observation is also reported by many
researchers (e.g., Bray-Clark & Bates, 2003; Gist et al., 1990; Powers et al., 2016; TschannenMoran & McMaster, 2009). In this study, the outcomes in Chapter 4 indicate that teacher’s years
of experience contribute to high levels of self-efficacy in the domains of classroom management,
student engagement, and instructional quality. For instance, correlations between variables show
the presence of a positive and moderate correlation between years of teaching experience and
teachers’ self-efficacy (r = 0.344, p < 0.01) (Table 4-8). This indicates that teachers’ self-efficacy
increases in the domains of classroom management, student engagement and instructional quality
as they gain more experience. Moreover, one-way ANOVA results (see Table 4-9) show a
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significant effect of years of teaching experience on teachers’ self-efficacy (F[4, 624] = 21.775, p
< 0.001). Teachers with less than 1 year of experience reported lower levels of self-efficacy (M =
3.49, SD = 0.573) than teachers with more than 15 years of experience (M = 4.13, SD = 0.533).
Furthermore, Table 4-10 shows the results of a one-way ANOVA for self-efficacy scale items
based on teachers’ years of experience. The one-way ANOVA shows significant effects of years
of teaching experience on all self-efficiency scale items. The reported differences range from
22.989 to 5.515 (p < 0.001). The low standard deviation values indicate insignificant variability
in teachers’ responses in each group. In addition, path analysis results (see Table 4-12) indicate
that teaching experience is among the top three main contributors to the enhancement of teachers’
self-efficacy ( = 0.221, t = 6.70, p < 0.001), as predicted in Models 1 and 2.
In light of the previous discussion, it can be concluded that Kuwaiti kindergarten
teachers’ self-efficacy varies based on their years of experience as classroom teachers.
Experienced teachers show higher levels of classroom management, student engagement, and
instructional quality efficacies compared to less experienced teachers.
The variation in teachers’ achievement goal orientations due to their years of experience
is discussed in the following paragraphs. Years of experience of Kuwaiti kindergarten teachers
shows no significant effect on their adoption of the mastery achievement goal orientations. In
fact, there is no consensus among researchers regarding the relationship between teachers’ years
of experience and their orientation toward adopting mastery achievement goals. Some
researchers believe that teachers’ experience is significantly correlated with the adoption of
mastery achievement goals (see for example, Retelsdorf et al., 2010), while others argue that
there is no significant correlation (see for example, Cho & Shim, 2013; Turner, 2014; Wang et
al., 2018). In this study, the results of correlation analysis show that teaching experience has an
insignificant effect on teachers’ adoption of the mastery achievement goal orientations (r = 0.055,
p = n.s.) (see Table 4-8). Results of one-way ANOVA suggest that the effect of years of
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experience on teachers’ adoption of the mastery achievement goal orientation can be explored in
more detail (Table 4-9). The one-way ANOVA results show that years of teaching experience
have no effect on adoption of the mastery achievement goal orientation (F[4, 624] = 0.95, p =
0.432). Adoption of the mastery achievement goal orientation is similar for teachers with less
than 1 year of experience (M = 4.08, SD = 0.774) and those with more than 15 years of
experience (M = 4.27, SD = 0.722). The effect of teachers’ years of experience on their mastery
achievement goal orientations also can be explored by reviewing the path analysis results of path
analysis technique from Chapter 4 (Table 4-12). Path analysis indicates that years of experience
have insignificant effect on their adoption of mastery achievement goals ( = 0.0009, Model 1).
As for the performance goal orientation, Kuwaiti kindergarten teachers tend to adopt
performance goal orientations as they advance in their careers. This finding contradicts the
negative correlation between years of experience and the performance goal orientation reported
by many researchers (see for example, Han, Yin, & Wang, 2015; Retelsdorf et al., 2010; Turner,
2014). Careful attention should be paid when comparing the outcomes of this study to other
studies with regard to the performance goal orientation. Unlike other studies, the performance
and performance-avoidance goal orientations were collapsed into one factor labeled “performance
goal orientation” in this study. Therefore, the performance goal orientation in this study
measures teachers’ orientations to adopt both performance goals and performance-avoidance
goals. The results of correlation analysis indicate the presence of a moderate positive correlation
with years of experience (r = 0.089, p < 0.05) (see Table 4-8). The positive correlation between
teachers’ years of experience and the performance goal orientation in this study is attributed to
teachers’ growing fear of demonstrating poor teaching performance in front of others as they
advance in their careers. Other researchers have reported similar findings (see for example, Han,
Yin, & Wang, 2015). The results of one-way ANOVA show similar finding of the presence of a
significant effect of years of teaching experience on teachers’ adoption of the performance goal
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orientation (F[4, 624] = 2.12, p = 0.077). For example, teachers with less than 1 year of
experience have a lower tendency to adopt the performance goal orientation (M = 4.00, SD =
0.769) than those with more than 15 years of experience (M = 4.31, SD = 0.685).
To explore the effect of teachers’ years of experience on their achievement goal
orientations in more detail, I performed a one-way ANOVA on AGOT scale items. Table 4-11
shows the results of the one-way ANOVA analysis for AGOT scale items based on teachers’
years of experience. The main observation in Table 4-11 is related to teachers’ responses to
questions that infer a performance-avoidance tendency such as “It is important that my teaching
abilities are not inferior to those of most of my colleagues;” “I don’t want to look like an
incompetent teacher to my fellow teachers;” and “I don’t want to show poor teaching skills when
the principal or parents observe one of my lessons.” The results of a one-way ANOVA show that
teachers’ fear of demonstrating poor performance grows as they grow in their profession. A
similar observation was reported by Butler (2007, p. 246):
Strivings to avoid the demonstration of inferior ability were highest among the most
experienced teachers and these teachers scored significantly higher on ability
avoidance than did teachers with intermediate experience; ability avoidance among
the least experienced teachers was in between.
Table 4-11 shows that teachers’ growing fear of demonstrating poor performance can be
inferred from their responses to the last three items in AGOT scale. Teachers with less than one
year reported lower levels of fears when they were asked “It is important that my teaching
abilities are not inferior to those of most of my colleagues” (M = 4.21, SD = 0.804), “I don’t want
to look like an incompetent teacher to my fellow teachers” (M = 4.23, SD = 0.973), and “I don’t
want to show poor teaching skills when the principal or parents observe one of my lessons” (M =
4.19, SD = 0.1.029) compared to teacher with more than 15 years of teaching experience (M =
4.49, SD = 0.740), (M = 4.58, SD = 0.773), and (M = 4.63, SD = 0.738), respectively. In light of

108
this discussion, it can be concluded that teachers’ fears of showing poor performance as they
advance in their career is a major contributor to their adoption of performance goal.
In light of the previous discussion, it can be concluded that Kuwaiti kindergarten teachers
tend to adopt performance goal orientations as they advance in their careers. There is no
significant effect of teachers’ years of experience on their adoption of the mastery achievement
goal orientations.

Research question 3
My third research question was: Which professional learning experiences have the
strongest positive association with teaching self-efficacy and achievement goal orientations of
kindergarten teachers?
To answer this question, I investigated the association between teachers’ perceptions
about their professional learning experiences and their self-efficacy and achievement goal
orientations. My objective is to highlight the types of professional learning experiences that can
be linked to high levels of self-efficacy and mastery achievement goal orientations from teachers’
perspectives.
Kuwaiti kindergarten teachers with high self-efficacy value professional learning
experiences that focus on mastery experience more than other sources of self-efficacy. This
observation is consistent with previous findings showing that mastery experience is the most
influential source of self-efficacy (Bandura, 1977a). The correlations between variables show
that professional learning experiences focused on fostering mastery experience have the strongest
positive association with teaching self-efficacy (r = 0.542, p < 0.001) relative to other types of
professional learning experiences. The results of path analysis reveal similar insights (see Table
4-12). Path analysis results indicate a positive association between self-efficacy and teacher’s
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perceptions about the effects of professional learning experiences on mastery experience ( =
0.43, t = 8.6, p < 0.001). The association between professional learning experiences aimed at
fostering mastery experience and self-efficacy aligns with Bandura’s (1977a) view of the
importance of mastery experience as the main source of self-efficacy.
Teachers with high self-efficacy perceive that professional learning experiences focused
on fostering social persuasion have the second-strongest effect on their self-efficacy (r = 0.482, p
< 0.001). Path analysis outcomes show that professional learning experiences focused on social
persuasion have the second strongest effects on teachers’ self-efficacy ( = 0.242, t = 5.5, p <
0.001). This finding suggests that Kuwait’s collectivist culture has a strong influence on
teachers’ self-efficacy beliefs. As noted by Evans (2014, p. 36), “the creation of self-efficacy is
highly dependent on the cultural surroundings.” Furthermore, teachers reported a moderate
association between professional learning experiences focused on physiological reactions and
their self-efficacy (r = 0.315, p < 0.001). In addition, teachers reported a weak association
between professional learning experiences focused on vicarious experience and their self-efficacy
(r = 0.267, p < 0.001). In contrast, teachers perceived professional learning experiences to have
the weakest effects on their self-efficacy through physiological reactions source (M = 4.0, SD =
0.82). This is not surprising, as internal feelings typically are suppressed in collectivist cultures
(Mesquita, 2001).
Professional learning experiences that target vicarious experience have the strongest
association with teachers’ adoption of mastery achievement goals, followed by professional
learning experiences that target mastery experience. In this study, Kuwaiti kindergarten teachers
perceive that professional learning experiences aimed at fostering mastery experience are most
strongly associated with the adoption of mastery achievement goal orientations (r = 0.404, p <
0.01), followed by professional learning experiences aimed at fostering vicarious experience (r =
0.385, p < 0.01). The results of path analysis (Model 1) reveal similar results. As shown in
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Table 4-8, professional learning experiences that target vicarious experience ( = 0.247, t = 4.3,
p < 0.001) and mastery experience ( = 0.128, t = 2.16, p < 0.01) significantly and positively
affect the adoption of the mastery achievement goal orientation.
On the other hand, Kuwaiti kindergarten teachers believe that professional learning
experiences that target mastery experience have the strongest association with their adoption of
the performance goal orientation (r = 0.437, p < 0.01), followed by professional learning
experiences that target social persuasion (r = 0.392, p < 0.01). Path analysis results indicate that
professional learning experiences that target mastery experience have the strongest association
with teachers’ adoption of performance goals ( = 0.263 for direct effect and  = 0.265 for total
effect), followed by professional learning experiences focused on social persuasion ( = 0.175 for
direct effect and  = 0.176 for total effect). Because Kuwait has a collectivist culture (Hofstede,
1986), others’ opinions are highly valued and could contribute significantly to teachers’ selfefficacy. This finding aligns well with those reported by other researchers: “Researchers focusing
on the individualism-collectivism distinction have suggested that individuals in collectivistic
cultures more actively seek, pay greater attention to, and are more heavily influenced by others’
opinions, expectations, and behaviors than those in individualistic cultures” (Ahn et al. 2016, p.
113).
Overall, Kuwaiti kindergarten teachers perceive professional learning experiences
focused on enhancing their self-efficacy through mastery experience have the strongest positive
association with their self-efficacy, adoption of the mastery achievement goal orientation, and
adoption of the performance goal orientation. Moreover, They perceive that professional learning
experiences that target social persuasion and vicarious experience influence their self-efficacy
and achievement goal orientations to some extent.
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Implications
The objective of this study was to investigate teachers’ perceptions about the effects of
professional learning on their sources of self-efficacy. Moreover, the results of this study provide
insights into the perceptions of kindergarten teachers about their self-efficacy beliefs and
achievement goal orientations. Cultural contexts differ from one place to another; - therefore, the
outcomes of this study might be particularly useful for designers of professional learning
experiences in non-Western contexts. The results show that self-efficacy and achievement goal
orientations were represented by three factors for each in studies conducted in western culture.
However, self-efficacy factors were collapsed into one factor and achievement goal orientations
factors were collapsed into two factors in this study. It is believed that this reduction is due to the
variations in cultural contexts, therefore, researchers from non-western context should pay more
attention when they adopt measurements instruments that are designed in western cultural
context.
The findings may influence and alter the structure of current professional learning
experiences, as they shed light on the association between professional learning experiences and
sources of self-efficacy. The results presented in Chapter 4 have several important implications
for practice and research.

Implications for practice
Administrators and educational supervisors are constantly seeking ways to increase the
effectiveness of professional learning experiences to improve teachers’ classroom performance.
My findings reveal several ways to improve the effectiveness of professional learning experiences
on enhancing teachers’ self-efficacy and encourage the adoption of mastery goal orientation.
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The results show that teachers’ self-efficacy has a strong association with their perception
about the effect of professional learning experiences that are based on mastery experiences and
social persuasion. This finding suggests that educational supervisors should incorporate
professional learning experiences that focus more on mastery experience and social persuasion
into their professional development plans for teachers. For example, educational supervisors
should encourage kindergarten teachers to lead and conduct more model lessons to support their
mastery experience. Moreover, educational supervisors should establish support groups in which
supervisors and/or other teachers provide constructive feedbacks and comments about teachers’
performance as a form of social persuasion. These groups might be in the form of professional
learning communities, which is a form of professional learning experiences rarely found in
Kuwait. Policy makers can help in establishing these groups by drafting the objectives and goals
of these groups and legalize the mechanisms under which these groups are operating. They can
also regulate incentives for teachers to participate in these groups.
The results also reveal that kindergarten teachers in Kuwait tend to adopt the
performance goal orientation due to their fear of demonstrating poor performance in front of
others. Unlike other studies, the performance goal orientation in this study describes the desire to
perform better than others (which is known as the performance achievement goal orientation in
other studies) and the fear of performing poorly in front of others (which is known as the
performance-avoidance goal orientation in other studies). As indicated by many researchers, the
performance-avoidance goal orientation typically is linked with negative outcomes; theoretically,
teachers with favorable goal orientation profiles exhibit high orientation toward mastery and
performance achievement goals and low orientation toward performance‐avoidance goals (Eren,
2009; Hornstra, Majoor, & Peetsma, 2017). Therefore, educational supervisors should focus on
offering professional learning opportunities that help teachers develop more favorable (i.e.,
mastery achievement) goal orientations. The primary reason why Kuwaiti teachers tend to adopt
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the performance goal orientation is their immersion in a collectivist culture. As indicated by Ahn
et al. (2016) individuals in collectivist cultures tend to pay more attention to others’ opinions;
thus, exhibiting poor performance is a great source of concern for kindergarten teachers in
Kuwait.
Educational supervisors should foster open dialogue with teachers in their kindergartens
to limit this concern. Establishing professional learning communities can help address this issue.
As indicated by some researchers, teachers’ adoption of mastery goal orientation can be fostered
through the formation of a general educational philosophy reflecting a mastery motivational
climate (Janke et al., 2015). Therefore, educational supervisors and policymakers can work on
emphasizing the importance of teachers’ personal improvement on teachers’ performance in
classrooms. Educational supervisors can arrange series of motivational talks, by experts, to
educate teachers about personal improvement.
Educational supervisors should require teachers to participate in professional learning
communities that foster corrective non-threatening feedbacks. Policymakers can play an
important support role here by providing the necessary logistics resources to conduct these talks
and include them in teachers’ professional learning programs. Policymakers can also obligate
teachers to attend special programs designed to encourage them to adopt favorable goal
orientations by educating them on the topic.
In sum, policymakers and educational supervisors can implement some strategies to
enhance teachers’ self-efficacy and encourage them to adopt favorable achievement goal. They
must focus on professional learning experiences that based on mastery experience and social
persuasion. Professional learning communities can be an effective approach in which teachers can
conduct trail or rehearsal of their model lessons and receive constructive feedbacks about their
performance.
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Implications for further research
This study also has important implications for further research for the socio-cognitive
theories of motivation (self-efficacy theory and achievement goal theory). I investigated the
relationship between professional learning experiences, teachers’ self-efficacy, and achievement
goal orientations. Until now, no researchers have investigated the associations between teachers’
perceptions, about the effectiveness of professional learning experiences on their sources of selfefficacy, and their levels of self-efficacy and achievement goal orientations. Moreover, I
investigated a parameter that is rarely considered in research: teachers’ perceptions about the
effectiveness of professional learning experiences on sources of self-efficacy. This is important
because self-efficacy studies in the literature focus mainly on assessing teachers’ beliefs before
and after they participate in professional learning experiences, thereby neglecting teachers’
perceptions about the effectiveness of those experiences. This study contributes to the literature
by filling this gap.
This study paves the way for future research in which different factors might be included.
For example, this study can be repeated in high schools to include students’ perceptions about
teachers’ performance, which will provide another indicator of teachers’ performance. Moreover,
this study might be extended to public female and male schools to include teachers’ gender.
This study can be also repeated to include educational supervisors’ perceptions about the
effectiveness of professional learning experiences on teachers’ performance and associate them
with teachers’ self-efficacy and achievement goal orientations. This association might reveal
important answers about the way educational supervisors impact teachers’ self-efficacy and
achievement goal orientations.
This study contributes to the literature by exploring teachers’ self-efficacy and
achievement goal orientations in a non-Western cultural context in which these two constructs are
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rarely explored. The findings of this research position culture as an important determinant of
teachers’ achievement goal orientations. In fact, the findings of the study highlight the effect of
social considerations on the adoption of achievement goal orientations. The results show that
teachers’ fear of showing poor performance in front of others is the main driver for adopting
performance achievement goal. As indicated by Ahn et al. (2016) individuals in collectivist
cultures tend to pay more attention to others’ opinions; thus, exhibiting poor performance is a
major concern for kindergarten teachers in Kuwait. Therefore, this study can be repeated using
qualitative research approach to probe in more details the issues related to cultural effects on
teachers’ adoption of performance achievement goal.
Another area warranting further consideration is related to the collapse of teachers’ selfefficacy in the three investigated domains into one factor as indicated by the exploratory factor
analysis. This observation was also reported in another study that is conducted in similar cultural
context as in Kuwait (Crandall, Rahim, & Yount, 2016). Similarly, the collapse of teachers’
achievement goal orientations into two factors (mastery and performance) warrants further
investigation. This area is important especially of researchers in the educational psychology
field.
Another important research implication is related to the developed instrument for data
collection in this study. The PDPQ instrument might be a valuable tool for researchers to assess
teachers’ perceptions about the effectiveness of professional learning experiences on their sources
of self-efficacy, especially in cultural contexts similar to Kuwait. With some modifications, the
PDPQ instrument can be used alone or with other surveys such as the TSES.
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Recommendations
The findings of this study yield a number of recommendations that can be applied to the
work of researchers, educational supervisors and kindergarten teachers. First, the findings of this
study shed additional light on a topic of strong interest among many researchers in the field of
education. Researchers have performed many studies to assess the effectiveness of teachers’
professional learning experiences as a viable option to improve teachers’ performance in
classrooms. This study contributes to this body of literature by exploring teachers’ perceptions
about the effectiveness of professional learning on their sources of self-efficacy and the
association with self-efficacy and achievement goal orientations. Studies that link teachers’
motivations with their competence in classrooms are rare in cultural contexts similar to Kuwait.
Therefore, researchers are recommended to perform new studies on this topic in non-Western
contexts. It is recommended that researchers pay more attention to the variations between
different cultural contexts when investigating motivational outcomes such as self-efficacy and
achievement goal orientations.
Another recommendation is related to reducing the number of items in the research
instrument. In this study, the instrument consists of 72 items which might be discouraging for
many teachers to share their opinions. Therefore, it is recommended to reduce the number of
items in PDPQ questionnaire. This can be done by considering the effect of professional leaning
experiences on one domain only rather than three domains since the self-efficacy in the three
domains collapsed into one factor.
This study also reveals a potential value for teachers’ support groups that designed to
facilitate the exchange of ideas and personal thoughts and beliefs among teachers. Therefore,
educational supervisors and school district administrators should establish peer support groups,
such as professional learning communities, for kindergarten teachers. The main objective of such

117
communities should be to decrease teachers’ tendency to adopt the performance goal orientation
and to help them become more comfortable with receiving comments and feedback about their
performance. Moreover, such communities should serve as a social persuasion mechanism that
can provide teachers with the support they need to enhance their self-efficacy through social
persuasion.
Another recommendation is related to the data collection approach followed in this study.
In this study, an online collection approach was followed which might only encourage the highly
motivated teachers to participate. Therefore, it is recommended to change the online data
collection approach and follow another approach where teachers can be recruited on site.
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Approval to Use the TSES (Short Form)
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Appendix C

)Arabic Version of the TSES (Short Form

درجة قليلة جدا

درجة قليلة

درجة متوسطة

درجة كبيرة

درجة كبيرة جدا

1

ما مدى تأثيرك في ضبط السلوك الفوضوي في الفصل؟

1

2

3

4

5

2

ما مدى تأثيرك في تحفيز الطلبة الذين يبدون قليال من اإلهتمام في األعمال الصفية؟

1

2

3

4

5

3

ما مدى تأثيرك في جعل الطلبة يؤمنون بقدرتهم على األداء الجيد لألعمال الصفية؟

1

2

3

4

5

4

ما مدى تأثيرك في مساعدة الطلبة على تقدير التعلم؟

1

2

3

4

5

5

إلى أي مدى تستطيعين صياغة أسئلة جيدة للطلبة؟

1

2

3

4

5

6

ما مدى تأثيرك في إقناع الطلبة بإتباع القواعد و القوانين الصفية؟

1

2

3

4

5

7

ما مدى تأثيرك في ضبط تصرف الطالب الفوضوي؟

1

2

3

4

5

8

إلى أي درجة تحسنين إنشاء نظام إدارة صفي يتناسب مع كل مجموعة من الطلبة؟

1

2

3

4

5

9

ما هي درجة توظيفك إلستراتيجيات تقييم متنوعة في الغرفة الصفية؟

1

2

3

4

5

10

الى أي درجة تستطيعين تقديم تفسير بديل أو أمثلة في حال عدم فهم الطلبة لما تودين شرحه؟

1

2

3

4

5

11

إلي أي درجة تستطعين مساندة أهالي الطلبة في مساعدة أطفالهم على األداء الجيد في الروضة؟

1

2

3

4

5

12

إلي أي درجة تستطيعين توظيف استراتيجيات تدريس متنوعة في فصلك؟

1

2

3

4

5

الرقم

العبارة
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Appendix D

Approval Letter to Use the Arabic Translated TSES
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Appendix E

Letter and Form for AGOT Translation
October 5, 2017
Dear Dr.,
I hope this note finds you in a good health. My name is Nadeyah Alazemi and I am a
current Ph.D. Student in Curriculum and Instruction at The Pennsylvania State University. I am
currently working on my dissertation on a topic to evaluate the connections between professional
learning experiences held in Kuwaiti kindergartens, teachers’ self-efficacy, and classroom goals.
My study requires using The Achievement Goal Orientations for Teaching instrument (AGOT)
which was developed by Butler in 2007. In order to use this instrument in my study, I translated
the original instrument from English into Arabic so that teachers in Kuwaiti kindergartens can use
it and I would like to ask you to check whether my translation is an adequate representation of the
original instrument. Please find with this letter a copy of the English version and a proposed
Arabic translated version. I also would like you to comment on the validity of the proposed
Arabic version.
Directions are provided at the top of each set of draft items under the heading
“Task.” Also, definitions for relevant terms, as they were used in developing the draft items and
in the clarity/comprehension reviews, are provided with each set of draft items.
I ask that you return the packet to Dr. Anwar Mohammed no later than Sunday, October
15, 2017. Once again, I want to thank you for your time and expertise.

Regards,
Nadeyah Alazemi
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Task: Please read each item carefully and assess its translation validity. If you judge the item to
be translated correctly, place a check mark in the left-most or first column labeled “Valid
Translation.” If you find the translation is valid but requires some minor modifications, please
note the modifications to the item and place a check mark in the second column labeled “Valid
Translation w/ Modification(s).” If you find the item is not translated properly and would not be
even with modifications, please mark the third column labeled “Not a Valid Translation.”

Definitions:
Achievement goal orientations refer to “consolidated preferences and tendencies that
have stabilized as a result of repeated person-affordance interactions within the boundaries of
specific achievement settings” (Gegenfurtner & Hagenauer, 2013, p. 2).
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No.
1
2
3
4
5
6
7
8
9
10

AGOT Item
It is important for me to continue to learn more
about teaching.
One of my goals for teaching is to develop more
effective teaching methods.
The development of my teaching abilities is
important to me.
It is important to me to be praised for having
higher teaching abilities than other teachers.
It is important that my students think that I am a
better teacher than other teachers in the school.
One of my goals for teaching is to be recognized
as one of the best teachers in the school.
It is important for me to teach better than other
teachers.
It is important that my teaching abilities are not
inferior to those of most of my colleagues.
I don’t want to look like an incompetent teacher
to my fellow teachers.
I don’t want to show poor teaching skills when
the principal or parents observe one of my
lessons.

SA

A

NS

D

SD

1

2

3

4

5

1

2

3

4

5

1

2

3

4

5

1

2

3

4

5

1

2

3

4

5

1

2

3

4

5

1

2

3

4

5

1

2

3

4

5

1

2

3

4

5

1

2

3

4

5

Valid
Translation

Valid Translation
w/Modification(s)

Not a Valid Translation
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Appendix F

Arabic Version of AGOT Questionnaire

غير موافق بشده

غير موافق

غير متأكد

موافق

موافق بشده

1

من الضروري لي أن أستمر في التعلم عن التدريس.

1

2

3

4

5

2

أحد أهدافي المتعلقة بالتدريس هي أن أطور طرق تدريس فعالة.

1

2

3

4

5

3

تطوير قدراتي التدريسية مهم بالنسبة لي.

1

2

3

4

5

4

من الضروري بالنسبة لي أن أحصل على المديح و الثناء إلمتالكي
قدرات تدريسية عالية مقارنة بالمعلمات األخريات.

1

2

3

4

5

5

من الضروري أن يشعر طالبي بأني معلمة أفضل من المعلمات
األخريات في الروضة.

1

2

3

4

5

6

الرقم

العبارة

أحد أهدافي التدريسية هو أن أُعتبر كواحدة من أفضل المعلمات
بالروضة.

1

2

3

4

5

7

من المهم بالنسبة إلي أن أقوم بالتدريس بشكل أفضل من باقي المعلمات.

1

2

3

4

5

8

من المهم بالنسبة إلي أن قدراتي التدريسية ليست أقل شأنا من باقي
المعلمات.

1

2

3

4

5

9

ال أود الظهور بمظهر المعلمة الغير كفؤ أمامي زميالتي المعلمات.

1

2

3

4

5

10

ال أود أن أُظهر مهارات تدريسية ضعيفة عندما تراقبني مديرة الروضة
أو أولياء األمور خالل أحد دروسي.

1

2

3

4

5
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Appendix G

PDPQ Qualitative Questionnaire: English Version
Q1.
Q2.
Q3.
Q4.
Q5.
Q6.
Q7.
Q8.
Q9.
Q10.
Q11.
Q12.
Q13.
Q14.
Q15.
Q16.
Q17.
Q 18.

What professional development experiences contributed to your confidence in managing
students in your classroom? Please explain.
What professional development experiences contributed to your confidence in helping
students become active and engaged in your classroom? Please explain.
What professional development experiences contributed to your confidence in using
effective instructional teaching strategies in your classroom? Please explain.
How do your colleagues influence your confidence in classroom management? Please
explain.
How do your colleagues influence your confidence in engaging students in classroom
activities? Please explain.
How do your colleagues influence your confidence in using effective instructional
strategies? Please explain.
What do your colleagues say to you about your classroom management practices?
What do your supervisors say to you about your classroom management practices?
What do your colleagues say to you about your practices aimed at engaging your students
in classroom activities?
What do your supervisors say to you about your practices aimed at engaging your students
in classroom activities and discussions?
What do your colleagues say to you about your usage of instructional strategies?
What do your supervisor say to you about your usage of instructional strategies?
How would you describe your feelings and beliefs as you manage your classroom? Please
explain.
How would you describe your feelings and beliefs as you engage students in classroom?
Please explain.
How would you describe your feelings and beliefs toward your instructional strategies?
Please explain.
Have you ever wanted to change the way you manage your classroom? Were you
successful? Were you ever limited in any way? How? Please explain.
Have you ever wanted to use different strategies to engage your students in classroom
activities? Were you successful? Were you ever limited in any way? How? Please explain.
Have you ever wanted to change your teaching strategies? Were you successful? Were you
ever limited in any way? How? Please explain.
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Appendix H

Review Panel Members

Assistant Professor in the Department of Curriculum &
Instruction, College of Basic Education, specialized in Math
Anwar Mohammed, Ph.D.
Education, Public Authority for Applied Education and Training,
Kuwait
Assistant Professor in the department of Curriculum &
Instruction, College of Basic Education, specialized in Teaching
Ahmad Alnwaiem, Ph.D.
English to Speakers of Other Languages (TESOL), Public
Authority for Applied Education and Training, Kuwait
Assistant Professor in the Department of Curriculum &
Instruction, College of Basic Education, specialized in Science
Ahmad Alshammari, Ph.D.
Education, Public Authority for Applied Education and Training,
Kuwait
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Appendix I

Letter and Validation Forms for Review Panel
October 5, 2017

Dear Dr.,
I hope this note finds you in a good health. My name is Nadeyah Alazemi and I am a
current Ph.D. Student in Curriculum and Instruction at The Pennsylvania State University. I am
currently working on my dissertation, the purpose of which is to evaluate the connections
between professional learning experiences and Kuwaiti kindergarten teachers’ self-efficacy. I
must develop an evaluation tool to evaluate the effect of professional learning experiences on the
sources of self-efficacy and their effects on teacher’s performance in terms of classroom
management, student engagement, and the use of child-centered instructional strategies.
So far, I have developed a draft of an instrument and I would like to have your opinion
about its content validity. Before drafting this instrument, I performed a comprehensive literature
review about the subject and identified a number of resources which guided me through the
drafting of the questionnaire. Moreover, I performed a qualitative pilot study to explore the
opinions and beliefs of kindergarten teachers about the subject.
I would now like to request your help in reviewing the draft items for content validity. I
define content validity as “the extent to which inferences from a test’s scores adequately represent
the content or conceptual domain that the test is claimed to measure” (Borg & Gall, 1996).
I also would like to ask for your help to check the attached Arabic translation of the
proposed instrument and to suggest any modifications. Directions are provided at the top of each
set of draft items under the heading “Task.” Also, I provide definitions for relevant terms used to
develop each set of draft items. I ask you to return the packet to Dr. Anwar Mohammed no later
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than Sunday, October 15, 2017. Once again, I want to thank you for your time and expertise. I
am grateful.

Regards,
Nadeyah Alazemi
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Item Set Content Domain: You are asked to judge the content validity of each of the items in
the set below.

Task: Please read each item carefully and assess its content validity. If you judge the item to be
content valid, place a check mark in the left-most or first column labeled “Content Valid.” If you
find it is not content valid, but would be with some minor modifications, please note the
modifications to the item and place a check mark in the second column labeled “Content Valid w/
Noted Modification(s).” If you find the item is not content valid and would not be even with
modifications, please mark the third column labeled “Not Content Valid.”
Please read the attached Arabic translation copy of the instrument and indicate whether the
translation is valid, needs some modifications, or is invalid.

Definitions:
Self-efficacy: “beliefs in one’s capabilities to organize and execute the courses of action required
to produce given attainments” (Bandura, 1977a, p. 3).

Classroom management: “the actions taken to create and maintain a learning environment
conducive to successful instruction (arranging the physical environment, establishing rules and
procedures, maintaining students’ attention to lessons and engagement in activities)” (Brophy,
2006, p. 17).

Student engagement: Students being intrinsically motivated by many variables such as curiosity,
interest and enjoyment, and possessing a desire to achieve intellectual and/or personal goals
(Brewster & Fager, 2000; Finn & Rock 1997; Marks, 2000).
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Instructional strategies: “the daily transactions that occur between teachers and students which
lead to the attainment of the identified outcomes. These transactions should include multiple
materials, techniques, and activities supported by modeling, intensive coaching, supervised
practice, and monitoring” (Akdeniz, 2017, p. 95)
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No.
1
2
3

4
5

6

7

8

9
10

11

12

13

14

15

16

17

Professional Development Perception Questionnaire
(PDPQ) Item [Classroom Management efficacy]
My previous teaching experiences contributed to my
confidence in managing students in my classroom.
Conducting model lessons contributed to my confidence
in managing students in my classroom.
Participating in professional development activities
contributed to my knowledge in managing students in my
classroom.
Conducting researches contributed to my knowledge in
managing students in my classroom.
Participating in experiential training during my college
years contributed to my confidence in managing students
in my classroom.
Reading ministry publications, such as the Teacher Guide,
contributed to my confidence in managing students in my
classroom.
Participating in professional development activities
organized by the ministry contributed to my confidence in
managing students in my classroom.
Attending model lessons conducted by my colleagues
contributed to my confidence in managing students in my
classroom.
Observing my colleagues in their classrooms contributed
to my confidence in managing students in my classroom.
Participating in professional development workshops
organized by the educational supervisor contributed to
my confidence in managing students in my classroom.
I usually receive praise and compliments from my
colleagues with regard to my approach to managing
students in my classroom.
I usually receive praise and compliments from my
educational supervisors with regard to my approach to
managing students in my classroom.
The feedback that I receive from my supervisors
contributes to my confidence in managing students in my
classroom.
Participating in professional development workshops
organized by the ministry contributes to reducing my
levels of anxiety and stress when managing students in
my classroom.
Attending model lessons conducted by my colleagues
contributes to reducing my levels of anxiety and stress
when managing students in my classroom.
Reading ministry publications, such as the Teacher Guide,
contributes to reducing my levels of anxiety and stress
when managing students in my classroom.
Participating in professional development workshops
organized by the supervisors contributes to reducing my
levels of anxiety and stress when managing students in
my classroom.
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No.
1
2
3
4
5

6

7

8

9

10

11

12

13

14

15

16

17

Professional Development Perception Questionnaire
(PDPQ) Item [Student Engagement Efficacy]
My previous teaching experiences contributed to my
confidence in engaging students in my classroom.
Conducting model lessons contributed to my
confidence in engaging students in my classroom.
Participating in professional development activities
contributed to my knowledge in engaging students
in my classroom.
Conducting researches contributed to my
confidence in engaging students in my classroom.
Participating in experiential training during my
college years contributed to my confidence in
engaging students in my classroom.
Reading ministry publications, such as the Teacher
Guide, contributed to my confidence in engaging
students in my classroom.
Participating in professional development activities
organized by the ministry contributed to my
confidence in engaging students in my classroom.
Attending model lessons conducted by my
colleagues contributed to my confidence in engaging
students in my classroom.
Observing my colleagues in their classrooms
contributed to my confidence in engaging students
in my classroom.
Participating in professional development
workshops organized by the educational supervisor
contributed to my confidence in engaging students
in my classroom.
I usually receive praise and compliments from my
colleagues with regard to my approach to engaging
students in my classroom.
I usually receive praise and compliments from my
educational supervisors with regard to my approach
to engaging students in my classroom.
The feedback that I receive from my supervisors
contributes to my confidence in engaging students
in my classroom.
Participating in professional development
workshops organized by the ministry contributes to
reducing my levels of anxiety and stress when
engaging students in my classroom.
Attending model lessons conducted by my
colleagues contributes to reducing my levels of
anxiety and stress when engaging students in my
classroom.
Reading ministry publications, such as the Teacher
Guide, contributes to reducing my levels of anxiety
and stress when engaging students in my classroom.
Participating in professional development
workshops organized by supervisors contributes to
reducing my levels of anxiety and stress when
engaging students in my classroom.
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No.

1

2
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4

5

6

7

8

9
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Professional Development Perception Questionnaire
SA
(PDPQ) Item [Instructional Quality Efficacy]
My previous teaching experiences contribute to my
confidence in using child-centered instructional
1
strategies in my classroom.
Conducting model lessons contributes to my confidence
in using child-centered instructional strategies in my
1
classroom.
Participating in professional development activities
contributes to my knowledge in using child-centered
1
instructional strategies in my classroom.
Conducting researches contributes to my confidence in
using child-centered instructional strategies in my
1
classroom.
Participating in experiential training during my college
years contributed to my confidence in using child1
centered instructional strategies in my classroom.
Reading ministry publications, such as the Teacher
Guide, contributes to my confidence in using child1
centered instructional strategies in my classroom.
Participating in professional development activities
organized by the ministry contributes to my confidence
1
in using child-centered instructional strategies in my
classroom.
Attending model lessons conducted by my colleagues
contributes to my confidence in using child-centered
1
instructional strategies in my classroom.
Observing my colleagues in their classrooms contributes
to my confidence in using child-centered instructional
1
strategies in my classroom.
Participating in professional development workshops
organized by the educational supervisor contributes to
1
my confidence in using child-centered instructional
strategies in my classroom.
I usually receive praise and compliments from my
colleagues with regard to my approach to using child1
centered instructional strategies in my classroom.
I usually receive praise and compliments from my
educational supervisors with regard to my approach to
1
using child-centered instructional strategies in my
classroom.
The feedback that I receive from my supervisors
contributes to my confidence in using child-centered
1
instructional strategies in my classroom.
Participating in professional development workshops
organized by the ministry contributes to reducing my
1
levels of anxiety and stress when using child-centered
instructional strategies in my classroom.
Attending model lessons conducted by my colleagues
contributes to reducing my levels of anxiety and stress
1
when using child-centered instructional strategies in my
classroom.
Reading ministry publications such as the Teacher Guide,
contributes to reducing my levels of anxiety and stress
1
when using child-centered instructional strategies in my
classroom.
Participating in professional development workshops
organized by supervisors contributes to reducing my
1
levels of anxiety and stress when using child-centered
instructional strategies in my classroom.
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Appendix K

PDPQ Qualitative Questionnaire: Arabic Version
إستبانة
السؤال األول:
ما هي تجارب التطوير المهني التي ساهمت في تعزيز ثقتك في إدارة الفصل؟
برجاء الشرح
السؤال الثاني
ما هي تجارب التطوير المهني التي ساهمت في تعزيز ثقتك في جذب الطلبة و جعلهم مشاركين في
األنشطة الصفية؟
برجاء الشرح
السؤال الثالث
ما هي تجارب التطوير المهني التي ساهمت في تعزيز ثقتك بإستخدام طرق تدريس فعالة في الفصل؟
برجاء الشرح
السؤال الرابع:
كيف أثر زمالئك في العمل على ثقتك في إدارة الفصل؟ برجاء الشرح
السؤال الخامس:
كيف أثر زمالئك في العمل على ثقتك في جذب الطلبة و جعلهم مشاركين في األنشطة الصفية؟ برجاء
الشرح
السؤال السادس:
كيف أثر زمالئك في العمل على ثقتك في إستخدام طرق تدريس فعالة في الفصل؟ برجاء الشرح
السؤال السابع:
ماذا يقول زمالئك في العمل عن إسلوبك في إدارة الفصل؟
السؤال الثامن:
ماذا يقول المشرفين عن إسلوبك في إدارة الفصل؟
السؤال التاسع:
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ماذا يقول زمالئك في العمل عن إسلوبك في جعل الطلبة مشاركين في الفصل؟
السؤال العاشر:
ماذا يقول المشرفين عن إسلوبك في جعل الطلبة مشاركين في الفصل؟
السؤال الحادي عشر:
ماذا يقول زمالئك في العمل عن إستخدامك لطرق التدريس؟
السؤال الثاني عشر:
ماذا يقول المشرفين عن إستخدامك لطرق التدريس؟
السؤال الثالث عشر:
كيف تصفين شعورك من ناحية القيام بمهام إدارة الفصل؟ برجاء الشرح
السؤال الرابع عشر:
كيف تصفين شعورك من ناحية القيام بجعل الطلبة يشاركون في األنشطة داخل الفصل؟ برجاء الشرح
السؤال الخامس عشر:
كيف تصفين شعورك من ناحية إستخدامك طرق التدريس؟ برجاء الشرح
السؤال السادس عشر:
هل سبق أن فكرتي في تغيير طريقة إدارتك للفصل؟ هل نجحتي في التغيير؟ هل واجهتي عوائق؟ و كيف
تغلبتي عليها؟
السؤال السابع عشر:
هل سبق أن فكرتي في تغيير طريقتك في جعل الطلبة مشاركين في للفصل؟ هل نجحتي في التغيير؟ هل
واجهتي عوائق؟ و كيف تغلبتي عليها؟
السؤال الثامن عشر:
هل سبق أن فكرتي في تغيير طريقتك في التدريس؟ هل نجحتي في التغيير؟ هل واجهتي عوائق؟ و كيف
تغلبتي عليها؟
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Appendix L

Arabic Version of the PDPQ Questionnaire and Translation Check

غير موافق بشده

غير موافق

غير متأكد

موافق

موافق بشده

23

ساهمت خبراتي التدريسية السابقة في تعزيز ثقتي بنفسي من ناحية إدارة الفصل.

1

2

3

4

5

24

قيامي بالدروس النموذجية ساهم في تعزيز ثقتي بنفسي من ناحية إدارة الفصل.

1

2

3

4

5

25

مشاركتي في أنشطة التنمية المهنية ساهمت في معرفتي بإدارة الفصل.

1

2

3

4

5

26

قيامي باالبحاث ساهمت في معرفتي بإدارة الفصل.

1

2

3

4

5

27

مشاركتي في التدريب الميداني خالل أيام دراستي ساهمت في تعزيز ثقتي بنفسي من ناحية
إدارة الفصل.
قِرائتي لمطبوعات وزارة التربية ،كدليل المعلم ،ساهمت في تعزيز ثقتي بنفسي من ناحية
إدارة الفصل.
مشاركتي في أنشطة التنمية المهنية المقامة من قبل الوزارة ساهمت في تعزيز ثقتي بنفسي
من ناحية إدارة الفصل.
حضوري للدروس النموذجية المقامة من قبل زميالتي المعلمات ساهم في تعزيز ثقتي بنفسي
من ناحية إدارة الفصل.
حضوري و مالحظتي لدروس زميالتي المعلمات في فصولهن ساهم في تعزيز ثقتي بنفسي
من ناحية إدارة الفصل.
مشاركتي في أنشطة التنمية المهنية المقامة من قبل المشرفة الفنية في الروضة ساهمت في
تعزيز ثقتي بنفسي من ناحية إدارة الفصل.
عادة ما أتلقى المديح و الثناء من قبل زميالتي المعلمات في ما يتعلق بنهجي في إدارة
الفصل.
عادة ما أتلقى المديح و الثناء من قبل مشرفاتي الفنيات في ما يتعلق بنهجي في إدارة الفصل.
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35

التعقيب و المالحظات التي أحصل عليها من قبل مشرفتي الفنية ساهما في تعزيز ثقتي بنفسي
من ناحية إدارة الفصل.
مشاركتي في أنشطة التنمية المهنية المقامة من قبل الوزارة ساهمت في الحد من مستوى القلق
و التوترعند قيامي بإدارة الفصل.
حضوري للدروس النموذجية المقامة من قبل زميالتي المعلمات ساهم في الحد من مستوى
القلق و التوترعند قيامي بإدارة الفصل.
قرائتي لمطبوعات وزارة التربية ،كدليل المعلم ،ساهمت في الحد من مستوى القلق و
التوترعند قيامي بإدارة الفصل.
مشاركتي في أنشطة التنميه المهنية المقامة من قبل مشرفتي الفنية ساهمت في الحد من
مستوى القلق و التوترعند قيامي بإدارة الفصل.
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الرقم
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38
39

العبارة
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غير موافق بشده

غير موافق

غير متأكد

موافق

موافق بشده

40

ساهمت خبراتي التدريسية السابقة في تعزيز ثقتي بنفسي من ناحية إشراك الطلبة في
الفصل.

1

2

3

4

5

41

قيامي بالدروس النموذجية ساهم في تعزيز ثقتي بنفسي من ناحية إشراك الطلبة في
الفصل.

1

2

3

4

5

42

مشاركتي في أنشطة التنمية المهنية ساهمت في معرفتي بكيفية إشراك الطلبة في الفصل.

1

2

3

4

5

43

قيامي باالبحاث ساهمت في معرفتي بكيفية إشراك الطلبة في الفصل.

1

2

3

4

5

44

مشاركتي في التدريب الميداني خالل أيام دراستي ساهمت في تعزيز ثقتي بنفسي من
ناحية إشراك الطلبة في الفصل.

1

2

3

4

5

45

قِرائتي لمطبوعات وزارة التربية ،كدليل المعلم ،ساهمت في تعزيز ثقتي بنفسي من ناحية
إشراك الطلبة في الفصل.

1

2

3

4

5

46

مشاركتي في أنشطة التنمية المهنية المقامة من قبل الوزارة ساهمت في تعزيز ثقتي
بنفسي من ناحية إشراك الطلبة في الفصل.

1

2

3

4

5

47

حضوري للدروس النموذجية المقامة من قبل زميالتي المعلمات ساهم في تعزيز ثقتي
بنفسي من ناحية إشراك الطلبة في الفصل.

1

2

3

4

5

48

حضوري و مالحظتي لدروس زميالتي المعلمات في فصولهن ساهم في تعزيز ثقتي
بنفسي من ناحية إشراك الطلبة في الفصل.

1

2

3

4

5

49

مشاركتي في أنشطة التنمية المهنية المقامة من قبل المشرفة الفنية في الروضة ساهمت
في تعزيز ثقتي بنفسي من ناحية إشراك الطلبة في الفصل.

1
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4

5

50

عادة ما أتلقى المديح و الثناء من قبل زميالتي المعلمات في ما يتعلق بنهجي في إشراك
الطلبة في الفصل.

1

2

3

4

5

51

عادة ما أتلقى المديح و الثناء من قبل مشرفاتي الفنيات في ما يتعلق بنهجي في إشراك
الطلبة في الفصل.

1

2

3

4

5

52

التعقيب و المالحظات التي أحصل عليها من قبل مشرفتي الفنية ساهما في تعزيز ثقتي
بنفسي من ناحية إشراك الطلبة في الفصل.
مشاركتي في أنشطة التنمية المهنية المقامة من قبل الوزارة ساهمت في الحد من مستوى
القلق و التوترعند قيامي بإشراك الطلبة في الفصل
حضوري للدروس النموذجية المقامة من قبل زميالتي المعلمات ساهم في الحد من
مستوى القلق و التوترعند قيامي بإشراك الطلبة في الفصل.
قرائتي لمطبوعات وزارة التربية ،كدليل المعلم ،ساهمت في الحد من مستوى القلق و
التوترعند قيامي بإشراك الطلبة في الفصل.
مشاركتي في أنشطة التنميه المهنية المقامة من قبل مشرفتي الفنية ساهمت في الحد من
مستوى القلق و التوترعند قيامي بإشراك الطلبة في الفصل
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الرقم
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العبارة
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61
62
63
64

65

66

67
68
69

70

71

72
73

غير موافق بشده

60

غير موافق

59

غير متأكد

58

موافق

57

ساهمت خبراتي التدريسية السابقة في تعزيز ثقتي بنفسي من ناحية إستخدامي
إلستراتيجيات تعليم متمحورة حول الطفل في الفصل.
قيامي بالدروس النموذجية ساهم في تعزيز ثقتي بنفسي من ناحية إستخدامي
إلستراتيجيات تعليم متمحورة حول الطفل في الفصل.
مشاركتي في أنشطة التنمية المهنية ساهمت في معرفتي بكيفية إستخدام
إستراتيجيات تعليم متمحورة حول الطفل في الفصل.
قيامي باالبحاث ساهمت في معرفتي بكيفية إستخدام إستراتيجيات تعليم متمحورة
حول الطفل في الفصل
مشاركتي في التدريب الميداني خالل أيام دراستي ساهمت في تعزيز ثقتي بنفسي
من ناحية إستخدامي إلستراتيجيات تعليم متمحورة حول الطفل في الفصل.
قِرائتي لمطبوعات وزارة التربية ،كدليل المعلم ،ساهمت في تعزيز ثقتي بنفسي من
ناحية إستخدامي إلستراتيجيات تعليم متمحورة حول الطفل في الفصل.
مشاركتي في أنشطة التنمية المهنية المقامة من قبل الوزارة ساهمت في تعزيز ثقتي
بنفسي من ناحية إستخدامي إلستراتيجيات تعليم متمحورة حول الطفل في الفصل.
حضوري للدروس النموذجية المقامة من قبل زميالتي المعلمات ساهم في تعزيز
ثقتي بنفسي من ناحية إستخدامي إلستراتيجيات تعليم متمحورة حول الطفل في
الفصل.
حضوري و مالحظتي لدروس زميالتي المعلمات في فصولهن ساهم في تعزيز
ثقتي بنفسي من ناحية إستخدامي إلستراتيجيات تعليم متمحورة حول الطفل في
الفصل.
مشاركتي في أنشطة التنمية المهنية المقامة من قبل المشرفة الفنية في الروضة
ساهمت في تعزيز ثقتي بنفسي من ناحية إستخدامي إلستراتيجيات تعليم متمحورة
حول الطفل في الفصل.
عادة ما أتلقى المديح و الثناء من قبل زميالتي المعلمات في ما يتعلق بنهجي في
إستخدام إستراتيجيات تعليم متمحورة حول الطفل في الفصل.
عادة ما أتلقى المديح و الثناء من قبل مشرفاتي الفنيات في ما يتعلق بنهجي في
إستخدام إستراتيجيات تعليم متمحورة حول الطفل في الفصل.
التعقيب و المالحظات التي أحصل عليها من قبل مشرفتي الفنية ساهما في تعزيز
ثقتي بنفسي من ناحية إستخدامي إلستراتيجيات تعليم متمحورة حول الطفل في
الفصل.
مشاركتي في أنشطة التنمية المهنية المقامة من قبل الوزارة ساهمت في الحد من
مستوى القلق و التوترعند قيامي بإستخدام إستراتيجيات تعليم متمحورة حول الطفل
في الفصل.
حضوري للدروس النموذجية المقامة من قبل زميالتي المعلمات ساهم في الحد من
مستوى القلق و التوترعند قيامي بإستخدام إستراتيجيات تعليم متمحورة حول الطفل
في الفصل.
قرائتي لمطبوعات وزارة التربية ،كدليل المعلم ،ساهمت في الحد من مستوى القلق
و التوترعند قيامي بإستخدام إستراتيجيات تعليم متمحورة حول الطفل في الفصل.
مشاركتي في أنشطة التنميه المهنية المقامة من قبل مشرفتي الفنية ساهمت في الحد
من مستوى القلق و التوترعند قيامي بإستخدام إستراتيجيات تعليم متمحورة حول
الطفل في الفصل

موافق بشده

الرقم

العبارة

1

2

3

4

5

1

2

3

4

5

1

2

3

4

5

1

2

3

4

5

1

2

3

4

5

1

2

3

4

5

1

2

3

4

5

1

2

3

4

5

1

2

3

4

5

1

2

3

4

5

1

2

3

4

5

1

2

3

4

5

1

2

3

4

5

1

2

3

4

5

1

2

3

4

5

1

2

3

4

5

1

2

3

4

5
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Translation Check Form
Item
#
23
24
25
26
27
28
29
30
31
32
33
34
35
36
37
38
39
40
41
42
43
44
45
46

Valid
Translation

Valid
Translation
w/Mod

Not a Valid
Translation

Suggested Changes or Modifications
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Item
#
47
48
49
50
51
52
53
54
55
56
57
58
59
60
61
62
63
64
65
66
67
68
69
70

Valid
Translation

Valid
Translation
w/Mod

Not a Valid
Translation

Suggested Changes or Modifications
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Appendix M

Research Instrument: English Version
School District:
1.
2.
3.
4.
5.
6.

Al-Asema
Hawali
Al-Farwania
Al-Ahmadi
Al-Jahra
Mubarak Al-Kabeer

Years of Experience:
1.
2.
3.
4.
5.

Less than one year
From 1 year to 5 years
From 5 years to 10 years
From 10 years to 15 years
More than 15 years

Item
No.

Teachers’ Sense of Efficacy Scale (TSES)

Nothing

Very
Little

Some
Influence

Quite A
Bit

A Great
Deal

165

1

How much can you do to control disruptive behavior in the
classroom?
How much can you do to motivate students who show low interest
in schoolwork?
How much can you do to get students to believe they can do well in
schoolwork?
How much can you do to help your students value learning?
To what extent can you craft good questions for your students?
How much can you do to get children to follow classroom rules?
How much can you do to calm a student who is disruptive or noisy?
How well can you establish a classroom management system with
each group of students?
How much can you use a variety of assessment strategies?

1

2

3

4

5

1

2

3

4

5

1

2

3

4

5

1
1
1
1
1

2
2
2
2
2

3
3
3
3
3

4
4
4
4
4

5
5
5
5
5

1

2

3

4

5

10

To what extent can you provide an alternative explanation or
example when students are confused?

1

2

3

4

5

11

How much can you assist families in helping their children do well
in school?

1

2

3

4

5

12

How well can you implement alternative strategies in your
classroom?

1

2

3

4

5

2
3
4
5
6
7
8
9

15
16

One of my goals for teaching is to develop more effective
teaching methods.
The development of my teaching abilities is important to
me.
It is important to me to be praised for having higher
teaching abilities than other teachers.

1

2

3

4

5

1

2

3

4

5

1

2

3

4

5

1

2

3

4

5

Strongly
Agree

Agree

14

It is important for me to continue to learn more about
teaching.

Not Sure

13

Achievement Goal Orientations (AGOT)

Strongly
Disagree

Item
No.

Disagree
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17

It is important that my students think that I am a better
teacher than other teachers in the school.

1

2

3

4

5

18

One of my goals for teaching is to be recognized as one of
the best teachers in the school.

1

2

3

4

5

19

It is important for me to teach better than other teachers.

1

2

3

4

5

20

It is important that my teaching abilities are not inferior to
those of most of my colleagues.

1

2

3

4

5

21

I don’t want to look like an incompetent teacher to my
fellow teachers.

1

2

3

4

5

22

I don’t want to show poor teaching skills when the
principal or parents observe one of my lessons.

1

2

3

4

5

23

My previous teaching experiences contributed to my
confidence in managing students in my classroom.

1

2

3

4

5

24

Conducting model lessons contributes to my confidence in
managing students in my classroom.

1

2

3

4

5

25

Participating in professional development activities contributes
to my knowledge in managing students in my classroom.

1

2

3

4

5

26

Participating in experiential training during my college years
contributed to my confidence in managing students in my
classroom.

1

2

3

4

5

27

Reading ministry publications, such as the Teacher Guide,
contributes to my confidence in managing students in my
classroom.

1

2

3

4

5

28

Participating in professional development activities organized
by the ministry contributes to my confidence in managing
students in my classroom.

1

2

3

4

5

29

Attending model lessons conducted by my colleagues
contributes to my confidence in managing students in my
classroom.

1

2

3

4

5

30

Observing my colleagues in their classrooms contributes to my
confidence in managing students in my classroom.

1

2

3

4

5

31

Participating in professional development workshops organized
by the educational supervisor contributes to my confidence in
managing students in my classroom.

1

2

3

4

5

32

I usually receive praise and compliments from my colleagues
with regard to my approach to managing students in my
classroom.

1

2

3

4

5

33

I usually receive praise and compliments from my educational
supervisors with regard to my approach to managing students in
my classroom.

1

2

3

4

5

34

The feedback that I receive from my supervisors contributes to
my confidence in managing students in my classroom.

1

2

3

4

5

35

Participating in professional development workshops organized
by the ministry contributes to reducing my levels of anxiety and
stress when managing students in my classroom.

1

2

3

4

5

36

Attending model lessons conducted by my colleagues
contributes to reducing my levels of anxiety and stress when
managing students in my classroom.

1

2

3

4

5

37

Reading ministry publications, such as the Teacher Guide,
contributes to reducing my levels of anxiety and stress when
managing students in my classroom.

1

2

3

4

5

38

Participating in professional development workshops organized
by supervisors contributes to reducing my levels of anxiety and 1
stress when managing students in my classroom.

Item
No.

Professional Development Perception Questionnaire (PDPQ)
[Classroom Management Efficacy]

Strongly
Disagree
Disagree

Agree
Strongly
Agree

Physiological and Affective States

Social Persuasion

Vicarious Experience

Mastery Experience

Domain

Not Sure
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2

3

4

5

Disagree

Not Sure

Agree

Strongly
Agree

Physiological and Affective States

Social Persuasion

Vicarious Experience

Mastery Experience

Domain

Strongly
Disagree

168

1

2

3

4

5

1

2

3

4

5

1

2

3

4

5

1

2

3

4

5

1

2

3

4

5

1

2

3

4

5

45 Attending model lessons conducted by my colleagues contributes to
my confidence in engaging students in my classroom.

1

2

3

4

5

46 Observing my colleagues in their classrooms contributes to my
confidence in engaging students in my classroom.

1

2

3

4

5

1

2

3

4

5

1

2

3

4

5

1

2

3

4

5

1

2

3

4

5

1

2

3

4

5

1

2

3

4

5

1

2

3

4

5

1

2

3

4

5

Item
No.

Professional Development Perception Questionnaire (PDPQ)
[Student Engagement]

39 My previous teaching experiences contribute to my confidence in
engaging students in my classroom.
40 Conducting model lessons contributes to my confidence in engaging
students in my classroom.
41 Participating in professional development activities contributes to
my knowledge in engaging students in my classroom.
42 Participating in experiential training during my college years
contributed to my confidence in engaging students in my classroom.
43 Reading ministry publications, such as the Teacher Guide,
contributes to my confidence in engaging students in my classroom.
44 Participating in professional development activities organized by the
ministry contributes to my confidence in engaging students in my
classroom.

47 Participating in professional development workshops organized by
the educational supervisor contributes to my confidence in engaging
students in my classroom.
48 I usually receive praise and compliments from my colleagues with
regard to my approach to engaging students in my classroom.
49 I usually receive praise and compliments from my educational
supervisors with regard to my approach to engaging students in my
classroom.
50 The feedback that I receive from my supervisors contributes to my
confidence in engaging students in my classroom.
51 Participating in professional development workshops organized by
the ministry contributes to reducing my levels of anxiety and stress
when engaging students in my classroom.
52 Attending model lessons conducted by my colleagues contributes to
reducing my levels of anxiety and stress when engaging students in
my classroom.
53 Reading ministry publications, such as the Teacher Guide,
contributes to reducing my levels of anxiety and stress when
engaging students in my classroom.
54 Participating in professional development workshops organized by
supervisors contributes to reducing my levels of anxiety and stress
when engaging students in my classroom.

Strongly
Disagree

Disagree

Not Sure

Agree

Strongly
Agree
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55 My previous teaching experiences contributed to my confidence in using
child-centered instructional strategies in my classroom.

1

2

3

4

5

56 Conducting model lessons contributes to my confidence in using childcentered instructional strategies in my classroom.

1

2

3

4

5

1

2

3

4

5

1

2

3

4

5

1

2

3

4

5

1

2

3

4

5

1

2

3

4

5

62 Observing my colleagues in their classrooms contributes to my confidence
in using child-centered instructional strategies in my classroom.

1

2

3

4

5

63 Participating in professional development workshops organized by the
educational supervisor contributes to my confidence in using childcentered instructional strategies in my classroom.

1

2

3

4

5

1

2

3

4

5

1

2

3

4

5

1

2

3

4

5

1

2

3

4

5

1

2

3

4

5

1

2

3

4

5

1

2

3

4

5

Physiological and Affective States

Social Persuasion

Vicarious Experience

Mastery Experience

Item
Domain No.

Professional Development Perception Questionnaire (PDPQ)
[Instructional Strategies]

57 Participating in professional development activities contributes to my
knowledge in using child-centered instructional strategies in my
classroom.
58 Participating in experiential training during my college years contributed
to my confidence in using child-centered instructional strategies in my
classroom.
59 Reading ministry publications, such as the Teacher Guide, contributes to
my confidence in using child-centered instructional strategies in my
classroom.
60 Participating in professional development activities organized by the
ministry contributes to my confidence in using child-centered instructional
strategies in my classroom.
61 Attending model lessons conducted by my colleagues contributes to my
confidence in using child-centered instructional strategies in my
classroom.

64 I usually receive praise and compliments from my colleagues with regard
to my approach to using child-centered instructional strategies in my
classroom.
65 I usually receive praise and compliments from my educational supervisors
with regard to my approach to using child-centered instructional strategies
in my classroom.
66 The feedback that I receive from my supervisors contributes to my
confidence in using child-centered instructional strategies in my
classroom.
67 Participating in professional development workshops organized by the
ministry contributes to reducing my levels of anxiety and stress when
using child-centered instructional strategies in my classroom.
68 Attending model lessons conducted by my colleagues contributes to
reducing my levels of anxiety and stress when using child-centered
instructional strategies in my classroom.
69 Reading ministry publications, such as the Teacher Guide, contributes to
reducing my levels of anxiety and stress when using child-centered
instructional strategies in my classroom.
70 Participating in professional development workshops organized by
supervisors contributes to reducing my levels of anxiety and stress when
using child-centered instructional strategies in my classroom.
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Appendix N

Research Instrument: Arabic Version

جامعة والية بنسلفانيا
كلية التربية
قسم المناهج و طرق التدريس
إستبيان بعنوان

العالقة بين برامج التطوير المهني و فاعلية معلمات رياض األطفال في
إدارة الفصول الدراسية و مشاركة الطالب و إستراتيجيات التدريس و أهداف
الفصل من وجهة نظر المعلمات
ضمن الجزء العلمي لنيل درجة الدكتوراة في فلسفة التربية
تخصص المناهج و طرق التدريس
إعداد الطالبة
ناديه صحن العازمي
إشراف الدكتور
رافيندر كول
األستاذ المشارك في التربية
كلية التربية
جامعة والية بنسلفانيا
2017

171

إستبانة الدراسة
أختي المعلمة...... /
تحية طيبة و بعد ،،
تقوم الباحثة  /ناديه صحن العازمي بإجراء دراسة ميدانية إلستكمال متطلبات الحصول على
درجة الدكتوراة في قسم المناهج و طرق التدريس بكلية التربية بجامعة والية بنسلفانيا في الواليات
المتحدة األمريكية .و هذه الدراسة بعنوان "العالقة بين برامج التطوير المهني و فاعلية معلمات
رياض األطفال في إدارة الفصول الدراسية و مشاركة الطالب و إستراتيجيات التدريس و أهداف
الفصل من وجهة نظر المعلمات" تهدف الى التعرف على عالقة مصادر الفاعلية الذاتية بأداء
معلمات رياض األطفال ،في مجاالت اإلدارة الصفية و مشاركة الطلبة و إستخدام إستراتيجيات
التدريس ،بأنشطة التنمية المهنية.
و لكي تتمكن الباحثة من تحقيق أهداف الدراسة ،قامت الباحثة بإعداد أداة جمع بيانات و
المتمثلة في إستبانة مصممة بناء على مقياس ليكرت .و إيمانا بالدور الكبير الذي تقومون به في
مجال التربية و لإلستفادة من خبراتكم العملية و آرائكم البناءة ،أعرض عليكم إستمارة إستطالع
رأي ،راجية منكم التكرم باإلجابة عن جميع فقرات اإلستبانة بجدية و عناية و موضوعية كما ينبغي
أن تكون جميع اإلجابات معبرة عن آرائكم.
علم ٍا بأن البيانات ستتعامل بسرية تامة و ألغرض البحث العلمي فقط و سيتم التخلص منها
بعد كتابة تقرير الرسالة.
و ال يسع الباحثة سوى تقديم الشكر لمساهمتكم اإليجابية التي ستثري البحث و تسهم في
الوصول الى نتائج نأمل أن تعمل على النهوض برفع مستوى التعليم بدولتنا الحبيبة
شاكرة لكم تعاونكم
و تفضلوا بقبول فائق اإلحترام و التقدير
الباحثة

172

المنطقة التعليمية:
العاصمة
حولي
الفروانية
األحمدي
الجهراء
مبارك الكبير

1.
2.
3.
4.
5.
6.

سنوات الخبرة في التدريس:
أقل من  1سنة
من  1الى  5سنوات
من  5سنوات الى  10سنوات
من  10سنوات الى  15سنة
أكثر من  15سنة

1.
2.
3.
4.
5.

درجة قليلة جدا

درجة قليلة

درجة متوسطة

درجة كبيرة

درجة كبيرة جدا

1

ما مدى تأثيرك في ضبط السلوك الفوضوي في الفصل؟

1

2

3

4

5

2

ما مدى تأثيرك في تحفيز الطلبة الذين يبدون قليال من اإلهتمام في األعمال الصفية؟

1

2

3

4

5

3

ما مدى تأثيرك في جعل الطلبة يؤمنون بقدرتهم على األداء الجيد لألعمال الصفية؟

1

2

3

4

5

4

ما مدى تأثيرك في مساعدة الطلبة على تقدير التعلم؟

1

2

3

4

5

5

إلى أي مدى تستطيعين صياغة أسئلة جيدة للطلبة؟

1

2

3

4

5

6

ما مدى تأثيرك في إقناع الطلبة بإتباع القواعد و القوانين الصفية؟

1

2

3

4

5

7

ما مدى تأثيرك في ضبط تصرف الطالب الفوضوي؟

1

2

3

4

5

8

إلى أي درجة تحسنين إنشاء نظام إدارة صفي يتناسب مع كل مجموعة من الطلبة؟

1

2

3

4

5

9

ما هي درجة توظيفك إلستراتيجيات تقييم متنوعة في الغرفة الصفية؟

1

2

3

4

5

10

الى أي درجة تستطيعين تقديم تفسير بديل أو أمثلة في حال عدم فهم الطلبة لما تودين شرحه؟

1

2

3

4

5

11

إلي أي درجة تستطعين مساندة أهالي الطلبة في مساعدة أطفالهم على األداء الجيد في الروضة؟

1

2

3

4

5

12

إلي أي درجة تستطيعين توظيف استراتيجيات تدريس متنوعة في فصلك؟

1

2

3

4

5

الرقم

العبارة
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موافق بشده
موافق
غير متأكد
غير موافق
غير موافق بشده

الرقم

العبارة

 13من الضروري لي أن أستمر في التعلم عن التدريس.

5 4 3 2 1

 14أحد أهدافي المتعلقة بالتدريس هي أن أطور طرق تدريس فعالة.
 15تطوير قدراتي التدريسية مهم بالنسبة لي.
 16من الضروري بالنسبة لي أن أحصل على المديح و الثناء إلمتالكي قدرات تدريسية عالية مقارنة بالمعلمات
األخريات.
 17من الضروري أن يشعر طالبي بأني معلمة أفضل من المعلمات األخريات في الروضة.
 18أحد أهدافي التدريسية هو أن أُعتبر كواحدة من أفضل المعلمات بالروضة.

5 4 3 2 1

5 4 3 2 1

 19من المهم بالنسبة إلي أن أقوم بالتدريس بشكل أفضل من باقي المعلمات.

5 4 3 2 1

 20من المهم بالنسبة إلي أن قدراتي التدريسية ليست أقل شأنا من باقي المعلمات.

5 4 3 2 1

 21ال أود الظهور بمظهر المعلمة الغير كفؤ أمامي زميالتي المعلمات.
 22ال أود أن أُظهر مهارات تدريسية ضعيفة عندما تراقبني مديرة الروضة أو أولياء األمور خالل أحد دروسي.

5 4 3 2 1
5 4 3 2 1

5 4 3 2 1
5 4 3 2 1
5 4 3 2 1
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موافق بشده
موافق
غير متأكد
غير موافق
غير موافق بشده

الرقم

العبارة

 23ساهمت خبراتي التدريسية السابقة في تعزيز ثقتي بنفسي من ناحية إدارة الفصل.

5 4 3 2 1

 24قيامي بالدروس النموذجية ساهم في تعزيز ثقتي بنفسي من ناحية إدارة الفصل.

5 4 3 2 1

 25مشاركتي في أنشطة التنمية المهنية ساهمت في معرفتي بإدارة الفصل.

5 4 3 2 1

26

مشاركتي في التدريب الميداني خالل أيام دراستي ساهمت في تعزيز ثقتي بنفسي من ناحية إدارة الفصل.

 27قِرائتي لمطبوعات وزارة التربية ،كدليل المعلم ،ساهمت في تعزيز ثقتي بنفسي من ناحية إدارة الفصل.
28
29
30
31
32

مشاركتي في أنشطة التنمية المهنية المقامة من قبل الوزارة ساهمت في تعزيز ثقتي بنفسي من ناحية إدارة
الفصل.
حضوري للدروس النموذجية المقامة من قبل زميالتي المعلمات ساهم في تعزيز ثقتي بنفسي من ناحية إدارة
الفصل.
حضوري و مالحظتي لدروس زميالتي المعلمات في فصولهن ساهم في تعزيز ثقتي بنفسي من ناحية إدارة
الفصل.
مشاركتي في أنشطة التنمية المهنية المقامة من قبل المشرفة الفنية في الروضة ساهمت في تعزيز ثقتي
بنفسي من ناحية إدارة الفصل.
عادة ما أتلقى المديح و الثناء من قبل زميالتي المعلمات في ما يتعلق بنهجي في إدارة الفصل.

 33عادة ما أتلقى المديح و الثناء من قبل مشرفاتي الفنيات في ما يتعلق بنهجي في إدارة الفصل.
34
35
36
37
38

5 4 3 2 1
5 4 3 2 1
5 4 3 2 1
5 4 3 2 1
5 4 3 2 1
5 4 3 2 1
5 4 3 2 1
5 4 3 2 1

التعقيب و المالحظات التي أحصل عليها من قبل مشرفتي الفنية ساهما في تعزيز ثقتي بنفسي من ناحية إدارة 5 4 3 2 1
الفصل.
مشاركتي في أنشطة التنمية المهنية المقامة من قبل الوزارة ساهمت في الحد من مستوى القلق و التوترعند
5 4 3 2 1
قيامي بإدارة الفصل.
حضوري للدروس النموذجية المقامة من قبل زميالتي المعلمات ساهم في الحد من مستوى القلق و التوترعند 5 4 3 2 1
قيامي بإدارة الفصل.
قرائتي لمطبوعات وزارة التربية ،كدليل المعلم ،ساهمت في الحد من مستوى القلق و التوترعند قيامي بإدارة 5 4 3 2 1
الفصل.
مشاركتي في أنشطة التنميه المهنية المقامة من قبل مشرفتي الفنية ساهمت في الحد من مستوى القلق و
5 4 3 2 1
التوترعند قيامي بإدارة الفصل.
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46
47
48
49
50
51
52
53
54

غير موافق بشده

45

غير موافق

44

غير متأكد

43

موافق

39
40
41
42

ساهمت خبراتي التدريسية السابقة في تعزيز ثقتي بنفسي من ناحية إشراك الطلبة في الفصل.
قيامي بالدروس النموذجية ساهم في تعزيز ثقتي بنفسي من ناحية إشراك الطلبة في الفصل.
مشاركتي في أنشطة التنمية المهنية ساهمت في معرفتي بكيفية إشراك الطلبة في الفصل.
مشاركتي في التدريب الميداني خالل أيام دراستي ساهمت في تعزيز ثقتي بنفسي من ناحية إشراك
الطلبة في الفصل.
قِرائتي لمطبوعات وزارة التربية ،كدليل المعلم ،ساهمت في تعزيز ثقتي بنفسي من ناحية إشراك
الطلبة في الفصل.
مشاركتي في أنشطة التنمية المهنية المقامة من قبل الوزارة ساهمت في تعزيز ثقتي بنفسي من
ناحية إشراك الطلبة في الفصل.
حضوري للدروس النموذجية المقامة من قبل زميالتي المعلمات ساهم في تعزيز ثقتي بنفسي من
ناحية إشراك الطلبة في الفصل.
حضوري و مالحظتي لدروس زميالتي المعلمات في فصولهن ساهم في تعزيز ثقتي بنفسي من
ناحية إشراك الطلبة في الفصل.
مشاركتي في أنشطة التنمية المهنية المقامة من قبل المشرفة الفنية في الروضة ساهمت في تعزيز
ثقتي بنفسي من ناحية إشراك الطلبة في الفصل.
عادة ما أتلقى المديح و الثناء من قبل زميالتي المعلمات في ما يتعلق بنهجي في إشراك الطلبة في
الفصل.
عادة ما أتلقى المديح و الثناء من قبل مشرفاتي الفنيات في ما يتعلق بنهجي في إشراك الطلبة في
الفصل.
التعقيب و المالحظات التي أحصل عليها من قبل مشرفتي الفنية ساهما في تعزيز ثقتي بنفسي من
ناحية إشراك الطلبة في الفصل.
مشاركتي في أنشطة التنمية المهنية المقامة من قبل الوزارة ساهمت في الحد من مستوى القلق و
التوترعند قيامي بإشراك الطلبة في الفصل
حضوري للدروس النموذجية المقامة من قبل زميالتي المعلمات ساهم في الحد من مستوى القلق و
التوترعند قيامي بإشراك الطلبة في الفصل.
قرائتي لمطبوعات وزارة التربية ،كدليل المعلم ،ساهمت في الحد من مستوى القلق و التوترعند
قيامي بإشراك الطلبة في الفصل.
مشاركتي في أنشطة التنميه المهنية المقامة من قبل مشرفتي الفنية ساهمت في الحد من مستوى
القلق و التوترعند قيامي بإشراك الطلبة في الفصل
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غير موافق بشده

58

غير موافق

57

غير متأكد

56

موافق

55

ساهمت خبراتي التدريسية السابقة في تعزيز ثقتي بنفسي من ناحية إستخدامي إلستراتيجيات تعليم
متمحورة حول الطفل في الفصل.
قيامي بالدروس النموذجية ساهم في تعزيز ثقتي بنفسي من ناحية إستخدامي إلستراتيجيات تعليم
متمحورة حول الطفل في الفصل.
مشاركتي في أنشطة التنمية المهنية ساهمت في معرفتي بكيفية إستخدام إستراتيجيات تعليم متمحورة
حول الطفل في الفصل.
مشاركتي في التدريب الميداني خالل أيام دراستي ساهمت في تعزيز ثقتي بنفسي من ناحية
إستخدامي إلستراتيجيات تعليم متمحورة حول الطفل في الفصل.
قِرائتي لمطبوعات وزارة التربية ،كدليل المعلم ،ساهمت في تعزيز ثقتي بنفسي من ناحية إستخدامي
إلستراتيجيات تعليم متمحورة حول الطفل في الفصل.
مشاركتي في أنشطة التنمية المهنية المقامة من قبل الوزارة ساهمت في تعزيز ثقتي بنفسي من
ناحية إستخدامي إلستراتيجيات تعليم متمحورة حول الطفل في الفصل.
حضوري للدروس النموذجية المقامة من قبل زميالتي المعلمات ساهم في تعزيز ثقتي بنفسي من
ناحية إستخدامي إلستراتيجيات تعليم متمحورة حول الطفل في الفصل.
حضوري و مالحظتي لدروس زميالتي المعلمات في فصولهن ساهم في تعزيز ثقتي بنفسي من
ناحية إستخدامي إلستراتيجيات تعليم متمحورة حول الطفل في الفصل.
مشاركتي في أنشطة التنمية المهنية المقامة من قبل المشرفة الفنية في الروضة ساهمت في تعزيز
ثقتي بنفسي من ناحية إستخدامي إلستراتيجيات تعليم متمحورة حول الطفل في الفصل.
عادة ما أتلقى المديح و الثناء من قبل زميالتي المعلمات في ما يتعلق بنهجي في إستخدام
إستراتيجيات تعليم متمحورة حول الطفل في الفصل.
عادة ما أتلقى المديح و الثناء من قبل مشرفاتي الفنيات في ما يتعلق بنهجي في إستخدام إستراتيجيات
تعليم متمحورة حول الطفل في الفصل.
التعقيب و المالحظات التي أحصل عليها من قبل مشرفتي الفنية ساهما في تعزيز ثقتي بنفسي من
ناحية إستخدامي إلستراتيجيات تعليم متمحورة حول الطفل في الفصل.
مشاركتي في أنشطة التنمية المهنية المقامة من قبل الوزارة ساهمت في الحد من مستوى القلق و
التوترعند قيامي بإستخدام إستراتيجيات تعليم متمحورة حول الطفل في الفصل
حضوري للدروس النموذجية المقامة من قبل زميالتي المعلمات ساهم في الحد من مستوى القلق و
التوترعند قيامي بإستخدام إستراتيجيات تعليم متمحورة حول الطفل في الفصل.
قرائتي لمطبوعات وزارة التربية ،كدليل المعلم ،ساهمت في الحد من مستوى القلق و التوترعند
قيامي بإستخدام إستراتيجيات تعليم متمحورة حول الطفل في الفصل.
مشاركتي في أنشطة التنميه المهنية المقامة من قبل مشرفتي الفنية ساهمت في الحد من مستوى
القلق و التوترعند قيامي بإستخدام إستراتيجيات تعليم متمحورة حول الطفل في الفصل
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B. Ed. in Home Economics - College of Basic Education - The Public Authority of
Applied Education and Training – Kuwait, 2002
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Ph.D. in Curriculum and Instruction – The Pennsylvania State University, 2019.

Home economics teacher - Ministry of Education, Kuwait, 2002-2006.
Consumer and family science teacher - Ministry of Education, Kuwait, 2006 – 2009.
Acting supervisor for the Department of Home Economics at RIQQA middle school for
girls, Kuwait, 2002 – 2003.
Transaction coordinator – Ministry of Endowments and Islamic Affairs, Kuwait, 2009 –
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Participations in Professional Training and Short Courses














Chairman of food and nutrition committee for the “Annual Home Economics Exhibition”
– Ahmadi Educational Department, Kuwait, March 2003.
Member of organizing committee for the “Annual Home Economics Exhibition” –
Ahmadi Educational Department, Kuwait, May 2004.
Coordinator of “life skills and the art of youth education’ seminar - Aonisa Bint Khobaib
middle school, Kuwait, March 2005.
Member of organizing committee for “Tailoring Furniture Finishing” workshop- Aonisa
Bint Khobaib middle school, Kuwait, May 2005.
Member of several committees that arrange educational activities within Ministry of
Awqaf and Islamic Affairs. 2009 - 2012
The Art of Social and Administrative Happiness. A one-week short course. May 2-6 2010
Listen to be liked. A three days short course. February 12 – 14, 2012.
How to be Creative in Your Live; A one-day short course. Kuwait, May 2012.
Managing Physiological Stress; A one-day short course. Kuwait. May 20th 2012.
Seven weeks IELTS preparation workshop by the British Council, Kuwait, 9/9 – 10/23
2012.
Preparing a Work Plan; a three days short course, Kuwait, December 2012
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December 2012.

