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Synopsis

This research tests a path analytical model of five factors affecting

teacher professional performance in the Sultanate of Oman. Data of 236
teachers from the second cycle of basic education system in Oman were
analyzed using the path analysis approach with AMOS 18.0 software. The
procedures included a) preliminary analysis for the normality and the statistics,
b) path analysis to test the goodness-of-fit, to estimate the effects (direct,
indirect, and total), to build the parsimony model, and to study the moderator
effects of groups. The conceptual framework guiding this study was based on
the theory of performance (Campbell et al., 1993), theory of reasoned action
(Fishbein & Ajzen, 1975), and the history of the theoretical work; related
studies. The instruments of this research were scale of teachers' attitudes
towards teaching and the Omani teachers' professional performance evaluation

instrument.

All research and statistical hypotheses were tested at .05 significant
level. Findings of the fit tests indicated a good fit indices with the overall
sample data (y’= 3.64, df = 4, p = .457). The path analytical model of factors
affecting teachers professional performance has approved that there are only
two factors affecting, directly, the teachers performance. They are teachers'
work experience (f = .25, p < .05) and the cumulative grade point average (f =
44, p <.05). Whereas, teachers' attitudes towards teaching, in-service training,
and teachers' self-professional development are, statistically, non-affecting

factors. Also, the path analytical model of factors affecting teachers’



professional performance has proved that there is only one factor having an
indirect effect on the teachers' performance through the work experience. That
is the in-service training factor by significant value 0.09 of standardized path
coefficient. Findings also show that there are nine total effects among the model
variables. The weakest is the total effect of self-professional development on
teachers professional performance and the strongest is total effects of teachers’

attitudes towards teaching on self-professional development.

Finally, the comparison tests between path models of teachers’ gender
and their specialization reveal significant difference between male and female
models and between applied and human science teachers' models. Therefore,
both gender and specialization of Omanis teachers are considered to be
moderators for the relationships between the studied factors of the fitted path

model.



Faktor-Faktor Mempengaruhi Prestasi Profesional Guru

Di Kesultanan Oman

Sinopsis

Kajian ini menguji path analytical model lima faktor yang
mempengaruhi prestasi profesional guru di Kesultanan Oman. Data 236 guru
dari pusingan kedua system pendidikan asas di Oman dianalisis menggunakan
path analysis approach perisian AMOS 18.0. Prosedur yang dijalankan
merangkumi a) analisis preliminary normaliti dan statistik, b) path analysis
untuk menguji goodness-of-fit, untuk menjangka kesan (langsung, tidak
langsung, dan keseluruhan), untuk membina parsimony model, dan meneliti
kesan moderator bagi kumpulan. Kerangka konseptual yang membimbing
kajian ini berdasarkan teori prestasi (Campbell et al., 1993), teori reasoned
action (Fishbein & Ajzen, 1975), dan sejarah theoretical work; related studies.
Instrumen kajian adalah skala sikap guru terhadap pengajaran dan instrumen

penilaian prestasi profesional guru-guru Omani.

Semua hipotesis kajian dan statistik diuji pada tahap signifikan .05.
Dapatan fir tests menunjukkan good fit indices dengan keseluruhan data sampel
kajian (X2 = 3.64, df = 4, p = .457). The path analytical model of factors yang
mempengaruhi prestasi profesional guru menunjukkan hanya dua faktor
mempengaruhi prestasi guru secara langsung. Ini merupakan pengalaman guru
(B = .25, p < .05) dan cumulative grade point average (p = .44, p < .05). Di

sebaliknya, sikap guru terhadap pengajaran, latihan dalam perkhidmatan, dan



teachers' self-professional development tidak merupakan factor yang signifikan
dari segi statistik. Model path analytical bagi faktor yang mempengaruhi
prestasi professional guru juga membuktikan hanya satu faktor mempunyai
kesan tidak langsung ke atas prestasi guru melalui pengalaman pekerjaan. Ini
adalah faktor latihan dalam perkhidmatan yang mempunyai nilai signifikan 0.09
standardized path coefficient. Dapatan kajian juga menunjukkan terdapat
sembilan kesan total dalam model variables. Yang paling lemah adalah kesan
total self-professional development ke atas prestasi profesional guru dan yang
paling kuat adalah kesan total sikap guru terhadap pengajaran ke atas self-

professional development.

Akhir sekali, ujian perbandingan antara path models jantina guru dan
pengkhususan mereka menunjukkan perbezaan signifikan antara model lelaki
dan wanita dan antara model applied science dan sains kemanusiaan. Oleh itu,
kedua jantina dan pengkhususan guru-guru di Oman di kira sebagai moderator

bagi perkaitan antara studied factors untuk fitted path model tersebut.
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CHAPTER ONE

1.1 Introduction

The Sultanate of Oman has intended to benefit from the educational
services provided by local and international organizations in a way that fulfils its
objectives and meets the priorities of the country. Oman has established
cooperative relations with organizations such as the Education Bureau of the Arab
Gulf Cooperation Council (GCC), the Arab League Educational, Cultural and
Scientific Organization (ALECSO), the Islamic Organization for Education,
Culture and Science (IOECS), the United Nations Educational Scientific and
Cultural Organization (UNESCO) and the United Nations Children’s Fund,

UNICEF (Ministry of Education, 2011).

Two international conferences held by the Ministry of Education in the
Sultanate of Oman in 2002 discussed significant advances in the education
system. The first one explored the future development of secondary education in
grade 11 and 12, while the second addressed the future of Post Basic Education.
Those two conferences were multi-activity events including symposiums,
workshops and other conferences that had been organized by the ministry during
the last ten years. They form part of a long term scheme adopted by the Ministry
to improve education in Oman. One of the policies of this scheme is to use Basic
Education as one of the main alternatives to replace General Education. The

papers at those conferences and symposia dealt with several topics involving all



aspects of the teaching and learning processes. They targeted students as the focus
of the learning process and the teacher as the backbone of the teaching process.
They also covered areas such as curricula, school management, school premises,

and so forth (Ministry of Education, 2002).

In order to enhance factors that would contribute to the success of its Basic
Education implementation plans, the Ministry of Education in Oman executed
training programs to develop teachers and improve their professional
performance. A program to upgrade teachers who hold education diplomas to a
bachelor and postgraduate degree level has been launched to improve the
professional standard of those teachers. The Ministry of Education believes that
the success of these learning projects requires several factors built on common
visions, clear objectives, ensuring necessary resources and teacher training and
qualifying programs. The concerned officials of the ministry put human resource
development at the top of the educational development plans with specific

consideration to teachers.

1.2 Educational Status in Oman

The current status of education in Oman is based on several stages since
1970, which is considered as a first real stage beginning with only three schools in
the whole country. Therefore, Oman has had a non-formal educational system
throughout its history. However, the history of the modern educational system is
not long. The document on Philosophy of Education issued in 1978 by the

Ministry of Education is considered a set of principles, beliefs, concepts and



obligations, stated in an integrated manner that serves as a guide for the education
process in Oman. It is based on research on the conditions existing in Omani
society, its development needs, best international educational practice and the role

that Oman’s educational process must play in meeting national aspirations.

Education development in Oman is categorized into three stages: (1) stage
one emphasized the rapid quantitative development of education; (2) stage two
started in the early 1980s, when the Ministry of Education initiated serious efforts
to improve the quality of education; and (3) stage three began from 1995, after the
Conference on Oman’s Economic Future, Vision 2020, when a number of reforms
were introduced in order to cope with future educational requirements (Ministry

of Development, 1997).

The following principles represented the important elements of the

Philosophy of Education in Oman (Ministry of Education, 2010):

1. Developing the individual in an integrated manner with regard to physical,
intellectual, spiritual, societal and emotional aspects;

2. Developing Omani originality and identity derived from Islam, the Arabic
language and the country’s rich culture;

3. Modernizing society and dealing with modern technology: a world, which
is witnessing an explosion of knowledge, rapid technological developments
and numerous inventions in all fields of life, presents a challenge for
education to ensure that individuals acquire and develop skills in these new

technological approaches;



4. Adopting a scientific thinking approach by developing the mental abilities
of individuals and providing them with scientific and critical thinking
capabilities to enable them to employ these skills in their daily lives and, in
addition, to master the basic skills in more than one language;

5. Encouraging self-learning skills in order to make education sustainable
throughout an individual’s life;

6. Promoting new instructional strategies, such as experiential learning,
which help to make learning more meaningful;

7. Supporting economic development and vocational training: education
promotes values that complement national development aspirations, such as
the development of a work ethic and the use of modern technologies.
Education also promotes manpower capabilities through training and
provision of knowledge and skills;

8. Encouraging national unity and a sense of belonging to the Gulf region
and the Arab World;

9. Developing feelings of national pride and patriotism among citizens,
thereby encouraging national security and stability;

10. Promoting social liberation by encouraging a spirit of cooperation and
collective activity in the public interest;

11. Protecting the environment: while accepting the need to raise living
standards, education also attempts to encourage citizens to protect the quality
of their lives by balancing development needs with natural resource
conservation;

12. Developing emotional attitudes and values among individuals;



13. Encouraging international peace and understanding through the
development of the values of tolerance, understanding and mutual respect;

14. Encouraging individuals to make productive use of their spare time.

Figurel.1 represents the major principles of the Education Philosophy in the

Sultanate of Oman.

Individual's integrated development

Economic
development

Omani
originality

T Education
Philosophy

National
Unity

Social
liberality

( Modernization of Omani society )

Figure 1.1. Major principles of the education philosophy in Oman (Ministry of

education, 2010).

Over the last three decades, the Philosophy of Education in the Sultanate of

Oman has been — and still is — considered to be a primary reference for education.

The General objectives of education in the Sultanate of Oman are:

Developing the mental abilities. In this respect education aims at providing

members of the society with basic knowledge and to develop mental abilities



which they will need to make use of throughout life. Individuals should
comprehend scientific facts and practical skills and should understand life
objectively. Learners should learn reasoning and should gain creative and

initiative abilities and to use such skills and abilities throughout their life.

Islamic education. It aims at making learners acquire the basic facts of
Islam and its ideals which lead to believe in God. Islamic education aims also to
make learners interact throughout their life according to the instructions of
religion, following its orders and avoiding its prohibitions. Learners should follow

the instructions of religion in speech, deeds and behavior.

Physical education. Education takes care of the proper physical
development of the learner. A healthy body is an indication of psychological and
mental health. The participation of learners in life depends on their physical
health. Education aims also to help leaners gain the proper habits in eating,
drinking, working and in relaxing. It also helps the learners to know how to

protect and cure themselves from diseases.

Emotional education. Education aims at developing positive emotional
trends of the learner towards nature, work, society and arts. Thus the learner
would respect nature, love it, sense its beauty and preserve and maintain it.
Education is also aimed at making learners appreciate innovations and inventions,

especially those produced in the Islamic or Arabic world.

Education for earning living and respect of work. In this respect,
education is concerned with enforcing the proper concepts towards work and how

to respect it regardless of the job title. Education also is concerned that learners



should acquire a good understanding of the nature of jobs and common
professions which are practiced in the community and their importance to society.
Learners should be provided with the necessary skills to enable them to practice a
certain profession and to make them able to improve and develop their

performance.

Education for economic investment. Education nowadays is considered as
human and economic investment which directly participates in development
projects and which leads to the increment of national income. It is an objective of
education to meet societal needs for skilled manpower at all levels in order to
carry out developmental projects. Higher education specialization is also required

according to development needs.

Civic education and politics. Education aims at educating Omani citizens
regarding their rights and duties towards their country, and their obligations and
commitments towards their nation. It is civic education that enables learners to

know their rights and duties.

Education for proper use of spare time. Education is concerned with
developing the learners’ abilities to use their spare time properly through training
them to practice suitable hobbies according to their tendencies and abilities. Such

hobbies will develop their tastes and creative abilities.

Permanent education. It is a new concept in the filed of education. It aims at
providing all possible educational facilities by all means to all members and
classes of society according to their abilities and interests throughout their life

(Ministry of Education, 2011).



1.3 The Need for Reformation of the Educational System in Oman

The Ministry of Education Oman had serious reform in its educational
system as response for societal, economical, and technological demands in the
Omani context. These demands represented the country needs to diversify the
economy and keep pace with technological change, require new educational goals
to prepare Omanis for life and work in the new conditions created by the modern
global economy. In order to meet such needs, the Omani Educational system
should possess a high degree of adaptability and a strong background in
mathematics and science (Rassekh, 2004). Based on that, the proposed innovation
targeted the knowledge and critical skills and aptitudes that young Omanis will

need to cope with prospective job market or higher studies.

The first 25 years of the reign of His Majesty the Sultan were
characterized by a rapid expansion of educational services. From 1976 onward, all
Ministries in the Sultanate of Oman began to plan their development activities in
accordance with Five Year Plans drawn up initially by the Development Council

and later by the Ministry of National Economy.

Oman 2020 represents the master plan established by the future vision
conference of Oman’s economy which was held in July 1995. The conference
proceedings recognized that the world today is changing at a faster rate and in
more fundamental ways than ever before. The acquisition of global knowledge,
information and technology and the development of advanced human skills are
becoming crucial prerequisites for progress. It was proposed that the country

should achieve the following by the year 2020:



1- An efficient and competitive private sector;
2- A diversified dynamic globalized economy;
3- Well developed human resources; and

4- Sustainable development within a stable macro-economic framework.

The conference report was endorsed by the government and its findings
became part of the legal framework that the Ministry of Education had to work
within. Therefore, the Fifth and Sixth Five-Year Plan (1996-2005) had several
aims to achieve such as reducing the number of double-shift systems in schools,
developing the curriculum, increasing Omanization, encouraging training of
teachers, developing secondary education, developing educational research,
expanding technology use in schools, developing the assessment system,
encouraging the expansion of private education and developing programs for the

eradicating illiteracy and expanding special education facilities.

In November 1996, His Majesty Sultan Qaboos issued the Royal Decree
No. 101/96 with regard to the Basic Statute. Article 13 of this Statute deals with

matters relating to education, states that:

1. Education is a cornerstone for the progress of society which the state fosters

and endeavors to spread and make accessible to all;

2. Education aims to raise and develop the general cultural standard, promote
scientific thought, kindle the spirit of research, respond to the requirements of
economic and social plans, build a generation that is physically and morally

strong and takes pride in its nation and heritage and preserves its achievements;



3. The state provides public education, works to combat illiteracy and encourages
the establishment of private schools and institutes under its supervision and

according to the provisions of the Law (Ministry of Education, 2010).

The Omani Ministry of National Economy draws up the general overall
aims for the country’s development and objectives for all government sectors
through a series of five-year plans. For example, with regard to education, the

Sixth Five Year Plan (2001-2005) specifies the following general aims:

1) Continuing the expansion of education to make it available to all;
2) Developing education through:
- abolishing the double-shift system in schools;
- expanding the implementation of Basic Education;
- developing the curriculum;
- increasing Omanization in the education sector;
- developing secondary education;
- developing educational research;
- expanding the use of technology in schools; and
- developing the assessment and evaluation system;
3) Encouraging the expansion of private education;
4) Developing programs for the abolishment of illiteracy; and

5) Expanding special education facilities.

As a response to the above, the Ministry of Education took steps to ensure
that students would be adequately equipped for the requirements of further and

higher education, the labor market and modern life generally. To achieve this, the
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Ministry of Education agreed that the educational content and teaching and

learning strategies in the school system required urgent and thorough reform.

1.3.1 Basic Education versus General Education

Twelve years of government schooling was offered free of charge to all
Omani children. General Education, as the first system of education during the
period from 1970 to 1996, was organized into three stages: elementary (6 years);

preparatory (3 years); and secondary education (3 years).

With stilling of General education system in some schools until now, the
Basic Education, as a first vision for reforming, began in the 1998-99 academic
year in 17 schools distributed in the country’s educational governorates. In Basic
Education, which is taken as an alternative to General Education, students spend
ten academic years. Those who pass grade ten move to a Post Basic education
stage which includes grade 11 and 12. The first ten years are divided into two
cycles; the first cycle includes grades from 1 to 4 while the second one includes
grades from 5 to 10. Figure 1.2 represents the educational stagesin Oman

(Ministry of Education, 2002).
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Figure 1.2. The educational stages in Oman.

In fact, the movement in favor of basic Education for All (EFA), supported
by the United Nations Educational, Social and Cultural Organization (UNESCO)
and the United Nations Children’s Fund (UNICEF) throughout the world,
recommending a longer period of compulsory education for all children and

youth, has received a favorable response from Oman.

For both the General and Basic system of education the Ministry of
Education is committed to the principle that all children should have access to
education, regardless of their gender, social status, cultural group or area of
residence. The ministry’s policy has been to mount a sustained campaign to raise
people’s awareness of the importance of education for their present and future
well-being. To encourage school attendance, the government provides free

education from Grade 1 to Grade 12, as well as literacy and adult education
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(Ministry of Education, 2011). Table 1.1 shows the increase in number of schools

in Basic Education over fifteen years from 1997 to 2012.

Table 1.1

Number of Schools in Basic and General Education

Number of Schools Number of Schools  Percentage (%) of
Academic Year in General in Basic Schools in Basic
Education Education Education
1997/1998 1057 0 0
2010/2011 24 1033 97.7

Since Basic Education was implemented in 1998, reforms included

curricula, teaching and learning methods, evaluation strategies and school

infrastructure. In order to support these reforms, school buildings had to be

modified. The typical provision for Basic Education schools is as follows

(Ministry of Education, 2010):

e 30 classrooms for Cycle One schools and 40 classrooms for Cycle Two

schools. Each room measures 49 square meters.

e In Cycle One schools, a learning resource center measuring 126 square

meters and equipped with fifteen computers and a range of audio visual

aids and print materials.

e In Cycle One schools, a multi-purpose hall that measures 126 square

meters and is used for school meetings and activities.
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e In Cycle Two schools, a computer laboratory that measures 98 square
meters and is equipped with 20 computers, TV and video is found. These
schools also have a library containing a variety of books and magazines.

e In Cycle Two schools, six fully furnished and equipped science
laboratories are found.

e In Cycle Two schools, two halls, one for extra-curricular activities and
one for environmental life skills are found.

e In both Cycle One and Cycle Two schools, four rooms for the
administrative staff exist.

e In both Cycle One and Cycle Two schools, two teachers’ staff rooms

exist.

Table 1.2 shows the action plan for implementing Basic Education (Grades 1-

10) during the period from 1998 to 2009 (Ministry of Education, 1998).
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Table 1.2

Action Plan for Implementing Basic Education in Oman

Academic year Grade(s) Five-Year Plan
1998/1999 1&2
1999/2000 3 5™ Plan
2000/2001 4
2001/2002 5
2002/2003 6
2003/2004 7 6" Plan
2004/2005 8
2005/2006 9
2006/2007 10
2007/2008 11 7" Plan
2008/2009 12

A new Basic Education curriculum has been developed by the Ministry of
Education. As part of the reform procedures, this curriculum equips students with
a learning experience firmly rooted in Islamic principles and Omani cultural
identity while following international best practice and is relevant to the rapidly
changing world of the 21st century. The reformed curricula does not only include
new subject areas, but curricular content taught within existing subject areas has
been rewritten to include real-life contexts and opportunities for experiential

learning (Ministry of Education, 2010).



Stages of curriculum development began with grade one in 1997 and it
covered all curriculum requirements such as textbooks, teachers’ guides, group-

work materials, activities media and multimedia.

Because the teacher-centered approaches had been dominant in the
General Education system, reforming has suggested that teaching and learning
approaches that allow students to merely read, listen and watch are not
particularly effective in getting them to learn. Moreover, the learning materials
used in teacher-centered approaches often contain theoretical content of little
relevance to the present and future needs of students. Students were expected to
do little more than rote learn information contained in the materials. The shift
away from teacher-centered learning to student-centered learning in Basic
Education has also required a reduction in class size. The aim of the Basic
Education teacher is to create a learning environment that makes it possible for
students to learn how to learn and encourages them to take responsibility for their

own learning.

Post-basic Education which includes Grades 11 and 12 began in the
academic year 2007/2008 in Grade 11 and the academic year 2008/2009 was

represented the last year of implementation of this new educational level.

The reform plan began with a consultancy study by the Centre for British
Teachers (CfBT) that offered recommendations leading to the creation of a
comprehensive new curriculum, instruction and assessment models for grades 11
and 12, and a plan for development and implementation (Centre for British

Teachers, 2001).
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This stage of education, namely Post-basic Education, aimed at achieving
a consensus on suitable curricula and assessment options for it. Because of the
challenges faced by the graduates of general education in the secondary school,
such as impossibility of many students going on to higher education or other
further education after completing Grade 12, consideration had to be given to the
present and future developmental needs of the country, and to the likely
destinations of Omani school leavers. On the basis of this evidence, the Ministry
of Education was advised that preparation for university as a primary goal of

secondary education is not appropriate.

The Ministry of Education in Oman regards human resources as a key factor
for successful implementation of its reform program and for developing a quality
education system. Moreover, since human resources, particularly teachers,
represent by far the ministry’s most significant investment, it is keen to promote a
working environment that encourages a well-trained, well-informed and highly

motivated staff.

1.3.2 Teachers' Pre-service Training as part of the Reform Project

Pre-service training for Omani teachers is presently carried out by the
Ministry of Higher Education, which oversees teachers’ colleges, Sultan Qaboos
University, a number of private universities in Oman and some institutions outside
the country. Every year a big number of Omani nationals join the teaching
profession. We can divide those teachers into two categories according to from

where they graduate. Most Omani teachers graduate from the government’s local
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colleges of education, while the others come from different colleges and

universities abroad.

Every year, the college of Education at Sultan Qaboos University
graduates teachers who specialize in different areas of teaching. They complete
four academic years with a total of 132 credit hours in their area of specialization.
They attend a teachers' training course which lasts for 9 credit hours in the
governmental schools during the last semester. Table 1.3 shows the distribution of

credit hours in the Faculty of Education in Sultan Qaboos University.

Table 1.3

Distribution of Accredited Hours in College of Education in Sultan Qaboos

University.
S.N  Course type Credit Hours Percentage (%)
1 Educational 39 29
2 University requirements 18 14
3 Teaching Practice 9 7
4 Specialization 66 50

Total hours 132 100

Table 1.3 shows that teachers graduated from Sultan Qaboos University
use trained have ally on their specialization courses (50%) if compared to (7%) of
actual field work teaching. This gives the impressions that they were not given
enough opportunity to practice teaching before service in the schools. It is worth
mentioning that scientific specialization courses are provided in English language

which is not applied in other colleges of education.
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The other group of teachers who obtain their degree inside the country are
those who graduate from the colleges of education, which are established and
supervised by the Ministry of Higher Education. These teachers attend a four
academic year program consisting of 132 credit hours in specialized and
educational fields divided into four components as in Table 1.4 (Ministry of

Higher Education, 2007).

Table 1.4

Distribution of Accredited Hours on Program's Components

S.N  Component Accredited hours Percentage (%)
1 Cultural 12 9.09
2 Professional 24 18.18
3 Practicum 16 12.12
4 Specialization 80 60.61
Total of hours 132 100

The second group of teachers includes those who obtain their qualification
in universities and colleges abroad. Those teachers study in such foreign
institutions either through governmental scholarships or private funding. They are
prepared according to the local programs applied in those countries which are

approved by the Omani Ministry of Higher Education.
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1.3.3 Teachers’ In-service Training as part of the Reform Project

Teachers in one school, for example, might decide that their main training
priority is to receive help on how to increase their students’ reading and writing
skills. School staff could draw up plans on how the teaching of these skills could
be integrated across subject areas and what kinds of professional development
activities they would require to help their students achieve the new desired targets.
Teachers in another school, on the other hand, might decide that training in
formative assessment techniques is their main priority while, in yet another
school, teachers may want training on classroom management methods for
differentiated learning. A school-based staff development program would allow

such differing priorities and needs to be satisfied (Ministry of Education, 2010).

To ensure right implementation of the innovation, the Ministry of
Education has placed particular emphasis on its professional development
programs with administrative staff involved in the Basic Education reforms and
with the school teachers. The main aim of these in-service training programs is
both to help prepare schools teachers before they begin teaching to the new
reformed arrangements and to offer on-going support when they are involved in
the process. Before starting practical service, teachers are trained during their
study years, as has been mentioned earlier in this research. After joining service
with the Ministry of Education, teachers are provided with training on curricula
and changes that may occur in them. Such training is not provided immediately
after they join the service; it is subject to circumstances of their work. Some

teachers get such training immediately after being hired. Others may be trained in
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the next few years according to their specialization, training programs availability

and curriculum requirements.

As in Figure 1.3, there are two types of training, 1) Centralized training
which is provided by the Ministry in its premises, and 2) Decentralized training
which is provided by the educational governorates in accordance to local planned

programs; it is carried out either in the educational premises or its schools.

Central Training

I

Regional Regional
Supervisor | > Teacher ‘ ’ Training

School Head teacher
Senior teacher

Figure 1.3. Model for teacher’s professional development in Oman.

Training requirements decide the nature of training. The department of
Human Resources in the Ministry of Education is responsible for doing an annual
enumeration for such requirements. We can summarize the most important

requirements of training in the following:
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1. Curricula development;

2. Performance Technical observations;

3. Development of teaching methodologies and evaluation;

4. Adoption of experimental education projects;

5. Adoption of certain educational, social and environmental projects; and

6. Replacements of educational systems.

1.4 Teachers’ Performance Evaluation in Oman

Every year teachers receive a group of class visits to evaluate and improve
their professional performance. Such visits are paid by first teachers, if any,
school headmaster and the subject technical supervisor. Every one of those
visitors has his or her own tools to accomplish the mission. Regardless the
benefits acquired from these visits across the year, there is a final unified
evaluation for all teachers in all schools. This evaluation process deals with all
teachers regardless of the origin of their qualification, specialization, and
experience. The tool used for this process is called Teachers’ Professional
Performance Evaluation Form (TPPEF). Developed in 1991 by the Ministry of
Civil Service, this form has been used for more than 20 years in the Sultanate of
Oman. It was designed by several local and foreign experts. It covers 20 elements;
8 of them used to assess professionalism and personal behavior and the other 12
elements to assess competency in performance. Based on a 5-point Likert scale,
each element takes a rating from 1 for low performance to 5 for exceptional

performance.
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The pool of Omani teachers come from several universities and colleges
such as Sultan Qaboos University (SQU), teachers public colleges under the
Ministry of Higher Education, local private university and foreign universities
around the Gulf area. Regardless of the origin of teachers’ qualifications and
experiences, Omani teachers have been for the past twenty years subjected to a
formal appraisal by the Ministry of Education. The evaluation is usually done at

the end of the schooling year which is around May.

1.5 Statement of the Problem

In all of education sectors, one of the issues relates to teacher development
programs is the performance appraisal process. Hakamy (2003) argues that this
process helps in making judgments on the agreeability between the requirements
of the teaching profession on one hand, and teachers’ qualifications and their
psychological, cognitive and social characteristics on the other hand, as well as
discovering strengths and weaknesses in teachers’ performance; this enables the
educational institution to develop strategies for improving and enhancing

performance.

Most of the related studies have focused on teachers’ performance appraisal
by investigating the impacts of some factors on their professional performance
which are unavailable in the Omani teachers’ appraisal system. Factors found to
impact on teachers’ performance are motivation, psychological attitudes, working
experience, in-service training, qualification, as well as psychological and social

factors. Examples of the studies that tackled these factors are Aronson, Lisa, and
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William (2007), Akkus (2010), Al-Toobi (2004), Andrews and Hatch (2002),
Chambers and Hardy (2005), Clotfelter, Helen, and Jacob (2007), Darling-
Hammond (2003), Duatepe and Oylum (2004), Erawan (2010), Harris and Sass
(2008), Jamil, Atta, Ali, Baloch, and Ayaz (2011), McNergney and Satterstrom
(2004), Nadeem et al. (2011), Penuel, Fishman, Yamaguchi, and Gallagher
(2007), Reid and Caudwell (1997), Rice (2005), and Smithers and Robinson

(2001, 2003).

Teachers’ professional performance appraisal process in the Sultanate of
Oman is conducted through class visits. Such visits are done by first teachers,
school headmasters and the subject technical supervisor. Every one of those
visitors has his own instruments to evaluate the teacher. By the end of every year,
there is a final unified evaluation form for all teachers in all educational
governorates. This evaluation process relies mainly on performance, as described
in chapter 3, and it neglects the other factors which are pointed theoretically to be
shaping the teachers’ performance such as their attitudes towards teaching,

working experience, in-service training and self-professional development.

So, there is a need to do the best possible to bridge the gap between usual
teachers’ evaluation practice in Omani schools and the theoretical assumptions
regarding how best teachers can be evaluated. This study as well contributes to the
rapidly expanding literature on teacher professional performance in a number of
ways. First, it is a large-scale study to simultaneously control relationships
through the use of multiple levels effects by taking into account the modeling of
interaction, correlated independents, and deal with dependent variables as

predictors for another dependent variables (Stage, Carter, & Nora, 2004). Path
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analysis (PA) is a suitable methodology to be adapted. Second, while most recent
research has focused on teacher performance and students’ achievement as the
main indicators of teachers’ professional performance evaluation, this study is the
first analysis to concurrently estimate the impacts of the teachers’ attitudes
towards teaching, work experience, cumulative grade point average, in-service
professional training, and self-professional development on the professional
performance of teachers in the Omani context. Finally, the study tries to measure
the various factors at a finer level than in most prior studies, including
distinguishing specific types of relationship among factors and differentiating
between different kinds of professional development motivators to enhance

teachers’ productivity.

Therefore, this study attempts to model factors affecting teachers’

professional performance in the Sultanate of Oman.

1.6 Research Objectives

This study is aimed at evaluating the impact of some psychological,
professional and academic factors on teachers’ performance using the path
analysis approach. Teachers’ attitude towards teaching, work experience, in-
service training, cumulative grade point averages, and self-professional
development are the factors modeled as a causal relationship. Therefore, the study

tries to the best possible:
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1- To develop and test a model that explains five factors affecting Omani
teachers’ performance.

2- To study the direct effect of teachers’ attitude towards teaching, work
experience, in-service training, cumulative grade point average, and
self-professional development on the Omanis teachers’ professional
performance.

3- To determine the indirect effects which are estimated by the fitted
model.

4- To determine the total effects which are estimated by the fitted model.

5- To build the parsimony model of factors affecting teachers’
professional performance.

6- To study the moderator effects of teachers’ gender and specialization.

1.7 Research Questions

This research tries to answer the following questions through studying the

causal relationship between the modeled factors. These research questions are:

1. Does the path model produce an estimated population covariance matrix

that fit the overall sample data?

2. What are the direct effects estimated by the fitted model?

3. What are the indirect effects estimated by the fitted model?

4, What are the total effects estimated by the fitted model?

5. What is the parsimony model of teachers’ professional performance?
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6. Are there moderator effects of gender and specialization on the fitted

model?

The following research and statistical hypotheses were postulated to

answer the above research questions.

1.8 Research and Statistical Hypotheses

Hy1): An estimated population covariance matrix is consistent with the sample

data.

[ Hoay: (0)= 1]

Hy2): There are no significant direct effects estimated by the fitted model at the

level of 0.05.

[ H0(2): B(a,b,..,n) = O ]

Hy@): There are no significant mediation effects estimated by the fitted model at

the level of 0.05.

[ H0(3): B(ab,ac,..‘ an) — O ]

Hyw): There are no total effects estimated by the fitted model at the level of 0.05.

[ H0(4)5 Berowy = 0]
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Hysa): There are no differences between the estimated effects in male's and

female's groups.

[ H()(Sa): B(male) = B(female) ]

Hysv): There are no differences between the estimated effects in applied and

human's science teachers groups.

[ HO(Sb): B(applied sci.) = B(human sci.) ]

1.9 Level of Significance

To answer the research questions, all research and statistical hypotheses

are considered at level of significance a = .05.

1.10 Significance of the Research

Studying the factors affecting Omani teachers’ professional performance

has a number of implications.

1.10.1 Exploring Teachers’ Attitudes towards Teaching

As teachers are considered to be the cornerstone of the educational
process, their attitudes have a significant impact on their performance. This fact
was proved by most researches. The National Centre of Educational Statistics in

USA states the following as some educational behaviors for improving teachers’
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positive attitudes towards teaching; these behaviors are aimed at improving the

teachers’ personality towards themselves and others (Lumsden, 1998):

1- Positive relations between teachers and school principals;
2- Student behaviors towards learning and teaching;

3- Suitability of work given to the teacher;

4- Supporting of students’ parents; and

5- Students’ high achievement.

Liven and Grab (in Fahmi, 1977) hold that attitude change is possible.
They say that we can do a lot of things to change or modify the psychological
field of someone. It indicates that we can impart attitudes and teach them just like
we do with other things. So the Education is a group of activities or well studied,
systemized and accepted efforts used to transfer, arouse and impart the required

knowledge, altitudes, values and skills (Yasin & Alshiekh, 1988).

Teachers are facing many annoying actions in their profession, especially
those working in the rural area. In fact, like these challenges are unsatisfactory in
the field of teaching. They almost reduce attitudes towards the profession (Parky,

Stanford, & Bacon, 1997).

Yearly, the Ministry of Education in Oman is also facing the problem of
working in rural area by the new graduates. This problem appeared when the
policy of Omanization in the teaching professional began to cover all government
schools. Thus, the researcher is interested in determining Omani teachers’

attitudes towards teaching and its impact on their professional performance. This
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would result in designing professional programs designed to enhance Omani

teachers’ attitudes towards teaching.

1.10.2 Enhancing Teaching Satisfaction

Due to the low standards of students’ achievement throughout the past
years, many complaints have also been raised by parents and society concerning
the Omani educational system. Teachers as part of this system are blamed by
society for their students’ low academic achievement. This has led to many
Omani teachers applying for administrative posts to escape from teaching. Many
new undergraduate teachers search for different jobs before even beginning

teaching as a result of negative reputation and stereotypes that surround teaching.

The present research is motivated by rapid complaints from teachers
regarding being unsatisfied with their profession, which the researcher noticed
throughout his school visits as a decision maker. It is hoped that such study would
result in creating a holistic view about teachers’ performance which might
enhance teaching satisfaction and clarify the factors responsible for the negative
attitudes teachers have. It would also highlight the factors that have direct and
indirect effects on teachers’ professional performance that if considered would

result in a motivating teaching environment.

1.10.3 Emphasizing Quality versus Quantity in Omani Teachers

Until the academic year 2011/2012 there were 51811 teachers, males and
females, in the governmental schools (Ministry of Education, 2012); of these,

89.21% of the total number are Omani teachers. It is a big change, especially
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when Omani teachers in the Ministry of Education were less than 20% in the
academic year 1991/1992. However, that could be taken as an indicator of the
increasing involvement of Omani youth in this career during the last 20 years. The
increase in numbers of teachers requires maintenance of quality in their
performance. The quality of teachers’ performance is based on several factors
related to their academic background in addition to other factors. Therefore, I
believe that the quality of teachers in Oman is an important issue deserving to be

studied for the following reasons:

1- Variation of Omani teachers’ degree conferred: local universities and
foreign universities;

2- Difference of admission rules in universities;

3- Importance of continuity of reform in educational system; and

4- Importance of prioritization among graduates.

1.10.4 Studying Teachers Performance in the Omani Context

As far as the Omani educational system is concerned and to the best of my
knowledge, no attempts have been made to systematically study the variables that
play a role in the reduction of Omani teacher performance. For the above reasons
and in view of my 20 years of experience in teaching and other educational fields
as part of my employment with the Omani Ministry of Education, this study was

developed to highlight the variables that affect the Omani teachers’ performance.
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1.11 Theoretical Framework

Teachers’ attitudes towards teaching and teacher professional performance
are two important issues tackled theoretically. Much of the literature provides that
the first one to use the term attitude was the English philosopher Spencer, in his
book, the First Principles. Then the concept has become very common that
theorists from different fields began to develop theories about it in accordance to
what they have in their own fields of research. Therefore a great deal of debate
was aroused to reach a point of agreement which was considered as a deceiving

matter (Rokeach, 1980).

Theoretically, Fishbein and Ajzen (1975) presented a model that explains
the complex relation between attitude and behavior or performance called "the

Reasoned Action Model" as in Figure 1.4.

[}
I
Person’s beliefs Attitudes :
about the behavioral » towards ;
performance results behavior [\
\\ Intention to act
/,)_’ in a certain > Behavior
Person’s beliefs and Self- ,'/ behavioral way
expectations about »| standards | Y
how others view of I
the behavior behavior :
T [}
[}
[}

Figure 1.4. Reasoned action theory (Fishbein & Ajzen, 1975).

This model supposes that the persons’ beliefs about a certain object affect

their own attitude towards that object. Moreover, the attitudes affect behavioral
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intention, which affects the person’s actual behavior towards the object. In the
teaching matter the relationship between attitudes and teaching practice were

summarized by Smith in 1993 (see Figure 1.5).

.Teachers' Teaching S.tudents’
Attitudes tgward Practice Attlt'udes and
Profession Achievement

Figure 1.5. Relationship between attitudes and teaching practice (Smith, 1993).

As Smith’s (1993) cycle showed, it can be obviously understood that
teachers’ attitudes towards the profession will affect their teaching practice.
Duatepe and Oylum (2004) see that teachers’ attitudes towards their profession
influence their performance, which means that positive and negative attitudes
towards the profession can affect performance in any profession. Therefore,
teachers’ attitudes towards teaching play a critical role in shaping their

performance standard.

In the theory of performance, Campbell, McCloy, Oppler, and Sager
(1993) presented two broad approaches to professional performance. First,
dimensions of the performance domain are identified which define categories of
professional performance that apply to all jobs. Second, the causal patterns of
relations between the various dimensions and antecedents of professional
performance explain the variability and the causal sequences of professional
performance. The theory of individual differences predicted that the type of

knowledge, skills, and work habits associated with task performance are different
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from those associated with contextual performance. Motowidlo, Borman, and
Schmit (1997) argued that the theory of individual differences should include
contextual work activities in a conceptualization of performance. A more realistic
view, in essence, posits that individual differences exist between teachers in their
professional performance. On the other hand, it was found that self-efficacy
theory is derived from social cognitive theory that determines a person’s belief in
their capacity to successfully perform a behavior or task (Bandura, 1996). Self-
efficacy encompasses a wide range of predictors of performance levels for a
specific task (Gist & Mitchell, 1992) that have been associated with professional

performance (Barling & Beattie, 1983).

Motowidlo et al. (1997) argued that professional performance 1is
behavioral, episodic, and multidimensional. Thus, rating individual performance
as one aspect of performance is potentially misleading, since various individual
behaviors contribute to organizational goals. Moreover, the effectiveness of
performance may not be linear (Pritchard & Roth, 1991). As such, behavioral
episodes that contribute to organizational goals form an important aspect of the

professional performance area.

To sum up, I proposed that the teachers’ professional performance is
influenced by their Attitudes towards Teaching (TATT) directly and indirectly. In
case of direct effect, literature showed that the teachers' attitudes towards teaching
is impacting their professional performance is Anders and Mitchell (1978),
Anemoyanis (1979), Adams and Martray (1980), Burden (1980), Alday (1981),
Baer, Kachur, Goodall, and Brown (1982), Clifford (1982), Brown (1983), Ellis (

1983), Floyd (1983), Guyton, Fox, and Sisk (1991). Helvie (1984), Milner (1984),

34



Hurmoz (1987), Adeep (1988, 1990), Reid and Caudwell (1997), Smithers and
Robinson (2001, 2003), Andrews and Hatch (2002), McNergney and Satterstrom

(2004), See (2004), Rice (2005), and Penuel et al. (2007).

On the other hand, I proposed an indirect effect because it is believed that
the positive or negative attitudes towards teaching are not enough to make a
success or a failure in the teaching performance without the self-professional
development by teachers themselves. Garet, Porter, Desimone, Birman, and Yoon
(2001) indicated three core features of professional development activities that
have significant, positive effects on teachers’ self-reported increases in knowledge
and skills and changes in classroom practice: (a) focus on content knowledge; (b)
opportunities for active learning; and (c) coherence with other learning activities.
Hence, teachers who like teaching must improve their skills and knowledge in
their specialization. Therefore, it can be concluded that this hypothesis belongs to
the motivation theory that posits the need for achievement and intelligence as the
two most important factors determining human performance (McClelland, 1975).
Motivation to work forms the basis of the theory of human needs (Johnston,
1979). Campbell and Pritchard (1976) explained that based on the motivation
theory, the amplitude and persistence of an individual’s work behavior on a given
task, while holding constant the effects of aptitude, skill, job knowledge and
situational constraints operating in the immediate work environment. In fact, to
reach the stage of building a positive attitude towards the profession, teachers
needs a suitable scientific, cultural and educational environment during their study

(Ghunam, 1972).
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Katz (1972) stated four developmental stages for teachers: survival stage,
consolidation stage, renewal stage, and maturity stage. The following Figure 1.6

describes each stage and the training needs during the approximated period.

Developmental L

Training Needs
Stages

Seminars, institutes, courses,
Stage 4 _
X degree programs, books, journals,
Maturity
conferences
Conference, professional associations,
Stage 3 journals, films, visits to demonstration
Renewal projects.
On-site assistance, access to
Stage 2 o
L. specialists, colleagues’
Consolidation .
advice, consultants.

On-site support

Stage 1 PP
. and technical
Survival assistance
T T T ] |
lyear 2years 3years 4years
Syears

Figure 1.6. Stages of development and training needs of school teachers (Katz,

1972).

Jamil et al. (2011) conducted a study to examine the effects of in-service
training on teachers’ performance in secondary schools. They found positive
effects of in-service training on the teachers’ performance. The effect of training
on teacher professional performance was also studied by Downs, Downs, and Rau

(2008).

The relationship between teachers' college grade point average GPA and

teachers’ professional performance appeared in some studies (e.g., Blue et al.,
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2002; D’Agostino & Powers, 2009; Darling-Hammond, 2000; Ferguson &

Womack, 1993; Hall & West, 2011).

Performance theory compares the difference between the desired
behaviors with the actual behavior a person exhibits on the profession that is
determined by a person’s contribution to achieving organizational goals (Quinn,
Faerman, Thompson, and McGrath, 1996). Motivation is an important factor in
determining performance (Campbell, Gasser, and Oswald, 1996). Al-Hassawi
(1995) also emphasizes the importance of adopting a continuous training scheme
and extending the training period at the university level up to at least five years.
His study showed that teacher training in the Arab world is highly deficient. Al-
Toobi (2004) believes that the development of skills and efficiency of the teacher
is the prime criteria to be considered when designing the level of in-service
training provided to teachers for emergence of good performance in their
profession. This has led to supposing a direct effect happening between in-service

training and teachers’ professional performance.

Dokko, Wilk, and Rothbart (2009) found that prior occupational
experience has a positive effect on performance via knowledge and skill but a
negative direct effect that diminishes the overall relationship, and they provide
preliminary evidence that the negative effect was driven by behavioral and
cognitive rigidities. Other related studies were published in the same field (e.g.,
Brief & Weiss, 2002; Marchant, 1992; Wai, 1996). Teachers’ experience also is
related with their professional development, as shown by several recent studies.
(e.g., Farrell & Lim, 2005; Tsui, 2005; Gurvitch & Metzler, 2009; Levin & Rock,

2003; Malakolunthu, Rengasamy, & Idris, 2010; Martin, Yin, & Mayall, 2006;
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Rodriguez & McKay, 2010; Walls, Nardi, Minden, & Hoffman, 2002; Waters,

2006).

In the matter of professional development and teaching performance, a
number of studies suggest that the intensity and duration of professional
development is related to the degree of teacher outcomes change and the teaching
experience (e.g., Harris & Sass, 2007; Rice, 2010; Shields, Marsh, & Adelman,
1998; Weiss, Montgomery, Ridgway, & Bond, 1998). Porter et al. (2000) reported
six key features of high-quality professional development led to increases in
teachers’ self-reported knowledge and skills and changes in teaching practice, as
performance outcomes: three structural features; reform type, duration, and
collective participation, and three core features; active learning, coherence, and

content focus.

According to the related theories and studies discussed previously, this
researcher proposed the relationships between factors as shown in the conceptual

framework.

1.12 Conceptual Framework

The conceptual framework guiding this research is based on the theory of
performance (Campbell et al., 1993), the theory of reasoned action (Fishbein &
Ajzen, 1975), and the history of the theoretical work; related studies. To be
modeled, Figure 1.7 depicts studies supporting construction of the proposed

model of the current research.
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Omani teachers’ pr

ofessional performance.
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Figure 1.8. Proposed path model of factors affecting Omani teachers’ professional

performance.
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Construct of the proposed model explains the hypothesized relationships
between the study independent's variables and their effect on teachers'
professional performance (TPP) as a dependent variable. Figure 1.8 depicts a

proposed model for the relationships among the study variables.

The model proposes that the Teachers’ Attitudes Towards Teaching
(TATT), Work Experience (WE), In-service Training (IST), Cumulative Grade
Point Average (CGPA) and Teachers’ Self-professional Development (SPD) have
a direct effect on the Teacher Professional Performance (TPP). More direct effects
were supposed by the model, are the effect of In-service Training (IST) on the
Work Experience (WE), the Work Experience (WE) on the Self-professional
Development (SPD), and the Teachers’ Attitudes towards Teaching (TATT) on

the Self-professional Development (SPD).

Also, the model proposed indirect effects of teachers’ attitude towards
teaching (TATT) on teachers’ professional performance (TPP) through the self-
professional development (SPD) and an indirect effect of in-service training (IST)
on teachers’ professional performance (TPP) through the work experience (WE).
The relationship between in-service training (IST) and self-professional
development (SPD) is supposed to be via the Work Experience (WE), while the
relationship between the Work Experience (WE) and teachers’ professional
performance (TPP) is proposed to be through the self-professional development
(SPD). Table 1.5 summarizes the hypothesized direct and indirect effects of
variables on teacher professional performance. There are 8 models derived from

this model as models for the sub-groups of the study sample.
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Table 1.5

Hypothesized Direct and Indirect Effects of Variables on the Teacher

Performance

Teachers Professional Performance (TPP) is

Predicted by Variable,
Directly Indirectly
Teachers Attitude Towards v
Teaching (TATT) \ the Me(:;a;:(llll') variable
N
In Service Training (IST) \/ . Medlaitsor variable
WE
\/
Work Experience (WE) N the Medlaitsor variable
SPD
Self- Professional Development N
(SPD) X
Cumulative Grade Point N X

Average (CGPA)
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Table 1.6 identifies the proposed model.

Table 1.6

A Proposed Model Description

Description Quantity  Description

Total Variables 9 TATT, IST, WE, SPD, CGPA, TPP, RES, RESI,
and RES2

Observed Variables 6 TATT, IST, WE, SPD, CGPA, and TPP

Unobserved Variables 3 RES, RES1, and RES2

Exogenous Variables 6 TATT, IST, CGPA, RES, RES1, and RES2

Endogenous Variables 3 TPP, SPD, and WE

5 variables have direct effects on TPP
Direct Effects 8 2 variables have direct effects on SPD
1 variable has a direct effect on WE

3 variables have indirect effects on TPP

Indirect Effects 4 1 variable has an indirect effect on SPD
Total Effects 9

Total Data Points 21 6(6+1)/2

Parameters 17

1.13 Definition of Terms

1.13.1Cumulative Grade Point Average (CGPA)

Numerical value, which is given to the student by calculating his or her
total marks in subjects divided by the number of study hours, and recorded as

points. CGPAs are available in the Omani Ministry of Education database.
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1.13.2 In-Service Training (IST)

In-service training is education for teachers to help them develop their
teaching skills and it involves courses or workshops which teachers attend during
their service in the Omani Ministry of Education, such as workshops on teaching

strategies, curriculum design, assessment methods, etc.

1.13.3 Self-Professional Development (SPD)

Self-professional development is an increase in knowledge, skill, and
accomplishment achieved through personally motivated individual study. In other
words, it is an individual effort by the teachers themselves to upgrade their

professional standard.

1.13.4 Teachers Attitudes towards Teaching (TATT)

Attitudes are a psychological concept taking positive, negative or neutral
views towards an attitude object. In this study, attitudes are the degree of belief

and feeling that could be adopted by teachers towards teaching as a career.

1.13.5 Teachers’ Professional Performance (TPP)

Teacher’s Professional Performance is the level of teacher’s performance

when they do their teaching duties.

1.13.6 Working Experience (WE)

Working experience is the number of teaching years commencing with the

date of appointment to employment in the Ministry of Education.
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1.14 Summary

Chapter one provided an introduction to the Omani educational system,
the research variables, and rationale for the study. Also, statement of the problem,
purpose of the research, research questions, research and statistics hypotheses,
significance of the research, and operational definitions of the research variables

were outlined followed by the theoretical and conceptual framework.
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CHAPTER TWO

REVIEW OF LITERATURE

2.1 Introduction

The increasing body of literature on what motivate people to choose
teaching as a profession found that they are directed and motivated by their
intrinsic factors which are inherent in the job, such as love of children, desire to
impart knowledge, and so forth. On the other hand, those unwilling to become
teachers are driven by extrinsic factors such as salary, conditions, career potential
and so forth. Therefore, extrinsic factors are the ones to be addressed in
motivating people to join teaching, especially among mathematics and science

graduates, to whom these factors are relatively more important.

Teachers’ attitude towards teaching is the primary determinant for range of
enduring. Psychological and physical pressure and therefore psychological
combustion may lead to weak achievement. Vice versa, there is agreement that the
passport to teaching success is positive attitude towards teaching, because
attitudes are the norm which builds most of educational activities. Therefore,
attitudes towards teaching as a career is the forecaster for the social atmosphere,

which would be confirmed by the teacher in the classroom.

In addition, linking between the teachers and their attitudes towards
teaching depends on the academic preparing and the educational attitudes
reflection of the teacher’s point of view or beliefs towards teaching, teacher-

student relationship, control and punishment, teaching skills, teaching aids, and
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the curriculum. Therefore this chapter is aimed at reviewing the related literature

including recent studies.

2.2 Attitudes

The concept of attitude, as discussed in the theoretical framework in

chapter one, is one of the most remarkable and binding concepts in contemporary

social psychology. No single term has ever been used in the experimental studies

as this one. Allport (1935) thinks that the factors of this common usage are:

1.

This concept does not belong to any of those psychological
schools who are known of continuous conflict, namely, the
Behavioral Instincts school and the Gestalt school. Therefore, it
was natural that most psychologists who belong to the conflicting

schools supported this concept.

This concept helps those who adopt it to escape the problems of
environment and heritage, which witnessed hot debates during the

third and fourth decades of the twentieth century.

This concept provides some flexibility to be used for individuals
as well as a groups of people. Actually, it was used at both of these
levels, which made a point of agreement between the psychologists

and sociologists.
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4. The exigent desire of psychologists, especially in the USA, to be
able to use scales in their studies. Many researchers think that

measuring is the main side in describing a research as scientific.

2.3 Attitude Change

Earlier in this research, in our discussion about the concept of attitude under the
cognitive component, we have come across the definition provided by Rokeach,
which “attitude is a constant order of beliefs relevant to a subject or situation
makes the individual tends to respond in a favored manner . However, some
psychologists disagreed with Rokeach. They think that what he mentioned in his
definition is not static, it is rather relative, which means it is liable to be changed
according to the changes that occur in the individual’s knowledge and cultural
atmosphere. It indicates that the individual’s form of response could be changed if
his/her information about the concerned subject has been changed. For instance, a
student’s (teacher’s) response at the end of his study could be known from the
information about his life in college. In other words, the future behavior of such
student (teacher) could be changed and predicted by modifying his experiences
and information during his study at college. This will, in turn, share in changing
the affective feelings like loving his/her profession or hating it. Rajecki (1990)
showed a group of models to explain the consistency process through the three
components of attitude and deal with them collectively, as mentioned before. The

following Figure 2.1 shows a summary of Rajecki’s views which explain how a
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change in the affective component can lead to a change in cognitive component

and vice versa.

If a person gains new knowledge or © > (A)
changes old ones, that will lead to a

change in affect. Cognitive Affective

If person’s knowledge and affect © + (A) > B)
towards something are positive, his

behavior towards it will be positive too. | Cognitive  Affective Behavioral
An occurrence of new feelings or (A) > ©
change of old feeling may lead to a

change in knowledge Affective Cognitive

An occurrence of a new behavior or a B) 2> (A + (O
change in an old one may lead to a

change in affect and knowledge Behavioral ~ Affective  Cognitive

Figure 2.1. Rajecki's views about consistency of attitude components (Rajecki,

1990).

The change occurs to keep consistency between the attitude components.
It means that the change in one of the components will cause interruption of this
consistency and requires to be rearranged. Such an operation may take one of the

following forms:

1. An individual may refuse the information that lead to the consistency
interruption to rebuild the old attitude. For example a teacher may quit the

profession to another one where he or she feels more stable.

2. The inner structure of attitude may fall apart or be contrasted if an individual

faces strong or contradicted information about the attitude’s subject. That
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means a teacher experiences, before graduation, some information about
disadvantages of the teaching profession, but still appreciates it has

advantages.

3. The cognitive change in the attitude structure can lead, in turn, to an affective
change with or against the attitude and similar to the type of knowledge that a

teacher gains during his or her study at the college.

4. The affective change in the attitude structure can lead to a cognitive change.
This can happen through a change of beliefs which may lead, for example, to a

change in ideas about the teaching profession.

To explain some aspects and methods of changing attitudes we can review

what is mentioned in different literature about them.

2.3.1 Aspects of Attitude Change

The change of attitude is represented by either a change in its intensity
(increasing or decreasing) or a change in its nature (positively or negatively).
Khalifah and Mahmoud (1991) summarize the aspects of attitudes mentioned in

different literature in three basic approaches:

2.3.1.1 Conversation Attraction Approach

It is done either directly face to face or indirectly as it is used in different
mass media. The aim in all cases is to attract the person to a certain subject and

change his/her attitudes. It requires choosing the correct methods that ensure
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approaching the person’s qualities and principles. To ensure the perfection of this
method, its supporters make use of the principles presented by learning theories
developed by some psychologists such as Pavlov, Thorndike, and Skinner. They
study the functional relations between the stimulants (conversation components)
and responses (change of attitudes). They believe that behavior is basically built

on cognition (Khalifah & Mahmoud, 1991).

Thus, it is possible to control behavior by controlling the information
received by the person. It could be done by applying the conversation methods
presented to people in a form of reacting stimulants and other variables participate
in such reaction. Then all these parts share in the results of the conversation
process (McGuire, 1985). Figure 2.2 shows the variables discussed by the

conversation attraction approach.
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Figure 2.2. Conversation attraction variables (Khalifah & Mahmoud, 1991).

The variables are divided into three categories: (1) the independent

variables or stimulants. They include the source of conversation, its content,

method, context and reception; (2) conversation response determinatives or the

cognitive processes that follow receiving the conversation and precede the change

of attitude, or pave the way for such change; (3) the dependent variables or the

conversation response which accepts what the conversation calls for. This

response is a result of a reaction between two categories; category 1 and category

2 (Janis & Hovland, 1959; McGuire, 1969).

The processes of attitude change under the conversation trend have

witnessed some stages of systemization and developments starting from Hovland
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and his colleagues who were the first in dealing with this approach in 1953.
McGuire who also developed this approach in the late 1960s systemized them in
1985 by setting twelve different processes. He built his process in a causative
series where each one of them depends on the other; a failure of any one of them

decreases the attitude change probabilities (McGuire, 1985).

2.3.1.2 Opposing Behavior Approach

This approach tries to know how people accept a behavior that contracts
their own attitude in order to maintain the constancy between their attitudes and
behavior. When people justify their own behavior, they somehow decrease the
intensity of the contradiction between that behavior and what they think is correct.
Although those justifications are disapproved, they are capable of changing his
attitude to match the behavior. And because they are convinced of those
justifications, they are motivated to decrease the inconsistency between their

behavior and attitude (Schinker, 1982).
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Figure 2.3. Attitude change process by dissonance arousal (Cooper & Fazio,

1984).
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Figure 2.3 shows the process of attitude change as a result of dissonance
arousal between behavior and attitude. The results of change are examined; either
they are accepted or rejected. Various theoretical trends belong to this approach.
They carry different names such as Balance which is treated by Heider (1944), in
addition to Congruity and Symmetry. All these trends seek out the functional
relations between attitude change factors and the response under the existence of
the assumed arousal to decrease the cognitive inconstancy (Ableson, 1968; Esier,

1980).

Some theorists think that the first and second approaches of attitude
change are opposite to each other. They say that the first one comes basically
from information and knowledge to change attitude and modify behavior. While
the source of the second approach is the behavior that opposes the attitude, in
addition to how much that person accepts or justifies this behavior. Therefore, we
find that some theorists sought to reconcile between behavior and attitude. They

tried to create the so called Reconciliation Approach.

2.3.1.3 Reconciliation Approach

A scientific explanation of the attitude change process was presented by Insko
and Cialidine in 1969. Their explanation makes use of both theories made by
McGuire (1985) that support the first approach and Heider’s theory (1944) that
supports the second one. They stated three factors that they think are responsible
for attitude change: (1) the utterance support that the source of change offer. This

is similar to what McGuire called message information processing, (2) Positive
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relationship or rapport between source and recipient which helps in accepting the
message and understanding it; and (3) Behavioral commitment, which ensures the

continuation of the acceptance, indicated in the second factor.

Fishbein and Ajzen presented in 1975 one of the most important models of
reconciliation approach called the Reasoned Action model. It is considered as the
most comprehensive trend of all theories of attitude change because it is provides
explanations for the human behavior by studying different situations and contexts
that relate to the concerned behavior. It also focuses on the predicted intention
issue that determines the behavior (Fishbein & Ajzen, 1975) (see Figure 1.4 in

chapter 1).

Although this model is widely applied in social psychology, sociology and
other fields, there are some shortcomings that limit its paraphrasing capability.
One of the points against this model is that it lacks inner consistency between its
components. For example the behavior intention is not always a basic part in the
attitude’s effect which could be direct or indirect. In other words, there are
variables other than behavior intention, such as voluntary control and previous

behavior; they can directly determine the behavior (Chaiken & Stangor, 1987).
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Figure 2.4. Formation of attitude and its contribution to release of behavior.

(Kahalifa & Mahmoud, 1991).

This model is also accused of focusing only on the voluntary behavior and
it does not consider facts about behavior. In addition, it overlooks the partial

occurrence of behavior under voluntary control and it is always directed to
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achieve a certain goal (Bagozzi, 1986). Therefore, to treat those shortcomings of
the Reasoned Action model, a group of models appeared. One of them is Planned
Behavior Theory by Ajzen in 1985 (Khalifah & Mahmoud, 1991), and Purposeful
Behavior Theory by Bagozzi (1986). The second theory adopts the motivational
component represented in avoidance responses produced directly from
evolutional, emotional and moral responses. There is also a group of
psychological factors that work as variables of one’s personality, in addition to the

social, moral and other standards.

Figure 2.4 is from "Psychology of Attitudes" a book written by Khalifah
and Mahmoud (1991). It explains the formation of attitude and its relative
participation in behaving. Teachers’ attitudes have been a subject of study and
interest for many years. Some studies are purely descriptive, providing
information about attitudes that teachers hold. Other studies focus on describing
the effects of teachers’ attitudes on their teaching, their students or their

commitment on their profession.

Studies on attitudes investigate different fields in teachers’ attitudes. Some
studies interest about groups of teachers on the bases of subject area taught, such
as science, mathematics, Islamic or history; other studies looked at different
teacher characteristics, such as sex and age. Many descriptive studies investigate
factors that influence teachers’ attitudes and the effect of those attitudes on
teachers’ behaviors and their professional performance. Powell and Beard (1986)

stated that the literature on attitudes cover seven aspects:
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A) Description of teachers’ attitudes;

B) Variation in attitudes between groups of teachers;
C) Teachers’ attitudes towards students;

D) Teachers’ attitudes towards their own teaching;
E) Influences on teachers’ attitudes;

F) Effects of teachers' attitudes; and

G) Reviews of research on teachers' attitudes.

2.4 Attitudes Measurement

No doubt, many field studies were carried out by different theories about
attitudes, components and aspects of change. They used psychometric tools and
methodical ways to measure attitudes. It is not possible to predict an attitude as a
result of a behavior or a variant for a behavior unless we use trusted measures,

especially prepared for this purpose.

Attitude measures appeared when the concept of attitude showed up in the
late 19th century. They were not the same; they differed according to the used

measurement methods. Such as:

- Self-estimation measures;
- Actual behavior observation measures;
- Physiological response measures; and

- Projective Techniques.
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Self-estimation measures are the most common tools in measuring
attitudes. They take different forms, in all of them a recipient is asked to answer
some questions or comment on scenarios related to the studied attitudes. The
recipients express their own beliefs and attitudes about this subject through these
questions and comments. From such responses the researcher determines the
degree of agreement, disagreement or neutrality towards the subject (attitude).
According to Allam (2000) the most important self-estimation ways for measuring

attitudes are:

1- Social Distance Scale "Bogardus";

2- Paired Comparison method "Thurstone";

3- Equal Appearing Interval method " Thurstone & Chave";
4- Summated Ratings method "Likert";

5- Scalogram Analysis "Guttman"; and

6- Semantic Differential Technique "Osgood".

In this research, the researcher is going to use the Summated Ratings
Method (Likert Technique) to develop a scale for teachers’ attitudes towards

teaching as a career.
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2.5 Summated Ratings Method (Likert Technique)

This approach is considered among the common approaches used in
assessment and educational, psychological and social researches. This approach
depends on the graded assessment of attitudes in which individuals are provided
with a list of items and asked to state their agreement or disagreement in variant
degrees that reflect the intensity of their attitude. Individuals with less intensity in
their agreement or those who have different positions on the scale are expected to
have a different behavior in social situations related to the subject of the attitude.
However, the association of actual behavior with the attitude is still a point of
controversy between psychologists. The intensity of attitude is partially
determined by giving different weights to the individual’s response to each item.
If, for example the item was “I like my career , then it would be possible for an

individual to respond on a graded scale of five points as follows:

Strongly Agree Not sure Disagree Strongly
agree disagree
—
5 4 3 2 1

Figure 2.5. Five point Likert scale.
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The response “strongly agree is given the numeral weight (5), the response
“strongly disagree is given the numeral weight (1) and so on. The bigger the
numeral weight the stronger the indication that the individual likes his/her career
and vice versa. If 100 persons respond to this item we get 100 responses varying
in their numeral weights between (1) and (5). All individuals who respond with “I
strongly agree they get the numeral weight (5). Those who respond with
“strongly disagree will get the numeral weight (1). It does not necessarily mean
that all those who expressed their total agreement on the item have the same
feelings towards their career as one item or statement is not enough to assess these

feelings.

Therefore, the approach of summated ratings of a set of items to reach a
more accurate evaluation and to distinguish between people with regard to their
attitudes towards a certain issue depends on a graduated scale such as the one
mentioned above. If the scale is composed of five points and we have 10 items,
the highest mark obtained by an individual will be 50 and the lowest one will be
10. Thus, the range will be 41 for the ten items instead of 5 for each item. The
more the number of items, the larger becomes the range and the variation in marks
increases which leads to greater accuracy of assessment. This approach is not
confined to the pattern of responses described above, but it is possible to employ

any other graduated scale such as:

(1) I'agree, I am not sure, I disagree
(2) Istrongly agree, I agree, I am not sure but I agree to some extent, I am not

sure but I disagree to some extent, I disagree, I strongly disagree.
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(3) Always, most of the time, sometimes, rarely, never.

It is observed that patterns one and two include the statement “I am not sure
as it is supposed that people who choose this response have no opinion, yet such
response is used in such scales. The second pattern is composed of six responses
or grades so that people can decide their attitude either on the right side of the
scale if they choose “I am not sure but I agree to some extent or on the left side
of it if they choose “I am not sure but I disagree to some extent because the
response ‘“not sure does not help in analyzing data. The use of “not sure in
scales of attitudes depends, of course, on the characteristics of the sample of
responders, their level of education and the extent to which they are familiar with

what is required from them (Allam, 1999).

2.5.1 Steps of Building Attitude Scales using Likert Technique

Attitude scales can be built by using the summated ratings approach

(Likert Technique) through the following steps:

First: gathering a large number of items related to the topic of the attitude
being assessed such as the attitude towards the teacher or towards a certain area of
study, or towards certain issues such as economy openness or communications
techniques and other topics. Because every item of the graduated summated scale
aims at reaching a consistent and uniform variation with regard to the attitude,
then most of the items should include a wide range of favorableness, taking into

consideration that there are no actually neutral or extreme items in this scale.
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Extreme intense items in both directions lead to less variation compared to items
with less extremism and their variation is very poor. The number of items can
range between 40 and 60 and they are equally divided between positive and

negative items.

Second: applying items on a group of individuals similar to the targeted
group on which the scale of attitude in its final version will be applied later on.
This group can include a number of persons equal to ten times the number of
items (Nunnally, 1978). It is preferred that the number of persons is increased if
possible, and to take into consideration making conditions of implementation
similar as much as possible to the conditions of implementation of the targeted
group. All persons are asked to express their opinion on each item and to decide
the extent of their agreement in terms of “strongly agree , “agree , “not sure ,
“disagree or “strongly disagree . Therefore, the group of individuals should

represent as much as possible the whole range of the attitude being assessed.

Third: Specifying a grade or a numeral weight of the response of the
individual to each item according to the weights mentioned above, while taking

into account that these weights reflect the numeral weights of negative items.

For example: if the item is “The teacher is a good model to be followed.
Thus, “I strongly agree = 5, I agree = 4, | am not sure = 3, I disagree = 2, [
strongly disagree = 1 . But if the item is “Teaching is a source of nuisance. Thus,
“I strongly agree = 1, I agree = 2, I am not sure = 3, I disagree = 4, I strongly

disagree = 5. Then, marks of the individual must be summed up for all items.
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Fourth: carrying out item analysis to select the items that provide better
distinction between individuals on the attitude scale through providing
correlations between total marks obtained and their responses to each item with
holding back the items with high degree of correlation and consequently we have
a scale that is internally consistent. It is preferred that the values of correlation
coefficients are ordered in a descending order and an approximate equal number
of positive items and negative items is selected and put together to form the first

version of the attitude scale.

Fifth: finding the Cronbach alpha coefficient (o) for the items which are
selected by finding the degree of variation of each one of them and the variation
in total mark, or formation of a matrix of correlations between item marks and
total marks and carrying out analysis of items using a computer. Such a matrix
will help in the following step. If the value of this coefficient is high enough (.80
or higher), the attitude scale can include these items in its final version. The value
of the reliability coefficient depends on the number of grades for each item. This
step is considered as an indicator of uni-dimensionality as it is used to verify that

all items measure the same thing and that is the main personal concern of Likert.

Sixth: items are randomly ordered on the attitude scale in order to be used
in measuring the required attitude when applied on the targeted group and find the
total marks of each individual by summing up the marks relevant to his/her

responses to the item included in the questionnaire.
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The core mark obtained by the person has a limited meaning in itself, and
its meaning becomes clear in a better way when compared with other individuals’
marks on whom the attitude’s scale is implemented where positions of all

individuals on the scale are identified.
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2.6 Related Studies

Most of the related studies have focused on teachers’ performance
appraisal by investigating the impacts of some factors on their professional
performance. Factors found to have impact on teachers’ performance are
motivation, psychological attitudes, working experience, in-service training,
qualification and other psychological and social factors. Examples of the studies
that tackled these factors are Aronson et al. (2007), Akkus (2010), Al-Ajmi
(2006), Altoobi (2004), Andrews (2000), Andrews and Hatch (2002), Bardley
(1995), Brief and Weiss (2002), Chambers and Hardy (2005), Clotfelter et al.
(2007), Darling-Hammond (2003), Dalal (2005), Duatepe and Oylum (2004),
Erawan (2010), Yaseer and Kazim (1997), Farkas, Johnson, and Foleno (2000),
Ghazzawi (2009), Green and Magliaro (2006), Harris and Sass (2008), Jamil et al.
(2011), McNergney and Satterstrom (2004), Nadeem et al. (2011), Reid and
Caudwell (1997), Rice (2005), Smithers and Robinson (2001, 2003), Andrew and
Schwab (1995), Rooben, Koopmans, and Groothoff (2008), Stokes and Tyler
(2003), Wing (1996), Wai (1996), Lumsden (1998), Marchant (1992), Leigh and
Ryan (2003), Al-Rashid (1421 H), Hardy, Woods, and Wall (2003), and See

(2004).

Nadeem et al. (2011), using a group of 1020 students and 204 teachers of
high schools/higher secondary schools in Pakistan, found that the professional
attitude of teachers, mental health, teacher morale, responsibilities at home,
distance of residing area, stress, political interference, posting in the far flung
areas, discrimination, lack of co-operation, working relations with staff and head

teacher, working environment, are the factors which affect the female teachers’
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performance negatively. Akkus (2010), in a study on teacher burnout and
attitudes towards the teaching profession, discovered a significant relationship
between teachers’ attitudes towards the teaching profession and burnout levels

of the teachers.

In 2004, Duatepe and Oylum published their study about the attitudes
towards teaching profession of in-service and pre-service primary school teachers.
This study investigated attitudes toward teaching, the relationship between the
attitudes and some related variables such as the gender, the status and the age of
primary schools teachers. It was conducted on 277 teachers in Turkish schools.
Statistics revealed that the mean score of the subjects is 38.6 out of 50, which
indicates a highly positive attitude. T-test between mean scores of male and
female resulted in higher significance with female group than with male. It also
revealed that the pre-service teachers obtained significantly higher score than in-

service teachers.

Stokes and Tyler (2003) studied senior secondary students’ attitudes to
teaching as a career. Researchers conducted their study on 80 students as a sample
of four focus groups. The first group consisted of 18 girls from the state senior
school, years 9—12, the second group consisted of 17 students from the state
secondary college, years 7—12, the third group was represented by 22 co-
educational students from a Catholic regional college, years 7—12, and the last
group included 23 co-educational students from the state secondary college, years
7—-12. The main purpose of this study was to ascertain the students' attitude to
teaching as a career. The results revealed that 18 students out of the 80 would

consider teaching as a possible career; for most of them, teaching was something
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they might consider after doing something else, later in their working life. Eleven
students were interested in secondary teaching, five in primary teaching and two
in early childhood teaching. For some of the students it was a realistic option. In
addition, teaching was considered a career that could be pursued after four years

of study as opposed to doing a PhD and 10 years of study.

Farkas et al. (2000) reported an online study carried out in the United
States of America to ascertain what teachers think of their profession, and to
compare their views with those of the administrators who hired them and college
graduates who chose different careers. This study was based on three telephone
surveys. The first is a survey of 664 public school, 250 private school, and K-12
teachers who have taught for five years or less. The second survey was conducted
on 511 public school superintendents and principals. The third survey was of 802
college graduates under the age of 30. Prior to these surveys, six focus groups
were conducted 1in sites across the country, as well as 25 interviews with experts
and practitioners from the education field. The research aimed at knowing why
new teachers enter the profession and what they think of it now. It also examined
the perceptions of young college graduates in other professions and captures the
observations of school superintendents and principals. Results indicated that
beginning teachers were motivated, committed, and doing what they wanted to do.
Low salaries kept some people out of teaching, though incentives other than
salaries actually attracted people to the profession. Teachers wanted smaller
classes and more administrative and parental support. Almost one in five young
graduates in other fields expressed real interest in teaching; low salaries were not

keeping them away but rather the worry that they could not make a difference.
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Teachers believed that good teaching comes from what happens daily in the
classroom, not from the pages of a book.

To find out why postgraduate students had chosen teaching, Reid and
Caudwell conducted a study in 1997 in which 28 volunteers through their course
were interviewed. This process was used as the basis for a questionnaire
administered to 453 students in five universities in 1996. The questionnaire was
based on offering teachers twenty-one reasons for choosing teaching as a job. It
was found that the vast majority of PGCE students had positive and professionally
sound rather than negative and questionable reasons for willing to teach. The two
common reasons, seen as important or very important by 96% of students and as
very important by more than three out of five, were enjoying working with
children and feeling that teaching would bring high job satisfaction. In contrast,
reasons in relation to holidays, working hours, salaries, security, wanting a change
of career, having few other opportunities or nothing better to do were viewed as
very important/important by less than 50% and as very important by 15% or less.
The remaining reasons between these extremes fall into three categories. The first
has to do with students willing to sustain, share and use their knowledge; the
second, with aspects of teaching as a career -- that it would be good, challenging,
bring responsibility and have an enjoyable atmosphere. The third category
contains the profound wish to improve children’s life chances and being inspired
by one’s own teachers. All the previous three categories were chosen as very
important or important by between two-thirds and nine out of ten students and as

very important by 20-45% of the whole sample.
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Green and Magliaro (2006) conducted a study on pre-service teachers’
images of teaching. This research investigated the creative representation and
written reflections of 74 pre-service teachers in two teacher education courses
from two large public research universities. Using qualitative methodology, the
research examined images of teaching in conjunction with written reflections as a
measure of the developmental level of learning to teach. As the representations
were analyzed, the very personal nature in which these representations were
constructed became apparent, along with the importance of the students’ own past
personal experience. Moreover, sophistication of reflective comments also

differed across groups.

In Saudi Arabia, Al-Rashid (1421 Higree) investigated the attitudes of
teachers college students towards teaching and how they are affected by some
variables such as student’s major, GPA in both secondary school and college,
level of students (first year to fourth year) and their college of choice. Al-Rashid
developed 42 items to measure the teachers’ attitudes towards teaching in Riyadh
schools. The results showed that the students, in general, have positive attitudes
towards teaching and the significance was higher with the fourth year students
than the first year students and the significant differences in attitudes due to the
major in the college were found but not due to both major in the secondary school
and GPA in college. It also showed that no significant differences in attitudes
were found concerning professional hardships due to college, but they were found
concerning three of the instrument dimensions and the instrument as a whole.
Study results also revealed there were no significant differences in students’

attitudes due to GPA in secondary school concerning three of the instrument
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dimensions and the instrument as a whole. However, there were significant
differences in students’ attitudes concerning professional hardships between those

of good and excellent grades.

In 2005, Rice conducted a study to explore aspects of teaching which
might contribute to teachers’ negative perceptions of their job. The study design
consisted of set of interviews with 8 teachers to give a broader range of
perspectives on the issue. See (2004) presented an article on determinants of
teaching as a career at the British Educational Research Association Annual
conference. The paper looked at the long and short term determinants of selecting
teaching as a career, via a questionnaire based on evidence collected through
preliminary focus groups and e-mail interviews. A total of 1845 students and
trainees from four tertiary institutions in south-west England and Wales were

approached for data collection.

Smithers and Robinson (2001) studied the attrition of the teaching
workforce — how many teachers are leaving, where, and why they left. The report
was based on a survey of the resignations in summer 2001 from 335 teachers, and
in-depth interviews of a subset of 102 leavers. The same authors in 2003
investigated the factors affecting teachers’ decisions to leave the profession. The
study sample consisted of 1349 primary schools, 30 middle schools and 316
secondary schools. A questionnaire was administered to 1066 teachers who had
joined teaching during 2002, and interviews of a subset of 306 of these leavers. A
follow-up survey of 395 teachers who had left the job during spring and summer
2002 was conducted in January 2003. Findings reported that there are five factors

underpin reasons for leaving the profession. They are workload, new challenges,
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the school situation, salary and personal circumstances. Of these, salary was by

far the least important, and workload the most.

Henderson and Henderson (in Lumsden, 1998) showed that teachers’
attitudes towards teaching as a career become weak with expert teachers rather
than novices. They found that 40% of teachers had weak attitudes towards
teaching and 57% of them were ready to leave the profession and 3% of them
were undecided about it. According to Bradley (1995), inadequate funding of
schools, lack of parent and community support, and insufficient salaries are given
as examples for factors affecting teachers’ attitudes towards the teaching
profession. Marchant (1992) added the role of experience as another factor to the

factors influencing teachers’ attitudes towards their profession.

In 1997, Yaseer and Kazim used the Al-Kalili and Magabla scale to
measure the attitudes towards teaching of 314 students from the College of
Education in Libya. Their sample was taken from the first, second, third, and
fourth academic year. They used scale items modified to suit the students instead
of the teachers. The results showed non-significant differences due to sex, year of
study, or practice teaching. The researchers found that only 19 of 42 items
satisfied all the emotional intensity criteria, and in general the attitudes towards

teaching were positive.

Andrews and Hatch (2002) examined the mathematics teachers’
justifications for choosing a teaching career. Forty-five secondary teachers, from
two regions of England were interviewed during 1997-99 about their professional

life histories with one element of the semi-structured schedule included an
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invitation to colleagues to discuss their motives or rationales for becoming
teachers. The finding analysis grouped teachers’ responses into five categories of
response: (1) their experiences of mathematics as learners; (2) a desire to work
with people; (3) a sense of inevitability; (4) a serendipitous life-event; or (5) a
desire or need to change career. These categories revealed the reasons for their
willingness to become teachers and they were discussed in relation to the current
thinking on teachers’ professional motivation. The findings corresponded with the
generality of related research that relatively few people became teachers for either
altruistic or extrinsic reasons, whereas the majority made their decision based on
intrinsic reasons to either mathematics itself or teaching as a profession.
Significantly, a substantial number of the justifications offered fell outside the
accepted tripartite framework.

To study some Bachelor's students’ perception towards teaching, Tyler and
Stokes (2002) examined the perspectives of both mature-aged students beginning
a teacher preparation course as a second career and other teacher education
students. The study sample consisted of some students who attended the
University of Melbourne’s Bachelor of Teaching and Diploma in Education
programs. They were conducted through email with an invitation to attend one of
two focus groups; mature-aged students and non-mature-aged students. Thirteen
students from the first group and twelve from the second filled in the demographic
survey and participated in the focus groups. Eleven open-ended questions were
administered to students to report on their opinions. For the reasons relevant to
people choose teaching, most participants cited a number of reasons for changing
jobs, and for beginning or continuing their studies in teaching, but the most

dominant justification given was that they enjoyed working with children and
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young people. A belief in the importance of teaching was strongly highlighted. It
was an area where they felt that they could make a difference. The other finding
was in relation to the length of time that the students intend to stay in teaching.
The majority of respondents stated that they intended to stay in teaching for

around five to ten years, while a few thought they would stay until retirement.

In 1996, Wing studied 12 schools in Hong Kong to investigate attitudes of
123 mathematics teachers towards teaching using computers. His adopted
instrument consisted of four dimensional constructs of computer attitude towards
teaching of mathematics by using computers. The study found that most of
teachers have never been trained to use computers in teaching mathematics. The
message of integrating computers in mathematics teaching is slowly circulated
through different information channels. Therefore, teachers have little experience
and knowledge about the topic. However, mathematics teachers do not resist
using computers. Most of them have computers at home and use computers for
institutional tasks at schools. They also hold a positive attitude towards the use of
computers in their lessons. Nevertheless, their perceived behavioral control is

relatively lower.

Wai (1996) examined five social factors: gender, level of teaching,
training, working experience and social class of teachers. These factors
represented the variables of Wai's study which aimed at finding out the relation
between them and teachers’ perception of professionalization. The researcher
conducted his study on 608 teachers from 70 schools. Seven-attitudinal-point
responses were recoded as agree and disagree responses in the main study. The

results revealed that the teachers most strongly agree to the subscale of
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professionalism. The weighted mean of the professional competence subscale is
the lowest one. The training factor appeared as the most significant one to affect
the perception of teacher professionalization. On the other hand, the level of
teaching and working experience of teachers are highly correlated to the training

factor. It was considered worthy to give training to all teachers.

Jamil et al. (2011) conducted a study to examine the effects of in-service
training on teachers’ performance in the secondary schools. This study was
applied on 437 students and 73 teachers. They found positive effects of in-service
training on teacher performance. Also Rahman, Jumani, Akhter, Chisthi, and
Ajmal (2011) examined the relationship between teacher training and the
effectiveness teaching in terms of student achievement. They found that teachers
had positive attitudes towards teacher training and its effectiveness in the
classroom situation including actual academic work, classroom management,
assessment procedures, assignments, and developing human relationships with

students, principal, and society in general.

Jahangir, Saheen, and Kazmi (2012) examined effect of the Higher
Education commission's sponsored in-service teacher training on the trainee's
concept about good teachers. They used pre and post-test design with 46 female
lecturers and assistant professors from Peshawar University. Findings of this
study indicated a significant change in perception of the trainees between pre- and

post-in-service training programs.

Oluwakemi (2011) studied how teachers’ personnel management

(teacher's motivation and development) contributes to their productivity. This
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study was conducted in Oyo metropolis senior secondary schools. It found that
teachers’ motivation and development predict their productivity. This study
recommended that the teachers need to acquire more knowledge through in-
service training such as seminars, conferences, and workshops in order to improve

their competencies.

Avila and Baetiong (2012) used the metacognitive strategies in their study
to determine the effect of an in-service training on these strategies. They studied
teachers’ attitudes towards the use of metacognitive strategies before and after the
in-service training on the metacognitive strategies. Also, they studied the
significant differences between teachers’ professional performance before and
after the in-service training on the metacognitive strategies. This study found that
the in-service training on metacognitive strategies significantly affected teachers’

attitudes towards metacognitive strategy use and their performance in teaching.

Andrew (2000) investigated the effects of professional development on
improving classroom-teaching practice. The study sample consisted of teachers
from 30 schools, in 10 districts, in 5 states. Researcher started by examining the
quality of teachers’ professional development in Eisenhower and other
professional development activities and their effects on changing teaching
practice in mathematics and science between 1996 and 1999. Data analysis
provided a description of teachers’ experiences in professional development
activities over a two-year period 1997-98 and 1998-99. In each of these years,
teachers were asked to report on the characteristics of one professional
development activity that they found particularly helpful in their class. The

Eisenhower program supported between 21 and 28 percent of the activities of
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teachers in the longitudinal sample in 1997-98. Another major finding of this
research was that the professional development with high quality features did
significantly increase teachers’ use of active, project-centered instruction. It also
revealed that professional development focusing on specific teaching strategies in
1997-98 did increase teachers’ use of these strategies in1998-99.

Alavi and Askaripur (2003) considered job satisfaction as an attitude,
which reflects the mental enjoyment that people gain from their jobs through
satisfaction of needs, interests, and hopes. It is an attitude that employees gain in
long term regarding their profession and their organization (Rad &
Yarmohammadian, 2006). Job satisfaction in this sense is influenced by many
external and internal factors such as the working conditions, the salary, the job
tasks, the relationships between employees and managers including levels of
communication between them, and so forth.

Fishbein and Ajzen (1975) argued that positive or negative attitudes
towards a behavior can lead to enactment of that behavior, by way of behavioral
intentions. Organizational researchers have theorized that attitudes towards the
job, specifically job satisfaction, should be related to job behaviors, most
commonly measured as performance. Although the theoretical proposition that
attitudes cause behavior makes intuitive sense — and is supported by a great deal
of empirical research (Sutton, 1998) — the Theory of Reasoned Action may not be
applicable to the relationship between job satisfaction and performance. It is
possible for employees to have a different attitude towards the job than they do

towards the behaviors they perform on the job.
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The Theory of Planned Behavior (Ajzen, 1991) is based on claims that
attitudes regarding a behavior lead to intentions to perform, and then to actual
performance of the behavior. As to the relationship between performance and
satisfaction, if job satisfaction has nothing to do with performance behaviors, then
the attitude would not necessarily lead to these behaviors. For example,
employees with low level performance could be very satisfied with the work
because they like the opportunities offered by the job in terms of being able to
interact with other people. In such situation, the employees form their attitudes on
the social aspect of work rather than on task performance, thus satisfaction with
the job would not necessarily lead to higher levels of performance (Ajzen &
Madden, 1986). This argument is also supported by Harrison, Newman, and Roth
(2006) who argue that employee attitudes are related to their behavioral
engagement in work roles. So employees with higher levels of job satisfaction are
more likely to be engaged in their work, which cause higher levels of

performance.

A close study of the literature revealed many interesting observations.
Researcher noticed that these studies have focused on each variables in separation
of others. For example, Akkus (2010), Green & Magliaro (2006), and Nadeem et
al. (2011), investigated the relationship between teachers’ attitudes towards the
teaching profession and teachers professional performance. Also, Downs et al.
(2008), Jahangir et al. (2012), and Jamal et al. (2011), studied the effect of the in-
service training on teachers' professional performance. In this regard, it is felt that
a more focused study of the variables affect teachers' professional performance

should combines and studies these variables relationships in one model. In beside
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of that, the previous studies were tackled the relationship between the variables
through studying the direct, indirect and total effects of the independents on the
dependent variable. Studying the direct, indirect, and total effects would reveal a

more comprehensive picture about the relationship between variables.

2.7 Summary

This literature review began with a review of the literature on intention
revealed theories. In the topic of attitudes, the theory of reasoned action (Fishbein
& Ajzen, 1975) was discussed focusing on the history of attitudes and the ability
of attitude change. In the theory of performance, Campbell et al. (1993) presented
two broad approaches to professional performance. First, dimensions of the
performance domain are identified which define categories of professional
performance that apply to all jobs. Second, the causal patterns of relations
between the various dimensions and antecedents of professional performance
explain the variability and the causal sequences of professional performance. The

second section presented the related studies.
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CHAPTER THREE

METHODOLOGY

This chapter explains the methodology of the research. Its sections cover
population, sampling, instruments and data analysis included describing the

approach and suitable software.

3.1 Population and Sampling Design

According to the Ministry of Education (2012), number of teachers in the
academic year 2011/2012 i1s 51811 [89.21% Omani] teachers distributed over 11
educational governorates. As described in the section on limitations, the

population of this study represents only:

1. Cycle two teachers in the basic education excluding Individual Growth
subject teachers (sport, art, music) and life skills teachers.
2. All Omani teachers who have a bachelor degree or above and are teaching

in the cycle two of Basic Education schools.

These limited terms in population characteristics are based on several
reasons, such as: (a) the sample size is too large to be handled because of the total
number of Omani teachers, in different specializations, and (b) most bachelor

degree holders were graduated from several universities.
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In this research, a stratified random sampling technique was used to select
the sample of the study. Stratified sampling techniques are generally used when
the population is heterogeneous, or dissimilar, where certain homogeneous, or
similar, sub-populations can be isolated as strata. Table 3.1 represents the

distribution of the study sample.

Table 3.1

Distribution of the Study Sample

Humanities Applied
Educational science science n
Governorates
M F M F
Muscat 20 23 18 19 80 (22.9%)
Shargia- South 15 18 15 16 64 (18.3%)
Sharqgia- North 16 15 19 17 67 (19.1%)
Dakhelia 21 17 19 20 77 (22%)
Batena- South 14 16 17 15 62 (17.7%)
n 86 89 88 87
(24.6%) (25.4%) (25.1%) (24.9%)
350
N 175 175
(50%) (50%)
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3.2 Instruments

Data collection was based on two instruments concerning the study

variables:

- Teachers’ attitudes towards teaching scale,

- Teachers’ professional performance evaluation instrument.

3.2.1 Teacher Attitudes’ Towards Teaching Scale

An attitude is a concept in psychology that takes a positive, negative or neutral
view of an attitude object. In this study, attitudes are the degree of belief adopted
by teachers’ attitudes towards teaching as a career. I developed an instrument,
named teachers’ attitudes towards teaching scale (TATTS) based on a review of
literature on attitudes and on how to build measurement instruments, such as
Ajzen, 1993; Bell, 1993; Carr, 1995; Denscombe, 1998; Hoinville & Jowell,
1978; Lipscomb, 1966; Moser & Kalton, 1997; Rokeach, 1972; Trainds, 1971).

(see appendix A).

The teachers’ attitudes towards teaching scale consists of three parts. The
first part seeks some demographics variables about the teachers; such as gender
(G), work experience (WE), in-service training (IST), specialization (SP) and
cumulative grade point average (CGPA). The second part includes 15 items

related to teachers’ self-professional development (SPD). This part asks teachers
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to choose some self-development techniques which they are using to improve

their professional abilities.

The third part of this scale asks teachers to select their perceived degree of
contentment with 36 items describing their attitudes towards teaching as a career.
These items are presented in two ways, 23 of them as positive items and 13 items
developed as negative items. The scale is a 5-point Likert-scale; strongly agree,

agree, undecided, disagree, and strongly disagree.

3.2.1.1 Teachers’ Attitudes towards Teaching Scale Content Validity

As enclosed in Appendix B, the first draft of the teacher attitudes’ towards
teaching scale included 55 items. To measure the items’ content validity, I handed
the draft of 55 items to 9 subject matter experts (arbitrators) from the departments
of Psychology in Sultan Qaboos University, the College of Education in the State
of Nizwa, and from the department of educational supervision at the Ministry of
Education in the Sultanate of Oman. In addition to their specialization, the
selection of arbitrators was based on their experience in several researches in
attitudes’ field. I asked the arbitrators to read the items and determine the
suitability of each item to measure teachers’ attitudes towards teaching using five
suitability points scale; very high, high, medium, weak and unsuitable. In

addition, I requested the arbitrators to determine each item’s clarity.

The content validity ratio's formula (CVR) was developed by Lawshe in

1975: [CVR= (n-N/2)/(N/2)] where n is number of arbitrators indicating the item is
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essential, and N is the total number of arbitrators (Lawshe, 1975). In addition,
Lawshe provided a table of critical values for the content validity ratio. According
to Lawshe’s table, the critical value in case of 9 arbitrators starts from .78.
Therefore, from 55 items, 36 items have registered .78 or more of content validity

ratio (see Table 3.2).
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Table 3.2

Percentages of Arbitrators Feedback on the Attitudes Scale's Items.

Content
Items (55) Validity
Ratio
Teaching is a profession deserved to be respected. 36
I would be pleased, if my son / daughters wish to be a teacher. 82
I feel I am criticized for being a teacher. .76
I care about using available facilities in school to present an interesting lesson. 81
There is no privilege in teaching. .88
Teaching requires a great deal of creativity and innovation. a7
Teaching is a source of nuisance. 91
I am getting more enthusiastic when a student discusses me the subject. .76
Teaching requires modification of concepts, methods and aids 80
Teaching is a job for whom without a job. 93
I am so happy being surrounded by my students. 77
Diligence in lesson preparation is a waste of time 81
I will be glad to be promoted for a training course in my field of specification .84
Teachers are more aware of their future ambitions and perspectives. 82
I am not with teachers working after duty hours. .76
Teamwork increases my job enthusiasm. 83
The academic upgrading (higher education) will help me to enhance my profession. a7
My profession makes me worth the respect in front of my family and students’ parents. .76
I will never feel proud of my job whatever financial facilities I will get 85
Teaching profession worth the effort. 90
No need for exchange a classroom'’s visits between teachers. .80
I feel proud when I am visited or stopped by parents to ask about their sons / daughters. 5
Many teachers have achieved a lot of success. 88
The presence of teacher trainees makes me proud of my profession. 89
Teaching hinders me from dealing with my daily life. 84
If I were not a teacher, I would hope to be a teacher. 93
I feel safe among my colleagues and students. .69
I will be ready to join any training program, even at my own expense. 83
I do not like talking about teaching problems. 73
It is important for an educational expert to experience teaching for a long time. 5
Teaching makes me active towards the social matters that concern my students. 82
Teaching restricts my freedom in dealing with my community. 75
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The teacher is a good model to be followed. 93

It frustrates me the delay of the textbooks arrival to the school. .89
I am a teacher so I am respected. 90
For me, teaching is a burden not a profession. 91
I present good lessons only when visitors attend. .76
The concept of “teachers’ lifelong learning grasps my attention. 1
It is so boring to trace students’ individual differences. .69
What I am doing is great and has everlasting impacts. 82
Being competent in my field provides me strength in my character. 73
It is a good idea to retire and have good financial facilities. .84
Participating in the parents and teachers council in the school is worthwhile work. 73
I will be proud to be chosen as a trainer in my school or reign. 17
I do not like giving students extra lessons. 85
I yearn to read my advisory visit report immediately. .88
As a teacher, there is no meaning for “comprehensive quality in education . 81
Teaching is a very impotent profession compared with other official professions. 90
In my point of view , no one pries teaching profession. .80
Giving teachers 'teaching license' after certain year of experience is a good idea. 92
I had good memories of teaching practice in the college. .89
By the end of the day, I should forget all about teaching. 85
Reading and self-development in professional are unimportant to me. 74
Providing suitable teaching conditions will increase my enthusiasm to teaching. .86
Seeing my students in a better job makes me proud. 89

As in Table 3.2, items those in Bold (.78 or more) represent the last
version of the attitudes scale. The 36 items scale was administered in the pilot

study to find out the factorial validity.
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3.2.1.2 TATT scale's Piloting and Initial Factor Analysis

The teachers’ attitude scale was piloted, randomly, on 150 teachers from five
educational governorates. This procedure was to study the factorial validity of the
scale. Exploratory factor analysis and confirmatory factor analysis were studied to
reach the purpose. The primary objective of Confirmatory Factor Analysis is to
determine the ability of a predefined factor model to fit an observed set of data.
CFA allows one to test the hypothesis of whether a relationship exists between the

observed variables and the latent variables (Albright, 2006).

Using SPSS 18.0, the 36 items teachers’ attitudes towards teaching scale
were experimented with exploratory factor analysis (EFA). The factor analysis
gave the value 0.8 based on the Kaiser-Meyer-Olkin (KMO) Measure of Sampling
Adequacy's index which is considered a good value regarding this index. In the
test of factor loading, the eigenvalues of Kaiser’s criterion were appeared 11
values placed above 1.0. According to Kaiser's criterion, only factors with
eigenvalues greater than 1 can be retained (Kaiser, 1960). Therefore, 11 factors
have loading on the scale's items. Based on the factor loading values and the

shape of the scree plot (Figure 3.1), I used Varimax Rotation to rotate the factors.
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Figure 3.1. Scree plot of the components’ number.

Varimax Rotation extracted two factors with the coefficient 0.3 or above.
According to the literature review in chapter 2, the attitudes, theoretically,
addressed in three components; (1) cognitive component, (2) affective component,
and (3) behavioral component. Based on the literature on attitudes, the first
factor’s items tend to present teachers’ personal view towards teaching as a career
and the second factor's items tend to present the teachers’ beliefs about
importance of teaching requirements. So, the first factor has been named "View

Towards Teaching " and coded as VTT. The second factor has been named

"Importance of Teaching Requirements" and coded as ITR.

Table 3.3 shows values loaded by the two factors to each item in the

TATT scale's items.
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Table 3.3

Factors Loading for Factor Analysis With Varimax Rotation of Teachers Attitudes

Towards Teaching (TATT) Scale

Factor loading

Scale's Items View Towards Teaching Impo;{tanqe of Teaching
(VTT) - Fl equirements
(ITR) -F2
ITEM1 352 012
ITEM2 S13 -.052
ITEM3 219 383
ITEM4 486 261
ITEMS .664 .002
ITEM6 .026 442
ITEM7 408 210
ITEMS 327 282
ITEMO -.003 457
ITEM10 151 367
ITEM11 287 444
ITEM12 472 178
ITEM13 .390 490
ITEM14 274 259
ITEM15 .186 412
ITEM16 123 458
ITEM17 623 170
ITEM18 .628 226
ITEM19 217 379
ITEM20 421 246
ITEM21 236 454
ITEM22 -.286 311
ITEM23 151 519
ITEM24 J11 231
ITEM?25 .295 505
ITEM26 410 -.009
ITEM27 482 078
ITEM28 .029 488
ITEM29 352 164
ITEM30 390 295
ITEM31 529 134
ITEM32 -.051 493
ITEM33 .015 460
ITEM34 483 247
ITEM35 154 396
ITEM36 312 299

90



According to Table 3.3, a total of 19 items belong to the first factor VIT

and 17 items of 36 belong to the second factor ITR.

Means, Standard Deviations, and Intercorrelations for Factors of TATT Scale

As in Table 3.4, factors VIT and ITR correlate with each other by a
significant relationship as reflected by the Pearson’s correlation coefficient of .52.
In addition, the correlation coefficient between the whole scale and factors VIT

and ITR are .93 and .81 respectively.

Table 3.4

Summary of Means, Standard Deviations, and Intercorrelations for Factors of

TATT Scale
View Importance of
Towards Teaching
Mean SD Teaching Requirements
(VTT) - F1 (ITR) - F2
VTT - F1 51.54 10.12
ITR - F2 54.92 6.61 52wk
Scale (TATT) 106.45 14.7 Q3% B

** Correlation is significant at the level p < .01.

According to Table 3.4, mean of responses on the factor VIT is almost
close to the mean of responses on the ITR factor which are 51.54 and 54.92
respectively. While the standard deviation of the first factor VIT reached double
value of the standard deviation value of the second factor ITR. In other words, the

standard deviation of the factor VIT which is 10.12 tells us that the responses are
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separating more away from the mean 51.54 against the distribution of the
responses on the factor ITR which are separating away from the mean 54.92 by
standard deviation 6.61. Practically, the previous descriptive says that the items
loaded to the second factor ITR have trended to yield the responses in convergent
group. Whereas the second factor VIT's items are slightly appearing dispersed

responses.

3.2.1.3 Score Reliability of Teachers' Attitudes towards Teaching Scale

After the process of applying the scale, I used SPSS software to estimate
the scale’s reliability by "split half (even & odd)" and internal consistency

coefficient "Cronbach’s alpha" methods.

a) Split Half Approach.

In this approach, the correlation coefficient between even items and odd
items was calculated. The split half method helps to find the effect of items'
inconsistency as a source for error using the variance between the two halves. The

Pearson’s correlation coefficient was .82.

b) Internal consistency approach.

This method is based on calculation of the correlation coefficient between

the different items on the same scale.

1- Internal consistency of factor VIT's items.

According to Table 3.3, 19 items belong to the first factor VIT. The

internal consistency between these items is .83 by Cronbach’s alpha.
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2- Internal consistency of factor ITR's items.

According to Table 3.3, 17 items belong to the second factor ITR. The

internal consistency between these items is .75 by Cronbach’s alpha.

3- Internal consistency of whole scale.

For the whole 36-items attitude scale, the Cronbach’s alpha coefficient is
.87. Table 3.5 presents the internal consistency for the scale and the sub-scales

items.

Table 3.5

Internal Consistency for Two Factors of TATT Scale and the Whole Scale

Teachers I " ¢
Attitudes View Towards mportance o
Teachin Teaching
Towards & Requirements
Teaching (VTT) -Fl (ITR) -F2
(TATT) - Scale
Number of Items 36 19 16
Internal Consistency
.87 .83 75

(Cronbach’s Alpha)

Thus, the results were accepted based on Likert and others (1934) because
a reliability coefficient between .62 and .93 can be trusted. Hence, following the
pilot study, I administered the TATTS to 350 teachers who represent the sample

of this the study.
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3.3 Teachers’ Professional Performance Evaluation Instrument

Teachers’ Professional Performance is the level of teachers’ performance
when they do their teaching duties (Ministry of Education, 2010). Yearly
supervisors and school headmasters evaluate teachers in accordance with certain
elements. The teachers’ professional performance evaluation instrument contains
20 elements, 8 of them used to assess professionalism and personal behavior and
the other 12 elements to assess competency in performance. Each element takes a
scale from 1 for low performance to 5 for the exceptional performance (5-point

Likert scale).

The sum of the rating is categorized as follows:

e Excellent - From 90 to 100

e Very good - From 80 to < 90
e Good - From 70 to < 80

e Acceptable - From 55 to < 70

e Poor - Less than 55

According to the teachers’ professional performance evaluation form

(Ministry of Civil Service, 1991), the 20 elements included in that instrument are:

a) Professionalism and Personal Behavior (administered by school

headmasters):

1- Personal appearance.
2- Acceptance of guidance.

3- Relationship with seniors and colleagues.
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4- Relationship with parents and students.

5- Strength of personality and class management.
6- Interest in innovating work strategies.

7- Social interaction inside and outside the school.

8- Keenness on professional development.

b) Competency in Performance (administered by educational supervisors):

O- Identifying and formatting of lesson objectives.

10- Identifying methods, activities and materials.

11- Monitoring evaluation and linking it to objectives.

12- Mastering the content of the subject.

13- Good use of teaching methods.

14- Skillfullness in evaluation of students’ performance.

15- 15- Taking care of activities associated to courses.

16- Using proper language.

17- Sticking to annual work plans.

18- Ability to be creative, innovation and contribute to development.
19- Taking care of monthly records of students’ performance.

20- Attendance.

3.3.1 TPPE Instrument's Validity and Reliability
The Teachers’ Professional Performance Evaluation instrument which
was developed in 1991 has been used for more than 20 years in the Sultanate of

Oman. It was designed by several local and foreign experts in the Ministry of
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Civil Service. This instrument is validated for use by several Ministries in the

Sultanate of Oman. Using the internal consistency estimate of reliability approach,

the researcher found that the Cronbach alpha for this instrument is .92. Table 3.6

summarizes details of the study instruments.

Table 3.6

Study Instruments

Instrument-1

Instrument-2

Teachers’ attitudes towards teaching scale.

Teachers' professional performance

Full
Uit name (TATT scale) evaluating instrument. (TPPEI)
Ministry of Civil Service (Oman,
Developer The researcher.
1991).
Three parts: Three parts:
- Personal and professional info. - Personal and professional info.
- attitudes towards teaching items - Professionalism and personal
Parts

(36 items).
- Self- Professional Development survey

(15 items).

behavior (8 elements).
- Competency in performance

(12 elements).

Instrument Reliability

(Cronbach’s alpha)

Factorl- VIT = .83
75
.87

Factor 2- ITR

Whole scale — TATT

92

Scaling Technique 5-point Likert-scale 5-point Likert-scale
Gender, specialization, work experience, in-
service training, self-professional
Variables Teachers' professional performance

development, teachers' attitudes, and

cumulative grade point average.
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3.4 Conduct of Instruments

The instruments; teachers' attitudes towards teaching scale and the Omani
teacher professional performance evaluation instrument were designed in three
parts to be conducted. Firstly, a cover letter outlining the purpose and significance
of the study, the confidentiality of information and directions on how and when to
return the questionnaire was sent. I took into account the importance of ensuring
that participants understood the purpose of the study and believed the study to be
relevant to themselves as teachers. Secondly, the demographic data of respondents
were collected to describe the study sample and to examine the relationships
between the variables. In the first instrument, the demographic variables are the
number of teacher service's file, gender, work experience, in-service training,
teachers’ specialization and cumulative grade point average. The second
instrument has teachers’ demographics with only number of teacher's service file.
Finally, the third part of the scale asks teachers to select their perceived degree of

agreement with 36 items describing their attitudes towards teaching as a career.

3.5 Data Collection Procedures

Regarding the selected educational governorates of the study sample, the
questionnaires were administered to the teachers of sample with each section of
the booklet clearly labeled. The first questionnaire was developed by the
researcher directly in Arabic Language and the teacher professional performance

instrument was in Arabic as well. Specific directions were given for a way of
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responding to the items. Respondents were given instructions in the beginning of

the booklet, as follows (see appendix F):

What is wanted is your own individual feeling or belief about what
each item reflects. Thus, I would ask you to give followed

directions an appropriate care:

1- Do not respond to items in situations of tension or stress in
your work.

2- Be relaxed as you are reading items and understand them
clearly.

3- Answers should be realistically as you feel, not as what it
should be.

4- There is no limited time for answer, so I hope you choose the
right time and respond to every item.

5- Your answers will be only for this research's aims.

6- Mark your answer on the space provided on the answer sheet.

To respond to the questionnaire (booklet), teachers were given 14 days. In
the data analysis, the missing data were assumed to be missing completely at
random, and its effects were marginal (see Table 4.1). The process of
administering the booklets to the teachers in schools began by requesting
permission formally from the responsible departments at the Ministry of
Education, then from the educational departments in the five governorates. Based

on the researcher’s long experience in the Ministry of Education, the booklets
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were followed step by step by the vocation colleagues in the schools, which was

helpful to reduce the expected number of missing cases.

3.6 Data Analysis

3.6.1 Path Analysis (PA)

The fitting assumptions between the variables' covariance matrix and the
analyzed matrix in the hypothesized model are performing to produce several of
indicators which are used to accept or reject the model. These indicators are called
Goodness of Fit indicators. Table 3.7 presents goodness of fit indicators

(Schumacker & Randall, 2004, p. 83).

The X2 test is widely recognized to be problematic. It is sensitive to sample
size, and it becomes more and more difficult to retain the null as the number of
cases increases. The x2 test may also be invalid when distributional assumptions
are violated, leading to the rejection of good models or the retention of bad ones

(Bollen & Long, 1993).

Because of these drawbacks many alternative fit statistics have been
developed, though each has its own advantages and disadvantages. Another
commonly reported statistic is the Root Mean Square Error of Approximation

(RMSEA), a measure of fit introduced by Steiger and Lind (1980).
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Table 3.7

Model Fit Criteria and Acceptable Fit Interpretation

Model fit criterion

Acceptable level

Interpretation

Chi-square

Goodness of fit ( GFI )

Adjusted GFI ( AGFI)

Root-mean-square residual
(RMR)

Root-mean-square error of
approximation (RMSEA)

Tucker-Lewis index

Normed fit index

Normed chi-square

Parsimonious fit index

Akaike information
criterion

Tabled y* value

0 (no fit) to 1 ( perfect fit)

0 (no fit) to 1 ( perfect fit)

Researcher defines level

<0.05

0 (no fit) to 1 ( perfect fit)

0 (no fit) to 1 ( perfect fit)

1.0-5.0

0 (no fit) to 1 ( perfect fit)

0 (perfect fit) to negative
value (poor fit)

Compares obtained x* value
with tabled value for given df

Value close to .95 reflects a
good model fit.

Value adjusted for df with .95
a good model fit.

Indicates the closeness of X to
S matrix.

Values less than 0.05
indicates a good model fit.

Value close to .95 reflects a
good model fit.

Value close to .95 reflects a
good model fit.

Less than 1.0 is a poor model
fit; more than 5.0 reflects a
need for improvement.

Compares values in

alternative models.

Compares values in
alternative models.

Source. Schumacker & Randall, 2004, p. 82.

Using AMOS 18, I analyzed the data to get answers to the research

questions. Therefore, statistical outputs used are means, standard deviations,

Pearson correlations coefficients, and the path analysis. The analysis is based on
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testing the fit between covariance matrix for entered variables in the analysis and

the analyzed matrix in the hypothesized model.

Therefore, the path analytical model of this research proposes that the
Teachers’ Attitudes Towards Teaching (TATT), Work Experience (WE), In-
service Training (IST), Cumulative Grade Point Average (CGPA) and Teachers’
Self-professional Development (SPD) have a direct effect on the Teacher
Professional Performance (TPP). More direct effects were supposed by the model
such as the effect of In-service Training (IST) on Work Experience (WE), the
Work Experience (WE) on the Self-professional Development (SPD), and the
Teachers’ Attitudes towards Teaching (TATT) on the Self-professional
Development (SPD). Also, the model proposes indirect effects of teachers’
attitude towards teaching (TATT) on teachers' professional performance (TPP)
through the self-professional development (SPD) and an indirect effect of in-
service training (IST) on teachers' professional performance (TPP) through their
work experience (WE). The relationship between in-service training (IST) and
self-professional development (SPD) is supposed to be via the Work Experience
(WE), while the relationship between the Work Experience (WE) and teachers’
professional performance (TPP) is proposed to be through the self-professional
development (SPD). Also, there are 4 models derived from this model as models

for the sub-groups of the study sample.
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3.7 Level of Significance

To answer the research questions, all research hypotheses were tested at

level of significance o < .05.

3.8 Methodology Design

Since the conceptual framework guiding this study is based on the theory
of performance (Campbell et al., 1993), theory of reasoned action (Fishbein &
Ajzen, 1975), and the history of the theoretical work; related studies, the
following approach is summarizing the methodology designed by the researcher

(see Figure 3.2).
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Theoretical Framework

Path Model Specification

Sample and Measures

Estimation

Model
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Discussion

Figure 3.2. Methodology design of the study.
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3.9 Summary

Chapter 3 detailed the methodology in the stages of sampling,
instrumentation, data conducting, and data collecting and analysis procedures. The
chapter offered that the study data is based on 350 teachers’ responses to two
instruments which are measuring the teachers' attitudes towards teaching and their
professional performance. In addition, chapter 3 presented the path analysis as an

approach to analyze the proposed model.
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CHAPTER FOUR

DATA ANALYSIS AND FINDINGS

4.1 Introduction

To manage the statistical methodology of this quantitative study, data has
been entered and analyzed using version 18.0 of the Statistical Package for the

Social Sciences (SPSS) and the same version of Analysis of Moment Structures

(AMOS).

In this chapter, findings are prepared to be presented in six parts. Firstly,
the description of data collection, screening and cleaning. Secondly, the
demographic profile of respondents. Thirdly, findings of the initial analysis which
involved: (a) normality of observations, and (b) descriptive statistics; means,
standard deviations (SD), skewness, and kurtosis. Fourthly, the Pearson
correlations between the variables. Fifthly, the examination's findings of the path
models, which present the results of fitting test between the hypothesized path
models and the actual sample data, findings of direct and indirect paths which
depicted the ways and the values of effects among the study variables. Finally, the
multiple group comparisons findings which investigated the answer to the last

question in this study.

These findings present an obvious explanation for the study questions

which are determined by the researcher in chapter one; they are:

1. Does the path model produce an estimated population covariance matrix

that fit the overall sample data?
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2. What are the direct effects estimated by the fitted model?

3. What are the indirect effects estimated by the fitted model?

4. What are the total effects estimated by the fitted model?

5. What is the parsimony model of teachers’ professional performance?
6. Are there moderator effects of gender and specialization on the fitted

model?

The following research and statistical hypotheses were postulated to

answer the above research questions:

Hy(1): An estimated population covariance matrix is consistent with the sample

data.

[ Hoay: (0)= ]

Hy): There are no significant direct effects estimated by the fitted model at

the level of 0.05.

[ Ho2): Bap.y =01

Hy3): There are no significant mediation effects estimated by the fitted model

at the level of 0.05.

[ H0(3): B(ab.ac,“, an) — 0 ]
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Hyu): There are no total effects estimated by the fitted model at the level of

0.05.

[ H0(4)3 B(Total) =0]

Hysa): There are no differences between the estimated effects in groups of

males and females.

[ H0(5a): B(male) = B(female) ]

Hysv): There are no differences between the estimated effects in groups of

applied sciences teachers and human sciences teachers.

[ H0(5b) B(applied sci.) = B(human sci.) ]

4.2 Data Collection, Screening and Cleaning

The study instruments were administered on 350 second cycle teachers
from schools of five educational governorates in the Sultanate of Oman. A total of
324 teachers responded to the scale of Attitudes towards teaching (TATT). On the
other hand, total scores of teachers' performance has been collected for the whole

sample using the teachers’ evaluation form.

Teachers from the five educational governorates were dealing with the
questionnaires during the period of administrating. In the end, 26 questionnaires

(booklets) were not returned and 88 questionnaires (booklets) were returned with
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no responses. These set of booklets were uncontrollable for the reason that those
teachers are apathetical and some of them faced difficulty to response because of
their workload. In the end, the missing booklets were removed from the sample,
and their effect is marginal and not represented because the normality of data is

statistically available.

Data of 236 respondents were screened via studying the distribution of
respondents to observed variables (items). Mainly, this procedure is necessary to
detect the outliers from the dataset. According to Draper and Herzberg (1979),
outliers may influence the analysis of a dataset. An outlier is an observation that
lies an abnormal distance from other values in a random sample from a
population. In a sense, this definition leaves it up to the analyst (or a consensus
process) to decide what will be considered abnormal. If the standardized z-score
in more than the value £3.29 this implies the presence of an outlier which should

be deleted from the data (Tabachnick & Fidell, 2001).

According to the criteria value of rejecting outliers, using SPSS 18.0
descriptive analysis, there were no outliers among the sample observations. The
values of z calculated were between -2.48675 and +2.46371 which means the
values were less than +3.29 (Tabachnick & Fidell, 2001). Table 4.1 summarizes
the sample during the stages of screening and cleaning to identify the last cleaned

observations.
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Table 4.1

Description of Sample Screening and Cleaning

Description Sample Cases Cases Deleted

Actual Sample 350 -

Screened Sample 136 114 not returned & not
responded

Cleaned Sample 236 0 outliers

Final Sample 236 -

4.3 Demographic Profile of Respondents

The population of this study is all teachers working on the second cycle of
the basic education. This selection of population was based on several reasons
mentioned in the chapter of methodology (see chapter 3). As shown previously,
the net sample to be manage is 236 teachers. The quantity and the percentage of

observations of (TATT) scale are given in Table 4.2.

Table 4.2

Demographic Profile of Participants According to Gender and Specialization

Description N Percentage (%)
Gender
Male 141 59.75
Female 95 40.25

Specialization
Applied science 128 54.24

Humanity science 108 45.76
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Table 4.2 classifies the demographic of participants according to gender
and specialization. As tabled, males teachers who responded to scale are 59.75%
(141) whereas 40.25% (95) are female teachers. Teachers of humanity science
numbered 108 (45.76%) and teachers of applied science numbered 124 (54.24%)

of respondents, respectively.

4.4 Preliminary Analysis

4.4.1 Univariate and Multivariate Normality

For the validation of univariate normality of observations, both skewness
and kurtosis values were calculated. Skewness refers to the symmetry of a
distribution while kurtosis refers to the peakedness of a distribution. According to
Tabachnick and Fidell (2001), the observations have an accepted normality with
zero skewness and kurtosis. The skewness outside the range + 3.0 is considered

extreme skewness (Chou & Bentler, 1995).

According to Hoyle (1995) and Kline (1998), the absolute kurtosis value
greater than 10.0 may suggest a problem while absolute kurtosis index value
greater than 20.0 may designate a more serious one. In this study, I used the SPSS

18.0 to test all observations for normality of each observed variable.

Table 4.3 shows skewness and kurtosis indexes for all six variables. There
is no extreme value to reject the assumption of univariate normality in
observations distributions. The minimum skewness registered with teacher

professional performance TPP (- 1.011), while the maximum one is 0.147 in the
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variable in-service training ISD. Kurtosis index appeared values between -1.068
in work experience WE, and +1.355 in teacher professional performance TPP. In
addition, Table 4.3 also shows that the multivariate normality is 3.37 with kurtosis

value, which is accepted according to Hoyle's (1995) and Kline's (1998).

Table 4.3

Univariate and Multivariate Normality

Skewness Kurtosis

Teachers Attitude Towards Teaching 14 42
(TATT) ' '
Self- Professional Development 17 - 56
(SPD)
C . .

umulative Grade Point Average 03 _45
(CGPA)
| . .

n Service Training 15 -08
(IST)
Work Experience 11 -1.07
(WE)
Teacher Professional Performance 101 1.36
(TPP)
Multivariate a

As Figure 4.1 showed, observations are very hugging to the line, which
explores the normality of observations of the TATT scale. Also, Figure 4.2
depicts the scale’s respondents observations of normality as evidenced by the

histogram shape.

111



Expected Normal
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Figure 4.1. Normality of observations of TATT scale (normal Q-Q plot).
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Figure 4.2. Distribution of observations of TATT scale.
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4.4.2 Descriptive Statistics

Total scores of teachers attitude towards teaching (TATT), in service
training (IST), work experience (WE), self- professional development (SPD),
cumulative grade point average (CGPA), teacher professional performance (TPP)
are the observed variables of the current research which are described in Table 4.4

according to means, standard deviations, skewness and kurtosis.

Table 4.4 shows that the variable teachers attitude towards teaching, which
was measured by the 36-items scale of attitudes. The possible ordered scale
responses of each item are (0) strongly disagree; (1) disagree; (2) not sure; (3)
agree; (4) strongly agree. The resulting total scores mean is 106.45 and the
standard deviation of the total scores is 14.7. According to scaling points which
are ranged from O to 4, the mean is 2.96 and the standard deviation is 0.408.

Therefore, teachers mostly have positive attitudes towards teaching.

The second variable, in-service training, was a nominal variable. There are
four possible responses coded from 1 to 4; (1) did not get training, (2) from 1 to 3
times, (3) from 4 to 6 times, and (4) more than 6 times. The calculated mean is
2.46 and the standard deviation is 0.98. That shows the sample of the research in

general was trained less than three times.

The third variable, work experience, was also a nominal variable with four
responses. Teachers who have experience in teaching from 1 to 3 years are coded
by 1, those with experience in teaching from 4 to 6 years are coded by 2, those
with experience in teaching from 7 to 10 years are coded by 3, and teachers

having experience in teaching more than 10 years are coded by 4. The computed
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value of mean is 2.4 and the standard deviation is 1.00. Thus, working experience

of most teachers is less 7 years.

Table 4.4

Means and Standard Deviations (SD) of Research's Variables

variables Mean SD
Teachers Attitude Towards Teaching 106.45 14.7
(TATT) (2.96) (0.408)
In Service Training (IST) 2.46 0.98
Work Experience (WE) 2.40 1.00

. 10.50 2.59
Self- Professional Development (SPD) 0.7) 0.17)
Cumulative Grade Point Average
(CGPA) 2.87 0.39
Teacher Professional Performance 8804 510

(TPP)

The fourth variable, self-professional development, was measured by 15
items survey using two responses scale; (0) for NO and (1) for YES. The
responses based on several statements determine the availability of tools offering
and using by teachers themselves to improve their profession. The resulting mean
of survey scores is 0.7 and the standard deviation is 0.17. So, the statistics of this

variable show that the teachers themselves are mostly developing their profession.

The fifth variable, teachers’ cumulative grade point averages were offered
from their service files which are available in their schools. Undergraduates in

educational specialization scaled from 1 to 4 grade point, (1.00 — 1.69) PASS;
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(1.70 — 2.69) GOOD; (2.70 — 3.69) VERY GOOD; (3.7 — 4.00) EXCELLENT
(Ministry of Higher Education, 2007). In the current research sample, the
maximum CGPA is 3.93 and the minimum is 2.00. As in Table 4.4, the mean is
2.87 and the standard deviation is 0.39. Thus, most teachers are considered to

have very good cumulative grade point averages.

The final variable, teachers’ professional performance, which is the
dependent variable, represents the teacher score in performance evaluation form
(see instruments section in chapter 3). The mean of teachers scores in this
instrument is 88.04 and the standard deviation is 5.10. According to the
instrument rating, scores between 80 and 89 represent a very good performance
(Ministry of Civil Service, 1991). Thus, most of teachers in this research had very

good performance in teaching.

As to the sample groups, which are gender and specialization, Table 4.5
and Table 4.6 display means and standard deviations of composite scores of
teachers attitude towards teaching (TATT), in service training (IST), work
experience (WE), self-professional development (SPD), cumulative grade point
average (CGPA), and teachers professional performance (TPP) according to

groups of gender and specialization.

115



Table 4.5

Means and Standard Deviations (SD) for the Study Variables Based on the

Gender (N=236)

Varigbles Male Female
Mean SD Mean SD
TATT 106.44 (2.96)  1542(0.43) 10647 (2.96)  13.65 (0.37)
IST 247 1.00 2.44 0.953
WE 2.44 1.09 2.35 0.88
SPD 10.47 (0.69) 2.96 (0.2) 10.54 (0.7) 1.96 (0.13)
CGPA 2.84 0.39 292 0.40
TPP 87.35 5.25 89.06 4.72
Table 4.6

Means and Standard Deviations (SD) for the Study Variables Based on the

Specialization (N=236)

Humanities Applied
Variables Science Science
Mean SD Mean SD
TATT 105.1 (2.92) 13.2(0.37)  107.59 (2.99)  15.82(0.44)
IST 243 0.95 2.48 1.01
WE 245 0.99 2.38 1.02
SPD 10.27 (0.68) 2.66 (0.18) 10.69 (0.71) 2.54 (0.17)
CGPA 2.85 0.40 2.89 0.39
TPP 87.70 5.02 88.33 5.17
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4.5 Model Specification and Identification

Construct of the proposed model, which is built based on the theoretical
framework, explains the hypothesized relationships between the study variables
(independents) and their effect on teacher professional performance (TPP) as a
dependent variable. Figure 4.3 depicts a proposed model for the relationships
among the study variables. This model proposes that the Teachers' Attitudes
towards Teaching (TATT), Work Experience (WE), In-service Training (IST),
Cumulative Grade Point Average (CGPA) and Teachers' Self-professional
Development (SPD) have a direct effects on the Teacher Professional
Performance (TPP). A more direct effects supposed by the model, are the effect of
In-service Training (IST) on the Work Experience (WE), the Work Experience
(WE) on the Self-professional Development (SPD), and the Teachers' Attitudes

towards Teaching (TATT) on the Self-professional Development (SPD).

The model also proposed an indirect effects of teachers' attitude towards
teaching (TATT) on teachers' professional performance (TPP) through the self-
professional development (SPD) and an indirect effects of in-service training
(IST) on teachers' professional performance (TPP) through the work experience
(WE). The relationship between in-service training (IST) and self-professional
development (SPD) is supposed to be via the work experience (WE), while the
relationship between the work experience (WE) and teachers' professional
performance (TPP) is proposed to be through the self-professional development

(SPD).
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Figure 4.3. The proposed model of factors affecting Omani teachers' professional

performance.

To identify the proposed model components, the contents of the model are

summarized in Table 4.7
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Table 4.7

A Proposed Model Description

Quantity Description

Total Variables 9 TATT, IST, WE, SPD, CGPA, TPP, RES, RESI1, and

RES2
Observed Variables 6 TATT, IST, WE, SPD, CGPA, and TPP
Unobserved Variables 3 RES, RES1, and RES2
Exogenous Variables 6 TATT, IST, CGPA, RES, RES1, and RES2
Endogenous Variables 3 TPP, SPD, and WE

5 variables have direct effects on TPP
Direct Effects 8 2 variables have direct effects on SPD
1 variable have direct effect on WE

3 variables have indirect effects on TPP

Indirect Effects 4 1 variable have indirect effect on SPD
Total Effect 9

Total Data Points 21 6(6+1)/2

Parameters 17
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4.6 Model's Goodness-of-Fit

Research question one aims to test the goodness-of-fit of the path
analytical model data. The fitting assumptions between the variables’ covariance
matrix and the analyzed matrix in the hypothesized model were performed to
produce several of indicators which were used to accept or reject the model. These
indicators are called Goodness of Fit indicators. Table 3.8 presents goodness of fit

indicators (see Chapter 3, Table 3.7).

The x2 test 1s widely recognized to be misleading. It is sensitive to sample
size, and it becomes more and more difficult to retain the null as the number of
cases increases. The X2 test according to Bollen (1993) may also be invalid when
distributional assumptions are violated, leading to the rejection of good models or
the retention of bad ones. Because of these drawbacks many alternative fit
statistics have been developed, though each has its own advantages and
disadvantages. Another commonly reported statistic is the Root Mean Square
Error of Approximation (RMSEA), a measure of fit introduced by Steiger and

Lind (1980).

Findings of model fit analysis present a good fit model comparing an
interpretation of acceptable fit, as tabled by Schumacher and Lomax (1996). As in
Table 4.8, the Chi-square () yields a value of 3.64 with 4 degree of freedom and
p-value .457. The p-value is enough to retain the null hypothesis of good fit.
Therefore, the difference between the expected and observed covariance matrices

are non-significant.
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Table 4.8

Fit Statistics of Path Model

Model v df p y/df  CFI  GFI RMSEA

0.000

Saturated 3.64 4.0 0457 0.91 1.00  0.99 (p = .705)

Other indices to test the model fit are Comparative Fit Index (CFI) and
Goodness of Fit Index (GFI). CFI and GFI values from 0.90 to 1.00 indicate good
fit (Hu & Bentler, 1999). In the current model, the CFI is 1.00 and GFI is 0.99.
Therefore, CFI and GFI indicated that the model has a good fit with the data of
the overall sample. The Root Mean Square Error of Approximation, as another
index, also confirmed the goodness of fit between the model and the data
(RMSEA = 0.00). Indeed, tests of fitting confirmed that the path model is a good
fit model to the overall sample data. Thus, the previous findings answered

research question one.

4.7 Model Estimation

Path analysis is a straightforward extension of multiple regression. Its aim
is to provide estimates of the magnitude and significance of hypothesized causal
connections between sets of variables. Path analysis procedures are using the
same idea of confirmatory path analysis, but in path analysis some dependent
variables could be considered as independent variables for other dependent

variables.
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To move from the input diagram (Figure 4.3), which represents a proposed
model, to the output diagram (see Figure 4.4), path coefficients (beta weights)

were estimated using the AMOS 18.0 software.

To be more informative, based on the output path diagram (Figure 4.4),
the standardized paths coefficients estimate the values 0.01, 0.08, 0.01, 0.25, and
0.44. These coefficients represent the size of change in the dependent variable,
which is teacher professional performance (TPP) that is attributed to teachers’
self-professional development (SPD), in-service training (IST), teachers’ attitudes
towards teaching (TATT), work experience (WE), and cumulative grade point

average (CGPA) respectively.
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Figure 4.4. Standardized coefficients (beta) of path analytical model.

As in Figure 4.4, the squared multiple correlation (RZ) is shown near the

endogenous variables: SPD, WE, and TPP. Therefore, the model structural

equations explain 20%, 13%, and 29% of the variance of each endogenous

variable, which are self-professional development, work experience, and teacher

professional performance, respectively. In other words, 29% of variance in

teachers’ professional performance (TPP) is explained by teachers’ attitudes
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towards teaching (TATT), in-service training (IST), cumulative grade point
average (CGPA), teachers' attitudes towards teaching (TATT) and self-
professional development (SPD), and in-service training (IST) and work

experience (WE).

In addition, Table 4.9 provides a description of the standardized and
unstandardized paths coefficient, standard error (SE), and critical ratio (CR)
among the model observed variables using the confidence interval 95%. Four out
of the eight paths were statistically significant. They are the paths from work
experience to teachers’ professional performance, from cumulative grade point
average to teachers’ professional performance, from in-service training to work
experience, and from teachers’ attitudes towards teaching to self-professional
development. The results also showed that there are two significant correlations
which are between teachers’ attitudes towards teaching and in-service training,
and between teachers’ attitudes towards teaching and cumulative grade point

average.
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Table 4.9

Path Coefficient and Covariance Path Parameter Estimation

Standardized Unstandardized

Path Coefficient coefficient SE CR

( TPP <--- SPD 0.01 0.01 0.12 0.09

TPP <--- IST 0.08 0.44 0.31 1.41

R>= 29 < TPP <--- TATT 0.01 0.01 0.02 0.24
TPP <--- WE 0.25%x 1.25 0.30 4.15

\-.TPP <--- CGPA 0.44 55 5.59 0.72 7.78

R’=.13 WE <-- IST 0.36%** 0.37 0.06 5.89
. {SPD <--- TATT 0.46%* 0.08 0.01 7.61
SPD <--- WE 0.06 0.15 0.15 1.09

Correlations Covariances

TATT <----> CGPA 0.14+ 0.84 0.38 2.18
TATT <--—---> IST 0.14* 1.94 0.95 2.05
CGPA <---—--> 1IST 0.10 0.04 0.03 1.54

w06 p <001, CR=|3.10|,*p < .05, CR=|1.96]

To summarize findings of the path analytical model, Figure 4.4, Table 4.8,
and Table 4.9 present that: (1) the model fits the data, (2) the strongest predictor
of teacher professional performance is the cumulative grade point average ( B =
44, p <.001 ), (3) the second predictor of teacher professional performance is the
work experience (f = .25, p < .001), (4) the strongest predictor of teacher self-
professional development is the attitudes towards teaching (B = .45, p <.001), and
(5) the predictor of teachers work experience is the in-service training (f = .36, p

<.001).
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4.8 Direct Effects Estimation

Research question two was about the direct effects estimated by the fitted
model. As in Table 4.10 and Figure 4.5, the path model hypothesized five factors
affecting teachers’ professional performance, directly. They are self-professional
development (SPD), in-service training (IST), teachers’ attitudes towards teaching

(TATT), work experience (WE), and cumulative grade point average (CGPA).

Table 4.10 and Figure 4.5 show B-values of standardized direct effects

within the confidence interval 95%.

Table 4.10

p-Values, Standard Errors(SE), and Bias-correlated Confidence Intervals for the

Path Model. (Standardized Direct Effects)

Standardized Direct Effects

Path 95% CI

B Lower Upper p
TPP <--- SPD 0.01 -0.13 0.17 0.863
TPP <--- IST 0.08 -0.03 0.2 0.153
TPP <--- TATT 0.01 -0.11 0.14 0.824
TPP <--- WE 0.25%+ 0.12 0.36 0.002
TPP <--- CGPA 0.4455+ 0.30 0.53 0.003
SPD <--- TATT 0.465% 0.32 0.55 0.001
WE < IST 0.365%# 0.25 0.46 0.001
SPD <--- WE 0.06 -0.07 0.19 0.381

p = two-tailed significant, *** p <.001
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Figure 4.5. Standardized direct effects.

4.8.1 Teachers’ Attitudes towards Teaching (TATT)

Theoretically, teachers’ attitudes towards teaching should affect their
professional performance (Duatepe & Oylum, 2004; Smith, 1993). Referring to
Table 4.10, the B value, 0.01 represents the direct effect of teachers’ attitudes

towards teaching on teachers’ professional performance. Statistically this value is
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non-significant at the .05.level. On the other hand, teachers’ attitudes towards
teaching as a variable has significant direct effect on self-professional

development (B = .45).

4.8.2 In-Service Training (IST)

As in Table 4.10, teachers’ in-service training affects their professional
performance directly (f = 0.08). Value of the direct effect is non-significant at the
level 0.05. Thus, the training times could not be causing the teaching
performance. In service training has significant direct effect on teachers’ work

experience ( = .36).

4.8.3 Work Experience (WE)

Table 4.10 shows that the direct effect of teachers work experience on
their professional performance is statistically, significant at the level .01. An
estimation of direct effect presents positive effect (B = 0.25). That means the
productivity of teachers is expected to be higher with the more experienced

teachers than the new teachers.

4.8.4 Cumulative Grade Point Average (CGPA)

As in Table 4.10, an estimation of the direct effect of teachers' cumulative
grade point average on their professional performance appears good positive
significant effect (B = 0.44, p < .01). Lower and upper bounds of 95% CI are 0.30

and 0.53.
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4.8.5 Self-Professional Development (SPD)

The self-professional development joined the variables those have no
direct effects on the dependent variable, teachers professional performance ( =

0.01).

To sum up, the path analysis of direct effects as summarized in Table 4.10
shows only two significant direct effects of teachers' work experience and
cumulative grade point average on the Omani teachers’ professional performance

at the level of significance .001.

4.9 Indirect Effects Estimation

Research question three examines the indirect effects estimated by the
fitted model. Regarding the proposed a priori model, the indirect paths suppose
that the teachers’ professional performance is affected by the teachers’ attitudes
towards teaching through the self-professional development, by the in-service
training through the work experience, and by the work experience through the
self-professional development. In addition, the model also proposed an indirect
effect by the in-service training on the self-professional development through
work experience. Table 4.11presents the standardized indirect effects estimated

values.
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Table 4.11

p-Values, Standard Errors(SE), and Bias-correlated Confidence Intervals for the

Path Model. (Standardized Indirect Effects)

Standardized Indirect Effects

p SE p
Lower Upper
TPP <--- SPD <--- TATT 0.00 0.034  -0.054 0.078 .867
TPP <--- SPD <--- WE 0.00 0.007  -0.009 0.020 .640
TPP <--- WE <--- IST 0.09++  0.026 0.046 0.151 .001
SPD <--- WE <--- IST 0.02 0.025 -0.023 0.080 313

p= two-tailed significant, ** p <.01
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Figure 4.6. Proposed paths of indirect effects.
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Referring to Figure 4.6 and Table 4.11, the indirect effects estimated
values present weak mediating effect of self-professional development (SPD) and
work experience (WE). The mediating effect of self-professional performance is
0.00 between teachers' attitudes towards teaching and teachers' professional
performance and between work experience teachers' professional performance.
the mediating effects of work experience are: 0.02 between in-service training and
self-professional development and, 0.09 between in-service training and teachers’
professional performance. The last indirect effect is significant at the level 0.01.
Thus, we have evidence to say that the path from in-service training to teachers'

professional performance is mediated by experience in work.

4.10 Total Effects Estimation

Research question four was about the total effects estimated by the fitted
model. Table 4.12 summarizes the total effects between the model variables. In
service training has total effect of .36 on work experience, .02 on self-professional
development, and .17 on teachers’ professional performance. The total effects of
teachers’ attitudes towards teaching are .45, which is the strongest, and .02 on
self-professional ~development and teachers' professional performance,
respectively. The second strongest effect is the total effect of teachers’ cumulative

grade point average on their professional performance.
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Table 4.12

Standardized Total Effects

Standardized Total Effects

Teachers'

Attitudes  SUmulative oo vice Work Self-
Grade Point . . Professional
Towards Average Training Experience Development
Teaching (CGPA) (IST) (WE) (SPD)
(TATT)
Work Experience 36%x
(WE) o o (p< .01) o o
Self- Professional A5
Development ( ) < 01 - .02 .06 —-
(SPD) P
Teachers'
Professional 0 44 A7 25w 01
Performance ’ (p< .01) (p < .01) (p < .01) )
(TPP)

The total effects of work experience on self-professional development and
teachers professional performance are .06 and .25, respectively. The lowest total
effect is in the path from self-professional development to teachers professional

performance (f =.01).

To sum up, the findings of the indirect and total effects tests show there is
only one evidence for determining the effect of mediating variables. In other
words, the work experience mediates the effect of in-service training on teachers’
professional performance. Findings also show that there are nine total effects

among the model variables. The weakest is the total effect of self-professional
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development on teachers’ professional performance and the strongest is total

effects of teachers’ attitudes towards teaching on self-professional development.

4.11 The Parsimony Model

Research question five was about the parsimony model of teachers’
professional performance. Figure 4.7 shows the parsimony model of significant
direct effects between the model factors. In this model, the included factors shape
the better model that determine the impact of factors affecting teachers'
professional performance (TPP). As in Figure 4.7, the cumulative grade point
average (CGPA) has a strongest direct effect (B = .45) on teachers' professional

performance (TPP) followed by teachers' work experience (WE) (B = .28).

This model also confirms the indirect effect of in-service training (IST) on
teachers' professional performance (TPP) which is mainly mediated by the work
experience (WE). Indeed, the parsimony model is restrained the effect of teachers'
attitudes towards teaching (TATT) and self-professional development (SPD) on

teachers' professional performance (TPP).
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Figure 4.7. The parsimony model of significant direct effects.
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4.12 Moderator Effects of Groups

Research question six aimed at investigating the significance of the sub-
groups' effects among the model's relationships. To study the moderator effects of
gender and specialization, multiple group analysis on the model was performed to
test the differences among the sub-groups. The multiple group comparison tests
involved the 95% confidence intervals (CI) which make the judgment by the
overlap of values between the groups. An availability of statistically significant
based on an availability of overlap between the groups' confidence intervals.
Another test were used to achieve the same purpose is the Critical Ratios for
differences between paths models. This kind of test is to compare the counterparts

paths across the sub-groups.

4.12.1 Moderator Effect of Gender

The path model for the male teachers was fitted the data with the values
given [CMIN= 2.36, DF= 4, CMIN/DF= 0.59, GFI= 0.99, CFI= 1.00, and
RMSEA= 0.00]. The path model for the female teachers was also fitted the data
with the given values [CMIN= 2.84, DF= 4, CMIN/DF= 0.71, GFI= 0.99, CFI=
1.00, and RMSEA= 0.00]. Indeed, the values of GFI, CFI, and RMSEA are
indicative that the hypothesized model is well-fitting across the gender of

teachers. Both path models are shown in Figure 4.8 and Figure 4.9, respectively.
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Figure 4.9. Path model for females.

The standardized regression coefficients and their 95% CI are presented in
Table 4.13 and Table 4.14 for both males and females, respectively. Table 4.13
and Table 4.14 show that the confidence intervals for the male and female
teachers are not overlapped with the relationship between the in-service training
and teachers’ professional performance. Hence, statistically, there are significant

differences between male and female teachers at the .05 level of significance.
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Table 4.13

Standardized Regression Coefficient for Males Group

95 % CI
Parameter p
Estimate Lower Upper

WE <eem IST 367HE 2236 .5009 .000

SPD <eem TATT STHs® 3742 .6336 .000

SPD <-mn WE .037 -.1167 2088 611

TPP <eem SPD .059 -.1487 2770 510

TPP <--- IST .041 -.1249 2117 621

TPP <--- TATT -.061 -.2318 1201 505

TPP <--- WE 210% .0472 3617 012

TPP <--- CGPA 322 1372 4735 .000

e p < 001, * p< .05

Table 4.14

Standardized Regression Coefficient for Females Group

95 % CI
Parameter p
Estimate Lower Upper

WE <--- IST 346%** .1450 5210 .000
SPD <--- TATT 287%* .0808 4938 .003
SPD <--- WE 134 -.1005 3159 A71
TPP <--- SPD -.0583 -.1847 .0779 318
TPP <--- IST 142% -.0107 2673 .044
TPP <--- TATT 126 -.0411 2940 067
TPP <--- WE 34 5%k .1864 4717 .000
TPP <--- CGPA ST73HHE 4503 .6953 .000

w0k p < 001, **p< 01, %p< .05
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In another way of testing, all pairwise comparisons across male and female
models were estimated to suggest a difference in the path coefficients. Using the
“critical ratios for differences in AMOS' output of analysis properties, all
comparison within and between the paths of two models, as shown in Figure 4.10,

are tabled in Table 4.15.
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Figure 4.10. Males and females models paths parameter.

Note:
- Mp = Male path.
- Fp = Female path.
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Table 4.15 presents z-test values for the difference between coefficients of
the male model and the female model. In a two-tailed test, these values should be
greater than [1.96| (absolute value of 1.96) for the difference between paths to be
statistically significant at p < .05. Values in bold as in Table 4.15, 31 of 64 cross
z-values greater than the absolute value 1.96. All of these values present
significant differences across the accounted paths. In case of the current
comparison test, the researcher is more interested in making cross-group
comparisons between the counterpart paths of the models, which are underlined in

Table 4.15.

Table 4.15

Critical Ratios for Differences between Paths of Male and Female Models

Male Paths Model

Mpl Mp2 Mp3 Mp4 Mp5 Mp6 Mp7 Mp8

Fpl -1.0710  -7623  -7161 -2.9045 -1.4460 -9378 -2.6588 -4.1956

Fp2 1.5442 8642  2.0514  .8461 1.7202  1.4938  -5932  -3.2584
Fp3 -.3828 -3939  1.6418 -4.0004 -1.9700 -2860 -2.4104 -4.0697
Female| Fp4 1.1663 2325 3.5981  -.6139 24562 1.0154 -1.6880 -3.7907

Paths
Model FpS -.4004 -.3998 1.8150 -4.1274 -2.8768 -2996 -2.4191 -4.0727

Fp6 71057 1621 1.4518  -.4341 9154 6678  -1.5795 -3.7489
Fp7 42991 2.8268 5.0150 3.8031 4.7082 4.1482 1.4933 -2.2136

Fp8 8.2926 7.2616 8.6212 8.0474 8.4751 8.2154 6.4841 1.8787
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According to Table 4.15, z-value for the cell Mp5/Fp5 is equal to -2.8768.
This value exceeds the critical value of 11.96l. The cell Mp5/Fp5 presented the
counterpart paths from teachers' attitudes towards teaching (TATT) to self-
professional development (SPD) in both males' and female's models. Hence,
according to Figure 4.8 and Figure 4.9, we can say that the path of f-value 0.51 in
the male model is statistically different from the path of p-value 0.29 in the female
model. In other words, we have evidence to suggest that the path from teacher
attitudes towards teaching to self-professional development is not equal across the
two models of gender. Therefore, gender is considered as a moderator for the

effect of some studied variables on the Omani teachers' professional performance.

4.12.2 Moderator Effect of Specialization

The path model for the applied sciences' teachers was found to be
reasonable with the values of [CMIN = 7.26, DF = 4, CMIN/DF= 1.81, GFI =
0.98, CFI = 0.97, and RMSEA = 0.08]. The RMSEA value is greater than 0.05
which is indicative that the hypothesized model is not well-fitting. In another
hand, the path model for the human sciences' teachers was also found to be
acceptable with the values of [CMIN = 0.03, DF = 4, CMIN/DF = 0.01, GFI =
0.99, CFI = 1.00, and RMSEA = 0.00]. Both path models are given in Figure 4.11

and Figure 4.12, respectively.
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Figure 4.12. Path model for human sciences teachers.

The standardized regression coefficients and their 95% CI are presented in
Table 4.16 and Table 4.17 for both applied and human sciences teachers,
respectively. Table 4.16 and Table 4.17 show that the confidence intervals for the
applied sciences' teachers and humanities sciences' teachers are not overlapped for
the relationship between work experience and teachers' professional performance.

Hence, statistically, there is a significant difference between the applied sciences
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teachers and humanities sciences teachers in the affecting of work experience on

professional performance.

Table 4.16

Standardized Regression Coefficient for Applied Sciences' Teachers

95 % CI
Parameter p
Estimate Lower Upper
WE <--- IST 387 5%** 2257 5215 .000
SPD <--- TATT S594#%% 4350 7161 .000
SPD <--- WE -.009 -.1467 1701 .897
TPP <--- SPD -.063 -.2725 1369 487
TPP <--- IST .092 -.0578 2526 253
TPP <--- TATT -.010 -.2189 1917 912
TPP <--- WE 349% 4% .1892 4787 .000
TPP <--- CGPA 395%HH* 2293 5255 .000
w6k < 001
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Table 4.17

Standardized Regression Coefficient for Human Sciences' Teachers

95 % CI
Parameter p
Estimate Lower Upper
WE <--- IST 32 5%k .1549 4868 .000
SPD Lemm TATT 255%* .0542 4344 .005
SPD Lemm WE 123 0771 3231 184
TPP <--- SPD .097 -.1107 2944 251
TPP <--- IST .076 -.0896 .2604 373
TPP <--- TATT .049 -.1474 2442 .559
TPP <--- WE 113 -.0776 .2934 188
TPP <--- CGPA 491 HHE 3177 .6333 .000

w0k p < 001, ** p< .01

In another way of testing, all pairwise comparisons across applied and
human science models were estimated to suggest a difference in the path
coefficients. Using the “critical ratios for differences in AMOS' output of
analysis properties, all comparison within and between the paths of two models,

which are shown in Figure 4.13, were tabled in Table 4.18.
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Figure 4.13. Applied and human science models paths parameter.

Note:
- ASp = Applied Science path.
- HSp = Human Science path.

Table 4.18 presents z-test values for the difference between coefficients of
the applied sciences teachers’ model and the human sciences teachers’ model.
There are 28 of 64 cross z-values, in bold as in Table 4.18, which are greater than

the absolute value 1.96. All of these values show significant differences across the
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accounted paths. Making cross-group comparisons between the counterparts paths
models, which are underlined in Table 4.18, yields a more interesting finding.
Therefore, z-value for the cell ASpS/HSpS is equal to -1.9991, and thus, it exceeds

the critical value of 11.96l.

Table 4.18

Critical Ratios for Differences between Paths of Applied and Human Science

Teachers' Models.

Applied Science Paths Model

ASpl  ASp2 ASp3 ASp4 ASpS ASp6 ASp7 ASp8

HSpl| 1.2753 -6572  1.1490 -1.1590 .5484 8613 -3.7191 -5.1111
HSp2| 1.0873 -.1189 .8950 .0266 .6790 8752 -2.3001 -4.4965

HSp3| 7854  -1.0934 5020 -4.1964 -2.2307 2316 -4.3881 -5.3425

Human | o a| 22524 -3120 34298 -3821 25514 18028 -3.5051 -4.9915
Science
Path

HSpS5| 9675 -1.0175 15400 -4.0097 -1.9991 4158 -43169 -5.3112
Models

HSp6| 14806  -3047 13332 -2388  .9428 1.1537 -3.1038 -4.8769
HSp7| 1.4844 1570 1.3213 4078 1.0964 1.2669 -2.0735 -4.3739

HSp8| 6.0050 51004 59779 55759 5.8834 59101 39154 .5925

Hence, according to Figure 4.11 and Figure 4.12, we can say that the path
of p-value 0.59 in the applied sciences teachers’ model is statistically different

from the path of f-value 0.26 in in the human sciences teachers’ model. Also, z-
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value for the cell Asp7/HSp7 is equal to -2.0735. This value is greater than 11.96l,
which indicated the significant difference, in comparing of the two models,
between work experience and teachers’ professional performance at p < .05. To
conclude, we have evidence to suggest that the path from teacher attitudes
towards teaching to self-professional development and the path from work
experience to teachers’ performance are not equal across the two models of
specialization. That means the Omani teachers’ specialization is considered as a
moderator for the effect of some studied variables on their professional

performance.

4.13 Summary

Chapter 4 adapted several analysis processes to present findings of the
initial analysis of the descriptive indexes. Secondly, the chapter presented the
findings of the model fit tests. Thirdly, findings of the path models were managed
by the path analysis which also determined direct, indirect and total effects of the
model variables. Finally, this chapter presented the multiple group comparison

findings.

The findings showed a good fit model with the study sample data. The
path analysis suggested that the teachers’ work experience (WE) and cumulative
grade point average (CGPA) have a significant direct effect on teachers’
professional performance (TPP), while the teacher attitudes towards teaching
(TATT), in-service training (IST), and self-professional development (SPD) have

no direct effect on the dependent variable, TPP. The indirect effects estimated
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values presented weak indirect relationships between the study variables except
one significant relationship between the in-service training (IST) and the teachers’
professional performance (TPP) via their work experience (WE). Findings also
show that there are nine total effects among the model variables. The weakest is
the total effect of self-professional development on teachers' professional
performance and the strongest is total effects of teachers’ attitudes towards
teaching on self-professional development. The comparison of multiple group
analysis presented statistically significant differences in term of the teachers’

gender and their specialization.
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CHAPTER FIVE

DISCUSSION, IMPLICATIONS AND RECOMMENDATIONS

5.1 Introduction

The primary purpose of this study was to realize the path analytical model
of factors affecting the professional performance of the Omanis’ second cycle
teachers. The model proposes that the Teachers’ Attitudes towards Teaching
(TATT), Work Experience (WE), In-service Training (IST), Cumulative Grade
Point Average (CGPA) and Teachers’ Self-professional Development (SPD) have
direct effects on the Teacher Professional Performance (TPP). More direct effects
supposed by the model are the effect of In-service Training (IST) on the Work
Experience (WE), the Work Experience (WE) on the Self-professional
Development (SPD), and the Teachers’ Attitudes Towards Teaching (TATT) on

the Self-professional Development (SPD).

The second purpose of this study was to find indirect effects and total
effects estimated by the fitted model. And finally to study the significant

differences in the multiple groups according to gender and specialization.

This chapter as well presents the discussion of the findings based on the
research questions and hypotheses. The practical conclusion and implications of
findings will be following the discussion section. Finally, the recommendations

for further researches are provided in the last section.
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Descriptively, the research sample is distributed normally with Kurtosis
value of 3.47 in the multivariate normality and did not exceed the Skewness range
+ 3.0 in univariate normality of the research variable. It is worth mentioning that

all research hypotheses were tested at the level of significance p < .05.

5.2 Discussion

5.2.1 Discussion of Question 1 Related Findings

The path model of this research was proposed to be analyzed using path
analysis approach. Using AMOS 18.0, the goodness of fit was studied for the

model of overall sample and models of sample groups.

For the first research question, the analytical results afford that the model
is a very good fit with data according the values of the fit criterion. The results
were found that the Chi-square () yields a value of 3.64, which evaluated with
4.45 degree of freedom, and has a corresponding p-value of .909. This p-value is
very high to retain the null hypothesis of good fit. Therefore, the differences
between the expected and observed covariance matrices are non-significant at p <
.05. To exceed the sensitive of x* to the sample size as reported by Bollen (1993),
a retained model fit is indicated by a Comparative Fit Index (CFI) value which
should be 0.90 or greater (Hu & Bentler, 1999). Thus, the examined model was
also accepted with the CFI of 1.00. The Goodness of Fit Index (GFI) value
reflects a good fit as well (GFI = 0.99). The Root Mean Square Error of

Approximation (RMSEA) value of 0.00 retains the model as well as another
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indicator. Indeed, the conclusion is that the path model produced an estimated

population covariance matrix that fits the sample data.

5.2.2 Discussion of Question 2 Related Findings

Regarding the second research question, which focuses on the direct effect

proposed to be ensued by five related factors on the Omanis teachers’ professional

performance, the findings and their discussion are as follows.

a)

Discussion of Direct Effects of Teachers’ Attitudes towards Teaching
(TATT)

The relationship between teachers’ attitudes towards teaching and
their performance in teaching as a profession has already been studied by
different scholars such as Fishbein and Ajzen (1975); who established the
Reasoned Action Model, Smith (1993), Nadeem et al. (2011), Tyler and
Stokes (2002), Farkas et al. (2000), Duatepe and Oylum (2004), Green and
Magliaro (2006), Akkus (2010), and Erawan (2011). This research found
that Omani teachers’ attitudes towards teaching is not the factor
responsible for their low or high teaching performance. The value 0.01of
the path coefficient was very low and non-significant at p < .05. Hence, the
null hypothesis [Hy: There are no significant direct effects estimated by the
fitted model] is retained at p < .05.

For sub-groups, the path analysis for both groups of males and
females teachers revealed a non- significant relationship with the

standardized coefficient values, - 0.06 and 0.13 respectively, between
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teachers’ attitudes towards teaching and their professional performance.
Besides that, the standardized path analysis for the other study's groups
presented low values of the path coefficient. Also the estimated values of
path coefficients for the teachers' groups of, applied sciences and human
sciences are, - 0.01, 0.05 respectively. These are also non-significant at p <
.05.

Accordingly, the research findings revealed that we cannot
consider the teacher attitudes towards teaching as a predictor of the Omani
teachers’ performance. This finding contradicts that by Erawan (2011)
who did a path analysis for factors affecting pre-service teachers' teaching
efficacy. He concluded that the teachers' attitudes towards teaching
profession, preparation program effectiveness, and practicum experience
were significant predictors of teaching efficacy. Nadeem et al. (2011) as
well as Akkus (2010) supported the previous finding and concluded that
the relationship between teachers' attitudes and their performance in
teaching is negative and significant at the level of .05.

To justify this research finding, the theory of individual differences
sees that the type of knowledge, skills, and work habits associated with
task performance are different from those associated with contextual
performance. Motowidlo et al. (1997) classified the teaching in a school as
a task performance. They also presented that the individual differences in
ability, personality, and interests are presumed to combine and interact
with training, education, and experience to shape declarative knowledge
and practical knowledge and skill. Moreover, Hunter in Motowidlo et al.

(1997) sees that the job knowledge and skill are represented as mediators
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to achieve an effect between the ability and job performance. On the other
hand, Brinol and Petty (2004) examined how the individual differences
affect attitudes and how attitudes change through the aspect of knowledge
and another three motives. Based on the previous brief and according to
the view of individual differences’ theory, teachers’ attitudes towards
teaching are not enough to affect their performance in teaching without the
knowledge and skill. Therefore, that can explain the non-significant direct
effect found between teachers’ attitudes towards teaching and their
professional performance.

Furthermore, the current study found that the direct effect of
teachers' attitudes towards teaching on their profession performance is
significant with the more experienced teachers (7 years or more).
Teachers' experience could play a role in the relationship between
teachers' attitudes towards teaching and their professional performance. To
justify, as presented previously, the experience shapes the practical
knowledge and skill (Motowidlo et al., 1997) and the knowledge changes
the attitudes (Brinol & Petty, 2004), therefore the attitudes have an effect

on the professional performance with the more experienced teachers.

b) Discussion of Direct Effects of In-Service Training (IST)

Several studies tackled the relationship between teachers' in-
service training and their professional performance. Such relationship has
been studied by Jamil et al. (2011), Al-Toobi (2004), Katz (1972), Wai
(1996), Andrew and Schwab (1995), and Downs et al. (2008). In the

current research, the findings of the path analysis for the whole research
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sample show that the direct effect of teachers’ in-service training is non-
significant. Based on the standardized path coefficients, the in-service
training factor positively affects the teachers’ performance by only 0.08.
This value is not significant at p < .05. Hence, the null hypothesis [Hy:
There are no significant direct effects estimated by the fitted model] is
retained at p < .05. This finding could be attributed to the fact that the
teachers training programs in the Ministry of education are of general or
educational scope, not of a pure science scope. In addition, these training
programs in most care are selected by stakeholders not based on the
analysis of teachers' needs.

Moreover, the standardized path analysis for the groups of
respondents presents low estimated values of path coefficients. However,
the female group has significant direct effect by teachers' in-service
training on their teaching performance. That significant value of
coefficient 0.14 was investigated with the group of female teachers. While
the estimated values of path coefficients of other three sub-groups which
are males, applied sciences, and humanities sciences are 0.04, 0.09, 0.08
respectively. In general, the standardized path coefficients represent the
amount of change in the dependent variable which is teaching
performance, per single unit change in the predictor variable which is in-
service training. Based on that, we can say that for every single unit of
increase in in-service training, the professional performance is increased

by 0.14 units with the female group.
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To justify this conclusion, the significant direct effect that occurred
unique only with females group is related to the significant relationship
between teachers’ in-service training and their previous performance in the
academic qualification. In other words, the correlation coefficient between
female group’s in-service training and their cumulative grade point
average is .22 (p < .05). This significant value could play a role in the
direct effect happening by in-service training on teachers’ professional

performance (see Figure 4.5 and Table 4.9, chapter 4).

To conclude, the in-service training has a non-significant direct
effect on the overall group of Omani teachers' performance, except for the
female sample group. In general, these findings contradict with those by
Jamil et al. (2011). However, they are in line with the previous study of
Downs et al. (2008) in case of group of females teachers. The study of
Jamil and others (2011) found a weak but positive significant effect, 0.204,
of in-service training on teachers' performance. The current research is
also in agreement with the study of Wai (1996) which found that the
training factor appeared as the most significant one to affect the perception

of teacher professionalization.

More links, the outcome Figure 4.5 and Table 4.9 (see chapter 4)
show that there is a significant correlation coefficient between in-service
training and attitudes of teachers towards teaching. That means the more
times in-service training programs are held, the more teachers have
positive attitudes towards their profession. This result supports the results

of Tyler and Stokes (2002), Farkas et al. (2000), Nadeem et al. (2011), and
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Duatepe and Oylum (2004), which revealed the significant direct effect of

expert teachers’ attitudes on their performance.

¢) Discussion of Direct Effects of Work Experience (WE)

For the overall group and for three out of four sub-groups, the Omani
teachers' work experiences perform as a good predictor of their professional
performance. The standardized path analysis findings show that work
experience in teaching has positive direct effects by 0.25 on the teachers’
professional performance. Since this value is represented significant at the .05
level, the change in the teachers’ performance is positively based on their
experience in teaching. Hence, the null hypothesis [Hy: There are no
significant direct effects estimated by the fitted model] is rejected at p < .05.
This result also appears in the path analysis of three sample groups. The
standardized path coefficient is 0.21 for the male group and it is 0.35 for the

female group. These coefficients are significant at the level .05.

In the case of specialization groups, teachers of applied sciences group
also have significant path coefficient (f = .35, p < .05), while the group of
human science teachers have non-significant direct effect (8 = .11, p > .05).
These result say that the work experience of Omani applied sciences teachers
plays a role in their teaching performance, while this role disappear with the
Omani human sciences’ teachers. To justify that, Table 4.6 describes means
and standard deviation according to teachers’ specialization (see chapter 4).

According to that, applied science group has the greatest means values with all
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variables excluding work experience. That could attribute the significance of
direct effect with the group of applied sciences teachers. In addition, there are
possible reasons related to a number of elements such as,

(1) the doubled quantity of Omanis human science teachers against the
number of applied sciences teachers could be considered as a main element
leading to decrease the effect of related efforts forwarded by the Ministry of
Education to this group of teachers (Ministry of Education, 2012),

(2) The Omani Ministry of Education and the World Bank reported that
retaining teachers in remote area is a challenge in teaching (Ministry of
Education, Oman, 2012). Linked to that, most of teachers working far away
from their places of residence belong to the human science subjects. This fact
could be another justification for why the experience of this teachers’ group is
not affecting their professional performance, and

(3) Arabic and English languages as humanities subjects are facing a
lack in proficiency. The fact of low proficiency in these subjects was
documented in the report of Ministry of Education and the World Bank
(Ministry of Education, Oman, 2012).

In general, similar direct effect are also documented in the work of
Dokko, Wilk, and Rothbart (2009), who found that professional experience has
a positive effect on performance via knowledge and skill but a negative direct
effect that diminishes the overall relationship, and they provide preliminary
evidence that the negative effect is driven by behavioral and cognitive
rigidities. In addition, findings by Marchant (1992) and Brief and Weiss (2002)
supported the current study with regard to the importance of the teachers’ work

experience to improve their performance in teaching.
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d)

Discussion of Direct Effects of Self-Professional Development (SPD)

The relationship between the variables, self-professional development
and their professional performance has been studied by different researchers
such as Garet et al. (2001), Andrew (2000), Porter et al. (2000), and Penuel et
al. (2007). The current research found that the teachers’ self-professional
development is not the factor responsible for the level of their professional
performance. The value of the path coefficient is very low, 0.01. Similarly,
the path analysis for both groups of male and female teachers appear to have
a non- significant relationships with the standardized coefficient values, 0.06
and -0.06 respectively, between teachers' self-professional development and
their professional performance. Also, the standardized path analysis for the
other sub-groups present low values of the path coefficient. The estimated
values of path coefficients for the teachers’ groups of applied sciences and
human sciences are - 0.06, and 0.1, respectively.

Hence, the teachers’ self-professional development cannot be
considered as a predictor to the Omani teachers' performance. Hence, the null
hypothesis [Hy: There are no significant direct effects estimated by the fitted
model] is retained at p < .05. This result is not in line with the studies of Garet
et al. (2001), Andrew (2000), Porter et al. (2000), and Penuel et al. (2007).
For example, Andrew (2000), in his study, which focuses on the effects of
professional development on improving classroom-teaching practice, found
that the teachers report on the characteristics of one professional development

activity that they found particularly helpful to a class. His study also found
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e)

that professional development that had features of high quality did

significantly increase teachers’ active instructions.

Discussion of Direct Effects of Cumulative Grade Point Average
(CGPA)

Teachers’ qualification with high or low grade point average, as a
factor, has been studied and found to be a predictor of teachers’
professional performance by several scholars such as Hall and West
(2011), Darling-Hammond (2000), Ferguson and Womack (1993),
D’Agostino and Powers (2009), and Blue et al. (2002). Similarly, the
current research found that the standardized path analysis of the
cumulative grade point average has a positive direct effect on the teachers’
professional performance with the overall group and the individual groups.
The value 0.44 is the path coefficient of the cumulative grade point
average, which is considered a significant coefficient at the .05 level of
significance. This finding suggests that for every single unit of increase in
the cumulative grade point average, the professional performance is also
increased by 0.44 units with the total group of teachers. Hence, the null
hypothesis [Hy: There are no significant direct effects estimated by the
fitted model] is rejected at p < .05. This fact also appeared on the groups of
sample path analysis. The standardized path coefficient is 0.32 with the
males while it is 0.57 with the females. These values are very high to be
accepted at the level .05.

Cumulative grade point average of groups of specialization has

also significant path coefficients. Values 0.39 and 0.49 are the values of
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the standardized coefficients of paths form the cumulative grade point
average for the groups of applied sciences teachers and humanities

sciences teachers to their professional performance.

The cumulative grade point average has a good ability to affect the
Omanis teachers’ professional performance. This means that it is advisable
to choose the teacher with high CGPA to achieve good performance in
teaching. In addition, the significant relationship between CGPA and
attitudes towards teaching shows that the CGPA is enhancing the teachers’
attitudes (see Figure 4.5 and Table 4.9). In line with that, the Tennessee
Department of Education and the National Institute for Excellence in
Teaching (NIET) have made a contract, in the summer of 2012, to provide
a four-day training for all evaluators across the state of Tennessee. More
than 5,000 evaluators have been trained intensively by NIET in the state
model whereby districts using alternative instruments delivered their own
training. One of the reported recommendations by the Tennessee
Department of Education is that the administrators consistently noted that
having school-wide value-added scores has led to increase in collaboration
among teachers and a higher emphasis on academic standards in all

subjects (Tennessee Department of Education, 2012).

5.2.3 Discussion of Question 3 Related Findings

Research question three examines the indirect effects of the research

variables. The path analytical model proposed four indirect effects. As in
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Table 4.11, the indirect effects are not significant between the variables
excluding a significant indirect effect of in-service training on the
teachers’ professional performance through their work experience. This
result explains that the low value of beta, 0.09 suggests that in-service
training affects teacher performance. Since the in-service training has not
got a direct effect, we find it is effective, indirectly, via the teachers work

experience on their professional performance.

The findings conclude that the p-value for the indirect effect is equal to
.001. This suggests that the path from in-service training to teachers'
professional performance is mediated by work experience. Hence, the null
hypothesis [Hy: There are no significant mediation effects estimated by the
fitted model] is rejected at p < .05. On the other hand, the p-values 0.867
and 0.640 indicate there is no statistical significant indirect effect of paths
from teachers' attitudes towards teaching and from work experience to
teachers' professional performance through self-professional development.
Hence, the null hypothesis [Hy: There are no significant mediation effects
estimated by the fitted model] is retained at p < .05. Based on the previous
brief and according to the view of individual differences’ theory, teachers’
attitudes towards teaching are not enough to affect their performance in
teaching without the knowledge and skill. Therefore, that can explain the
non-significant the indirect effect found between teachers’ attitudes
towards teaching and their professional performance via their self-

professional performance. This finding also could be attributed to the fact
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that the development resources used by teachers themselves to improve

their profession are not fixed with the real needs of teaching issues.

Findings also show that work experience is not a mediator between in-
service training and self-professional development with the p-value of
.313. Hence, the null hypothesis [Hy: Teachers' work experience does not
mediating the in-service training and teachers' self-professional

development] is retained at p < .05.

5.2.4 Discussion of Question 4 Related Findings

Tests of total effects between the model variables, as in Table 4.12 found
that the in-service training has total effect of .359 on work experience, .021 on
self-professional development, and 0.172 on teachers' professional performance.
The strongest total effect at all is .445 which is between teachers’ attitudes
towards teaching and self-professional development. This explains that the
teachers who have high attitudes towards their profession are expected to be the
best in the self-professional development. Whereas, the total effect between
teachers' attitudes towards teaching and teachers professional performance is .02.
The second strongest total effect is .44 between teachers' cumulative grade point

average on their professional performance.

The total effects of work experience on self-professional development and
teachers professional performance are .06 and .25, respectively. The lowest total

effect is in the path from self-professional development to teachers professional
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performance (f = 0.01). The null hypothesis, [Hy: There are no total effects
estimated by the fitted model] is rejected at the level of .05 in cases of total effects
between (1) in-service training and work experience, (2) teachers’ attitudes and
self-professional performance, (3) cumulative grade point average and teachers'
professional performance, (4) in-service training and teachers' professional
performance, and (5) work experience and teachers' professional performance (see

Table 4.12, Chapter 4).

5.2.5 Discussion of Question 5 Related Findings

The parsimony model (Figure 4.7) of this research identifies that the
cumulative grade point average (CGPA) has a strongest direct effect on teachers'
professional performance (TPP) followed by teachers' work experience (WE).
This model also confirms the indirect effect of in-service training (IST) on
teachers' professional performance (TPP) which is mainly mediated by the work
experience (WE). Indeed, the parsimony model is restrained the effect of teachers'
attitudes towards teaching (TATT) and self-professional development (SPD) on

teachers' professional performance (TPP).

5.2.6 Discussion of Question 6 Related Findings

To test the moderator effects of gender and specialization, four sub-groups
data were studied. The comparison tests between path models of teachers’ gender

and their specialization reveal significant difference between male and female
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models and between applied and human science teachers’ models. Therefore, both
gender and specialization of Omanis teachers are considered to be moderators for

the relationships between the studied factors of the fitted path model.

The path model for the males is found to have an acceptable fit with the
values given [CMIN = 2.36, DF = 4, CMIN/DF = 0.59, GFI = 0.99, CFI = 1.00,
and RMSEA = 0.00]. The path model for the female teachers is also found to
have an acceptable fit with the values given [CMIN = 2.84, DF = 4, CMIN/DF =
0.71, GFI = 0.99, CFI = 1.00, and RMSEA = 0.00]. Moreover, applying the 95%
confidence intervals reveals that the male and female teachers are not overlapped,
for the relationship between in-service training and teachers’ professional
performance. Hence, this result means that there are significant differences
between male and female teachers at the level .05. To justify the non-overlapped
relationship, the significant direct effect which occurred unique only with females
group is related to the significant relationship between teachers' in-service training
and their previous performance in the academic qualification. In other words, the
correlation coefficient between female group's in-service training and their
cumulative grade point average is .22 (p < .05). This significant value could play a
role in the direct effect of in-service training on teachers' professional
performance (see Figure 4.5 and Table 4.9). Based on these findings, the null
hypothesis [Hy: There are no differences between the estimated effects in groups
of males and females] is rejected at p < .05. Therefore, gender of teachers is
considered to be moderator for the relationships between the studied factors of the

fitted path model.
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In addition, the comparison tests between applied sciences teachers and
the human sciences teachers also show non-overlapped estimated values for the
path from teachers’ work experience to their professional performance. The
standardized path coefficient with the applied sciences teachers is significant
while it is not significant in the human sciences teachers. In general, the previous
conclusion is supported by different empirical researches such as Organ and Near
(1985) and Dalal (2005). According to that, the applied science group has the
greatest means values with all variables excluding the work experience. To justify
the non-overlapping of paths from work experience to professional performance
across group of teacher' specialization, there are several reasons. Firstly, the
doubled quantity of Omanis human science teachers against the number of applied
sciences teachers could be considered as a main element leading to decrease in the
effect of related efforts forwarded by the Ministry of Education to this group of
teachers (Annual educational statistics book, Oman, 2012). Secondly, the Omani
Ministry of Education and the World Bank reported that the retaining teachers in
remote area is a challenge in teaching (Ministry of Education, Oman, 2012).
Indeed, most of teachers those working far away from their places of residence are
the human science teachers. Thirdly, Arabic and English languages as humanities
subjects are facing a lack in proficiency. As pointed out by the Ministry of
Education (2012), the schools students' achievement shows a lack of proficiency
in some human science subjects. Based on these findings, the null hypothesis [Hy:
There are no differences between the estimated effects in groups of applied
sciences teachers and human sciences teachers] is also rejected at p < .05.
Therefore, specialization of Omanis teachers is considered to be moderator for the

relationships between the studied factors of the fitted path model.
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5.3 Conclusion

The hypotheses of this research were tested at the p < .05 level of
significance and the sample was distributed normally with kurtosis value of 3.47
in the multivariate normality and not exceeding the Skewness range + 3.0 in
univariate normality of the research variable. The path analytical model, a priori,
proposed that teachers' attitudes towards teaching (TATT), their work experience
(WE), their in-service training (IST), their cumulative grade point average
(CGPA) and their self-professional development (SPD) are affecting the Omani
teachers’ professional performance (TPP). Findings of fit tests indicate a good fit
indexes with the overall sample data [x2 = 3.64, df = 4, CFI = 1.00, GFI = 0.99,
and RMSEA = 0.00]. This confirms that the proposed path model's construction

was based on the theoretical framework adapted by this research.

In summary of the direct, indirect effects, and total effects, the path
analytical model of factors affecting teachers’ professional performance in the
Sultanate of Oman has proven that only two factors directly affect the teachers’
performance. They are teachers work experience factor by a significant path
coefficient value of 0.25, and the cumulative grade point average factor by
significant path coefficient value of 0.44. Whereas, teachers’ attitudes towards
teaching, in-service training, and teachers' self-professional development are
statistically non-significant factors. Also, the path analytical model of factors
affecting teachers’ professional performance in the Sultanate of Oman has shown
that only one factor has an indirect effect on the teachers’ performance through
the work experience. It is the in-service training factor by significant value of 0.09

of standardized path coefficient. In addition, findings also show that there are nine
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total effects among the model variables. The weakest is the total effect of self-
professional development on teachers' professional performance and the strongest
is total effect of teachers’ attitudes towards teaching on self-professional

development.

The multiple groups' comparison tests identified significant differences
between the model of male teachers and the model of female teachers and
between the model of applied sciences teachers and the model of human sciences
teachers. This result explains that the groups of gender and specification are
moderators for the relationships between the study variables with the Omani
teachers. Finally, comparing the values of the paths coefficient reveals that there
1s evidence to suggest that the path from teacher attitudes towards teaching to self-
professional development is not equal across the two models of gender, and the
path from teacher attitudes towards teaching to self-professional development and
the path from work experience to teachers’ performance are not equal across the

two models of specialization.

Although Smith (1993) documents a good relationship between teachers'
attitudes towards teaching and the teaching practice, the teacher attitudes in this
study are not affecting the teachers’ performance, but it has a high effect on the
teachers' self-professional development by 0.45 of significant path coefficient.
This result indicates that positive attitudes towards teaching encourage teachers to
develop their skills and practices in teaching. In addition, the findings found that
the more experienced teachers are the more effect their attitudes have on their

professional performance. To sum up, the effect of positive or negative teachers'
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attitudes towards their job on their performance has a statistically significant

effect with the more experienced teachers rather than the new teachers.

5.4 Implications

Modernizing the teachers’ knowledge and skills in the Sultanate of Oman
is a main issue facing the Omanilization of the teaching profession (Ministry of
Education, Oman, 2012). As to the potential significance of this research,
studying the factors affecting teachers’ professional performance has a number of

implications to the Omani educational system in different dimensions.

In the matter of teachers’ attitudes towards teaching, the path analytical
model of this research shed light on the importance of attitudes in the field of
teachers’ self- professional development as a relative factor enhancing the
teachers’ knowledge and skills. Consequently, knowing the teachers' attitudes
towards their profession is an important matter needed in dealing with teachers in
the education sector. So, this research suggests developing attitudes scales to
measure experts teachers’ attitudes towards their profession. This will enable the
stakeholders to stand on the teachers' attitudes based on empirical insight that they
currently lack. As a sequence, their negative attitudes towards teaching can be

altered to increase their productivity in the schools of the Sultanate of Oman.

Also, to face the problems encountered when applying the policy of
Omanilization in teaching, there is a need to build attitudes scales for both new

and old Omani teachers. Suggested scales' results could help the decision makers
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to classify the teachers and modify their attitudes positively using several suitable
programs. Liven and Grab in Fahmi (1977) posited that attitude change is
possible; they claim that we can do a lot of things to change or modify the
psychological field of someone. It indicates that we can impart attitudes and teach

them just like we do with other things (see Chapter 2 — section 2.3).

Moreover, the significant relationship between teachers' cumulative grade
point average and their attitudes towards teaching shows that the cumulative grade
point average is enhancing the teachers’ attitudes towards their profession. So, it
is useful to choose the teacher who has high cumulative grade point average to
achieve a good performance in teaching in addition to improving the attitudes
with the existing teachers. In other words, this provides a better vision on the
criteria to elect teaching personnel. Cumulative grade point average is the best
criterion to predict better performance in teaching. Therefore, the Ministry of
Education in the Sultanate of Oman in this regard has to liaise with other higher

education organizations to guarantee good quality of new teachers.

In the Omani context, and to the best knowledge of the researcher, there
are no attempts to systematically study the factors responsible for shaping the
Omani teachers’ professional performance. Findings of this research push us to be
serious when dealing with the process of teacher appraisal. Three factors are
affecting the teachers’ performance: teachers’ attitudes towards teaching (for
more experienced teachers), their work experience, and their cumulative grade
point average. This provide a guideline to the Ministry of Education and related
organizations to consider these three factors in the process of teacher evaluation.

In fact, appraisal of expert teachers could be different from appraisal of novice
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teachers. This implication is supported by what is reported recently by the Omani
Ministry of Education and the World Bank in their report "The Drive for Quality"
(Ministry of Education, Oman, 2012) which considered the current teacher
evaluation process as a challenge that needs to be addressed and modified to fit its
purposes. According to findings of specialization group’s analysis, retaining
teachers in remote areas is one of teachers’ challenges that hinder productivity and
must be solved in the future to enhance their performance and to benefit from

their cumulative experience.

5.5 Recommendations

Predominantly, Omani teachers come from the Sultan Qaboos University
(SQU), Ministry of Higher Education, local private university and foreign
universities around the Gulf area. Regardless of some individual differences in
teachers’ related factors, Omani teachers have been for the past twenty years
subjected to a formal appraisal by the Ministry of Education. In this matter, the
research recommends that the Ministry of Education should develop its own
independent teacher-forwarded evaluation system taking into consideration the
factors found to be affecting teachers’ professional performance as highlighted in

the current research.

Changing teachers’ attitudes towards their profession is an important
matter to be managed among the Omani teachers. Therefore, there is a need to
develop a standardized attitudes' scale in the Omani context. Application of these

scales in each five-years, can be useful to follow the teachers’ change in attitude
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towards their profession. That helps to determine those teachers who need to
attend the attitude changing programs. Duatepe and Oylum (2004) clarified that
teachers’ attitudes towards their profession have an effect on their performance,
which means that positive or negative attitudes towards the profession can affect
achievement. Therefore, teachers' attitudes towards teaching play a critical role in

shaping their performance standard.

To activate the role of cumulative grade point average in the issue of
qualitative teaching, the decision makers have to keep track and supervise the
stages of teachers’ learning at the tertiary level. This procedure helps to follow up
the teachers’ profile from pre-service stage to in-service stage and guarantee good
preparation of teachers according to the Omani education philosophy. In this
regard, further research is recommended to study if there is any significant
difference in the teachers’ professional performance according to their cumulative

grade point average bearing in mind their graduation institute.

For future researches, appraisal of teachers' professional performance is
one of several issues in the Omani context that need to be addressed. This
research documented a good relationship between professional performance and
teachers’ experience and their cumulative grade point average, and by the factor
of attitudes towards teaching with expert teachers as well. These three factors
should provide the bases for decision makers to review and modify the process of
teacher evaluation system; this area needs to be studied in the future to construct

and validate new evaluation scales suitable for the Omani context.
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In addition, the current study found that teachers, especially those having
1-6 years of experience hold non-significant effects of their attitudes towards
teaching on their performance. The estimated standardized path coefficient was
0.02 with p-value more than the significant level .05. Teachers those have
teaching experience 7 years or more hold acceptable direct effect, 0.18 path
coefficient, of teachers' attitudes towards teaching on their professional
performance. This result creates the need for further research to identify the effect

of teachers’ attitudes with advanced experience years on performance.

Some related scholars (e.g., Alavi & Askaripur, 2003; Rad &
Yarmohammadian, 2006) found that job satisfaction is an attitude that employees
gain in the long term regarding their profession and their organization. Job
satisfaction is influenced by many external and internal factors such as the
working condition, the salary, the job tasks, the relationships between employees
and managers including levels of communication between them, and so forth.
More powerful, self-efficacy encompasses a wide range of predictors of
professional performance levels for a specific task (Gist & Mitchell, 1992) that
have been associated with professional performance (Barling & Beattie, 1983).
Therefore, job satisfaction and self-efficacy of Omani teachers need to be

addressed in prospective research studies.

It is recommended to use a latent variable model, instead of a path model,
to address the research questions in the framework of structural equation
modeling of latent factors such as teachers' attitudes towards teaching (TATT) and

teachers' professional performance (TPP) factors.
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One of the limitation of the current study is the sample size. Indeed, the
EFA factor needs to be cross-validated with the use of a confirmatory factor
analysis (CFA) using data which is different from the data used with the EFA. So
it is recommended to undertake a large sample to split it into two random

subsamples.

5.6 Full Dissertation Summary

This manuscript describes a study of 236 second cycle teachers of the
basic education system in the Sultanate of Oman. The study was designed to
examine the proposed path analytical model of factors affecting teachers'
professional performance. The conceptual framework guiding this study was
based on the theory of performance (Campbell et al., 1993), theory of reasoned
action (Fishbein & Ajzen, 1975), and the history of the theoretical work; related
studies. The path model of this research proposes that the teachers' attitudes
towards teaching, work experience, in-service training, cumulative grade point
average and teachers' self-professional development have a direct effect on the
teacher professional performance. More direct effects supposed by the model are
the effect of in-service training on work experience, the work experience on self-
professional development, and the teachers' attitudes towards teaching on the self-

professional development.

Also, the model proposes an indirect effect of teachers' attitude towards
teaching on teachers' professional performance through the self-professional

development and an indirect effect of in-service training on teachers' professional
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performance through their work experience. The relationship between in-service
training and self-professional development is supposed to be via the work
experience, while the relationship between the work experience and teachers’
professional performance is proposed to be through the self-professional
development. Four models for four sub-groups were tested according to teachers’

gender and specialization.

A variety of statistical procedures were used to derive information
regarding the relationship between the study variables. Path analysis approach
was used for, a) exploratory factor analysis, b) confirmatory factor analysis, c)
path analysis, and d) multiple group analysis. Major findings of the study showed
that: (a) the overall sample's model has a good model fit data, (b) the four sub-
groups models have a good fit data, (c) for the overall sample, there are only two
factors affecting, directly, the teachers performance, namely teachers’ work
experience, and cumulative grade point average, (d) only one factor has an
indirect effect on the teachers performance through the work experience which is
the in-service training, (e) in test of groups comparison, there are significant
differences between the group of male and female, and between the group of
applied sciences' teachers and the human sciences' teachers. The findings were
synthesized in terms of a set of major findings and conclusions. Discussion with
respect to implications of findings and recommendations for future study were

made.
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APPENDIX B

IS, /M. e e
T
Sub/ Arbitration of Measurement Items

The Researcher is working on developing an instrument to measure teachers’
attitudes towards teaching as a career. This research is part of the requirements of
PhD degree in Assessment and Evaluation. The attached items represent a
preliminary draft of the measurement which was developed based on a review of
literature on attitudes and on how to build measurement tools. In addition, the
researcher has experience of more than 20 years in teaching and other educational

fields as part of his employment with the Omani Ministry of Education.

The Researcher will adopt Structural Equation Modeling to investigate the
impacts of psychological, academic and employment variables on the professional

performance of teachers.

Most of researchers agree on three components when they study attitudes.
These components are:

1. Cognitive component: It implies ideas, information and situations that the
teacher is exposed to during his/her academic life which influence his/her
attitudes towards teaching.

2. Affective component. It is concerned with emotional and sentimental
aspects that help in building the teachers’ attitudes towards teaching. Most
of the literature indicates a causative relationship between the affective
component and the cognitive component. That means any affective aspect
has a cognitive basis. The affective component is considered as the most
important in the formation of an attitude.

3. Behavioral component: It is represented in the teacher’s tendency to use
teaching techniques that are consistent with his/her knowledge and

emotions related to the career and his/her future perspectives. This means
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that this component include all behavior related to attitudes and
represented in responses resulting from the interactions between cognitive
and affective components in such a manner that a teacher either behaves in

a positive or a negative way when practicing teaching.

General dimensions adopted by items of the questionnaire:

Measurement items address several dimensions that the Researcher drew upon
to address the three components of attitude. These dimensions are summarized as
follow:

1. Recognition of the personal perspective of the teacher towards teaching as

a career.
2. Recognition of how strong the teacher believes in the importance of the
real requirements of teaching as a career.
The Researcher is pleased to present to you the first draft of 55 items intended to
measure the attitudes of teachers towards teaching based on the strands mentioned
above. I will be very grateful if you provide your ideas with regard to the
following points:

1. The extent to which every item is suitable to measure the attitudes of

teachers towards teaching.

2. The degree of clarity of the items.

The Researcher welcomes your advice on anything that improves the
questionnaire and the study. You are requested to suggest:

1. Any modification or addition to any item

2. References or other literature related to this topic.

Thank you very much for your cooperation in this respect.

Said Salim Al Harthy
PhD student
University of Malaya
Malaysia
2010
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ITEMS LIST

Teaching is a profession deserved to be respected.

I would be pleased, if my son / daughters wish to be a teacher.

I feel I am criticized for being a teacher.

I care about using available facilities in school to present an interesting lesson.
There is no privilege in teaching.

Teaching requires a great deal of creativity and innovation.

Teaching is a source of nuisance.

I am getting more enthusiastic when a student discusses me the subject.

Teaching requires modification of concepts, methods and aids

. Teaching is a job for whom without a job.

. I am so happy being surrounded by my students.

. Diligence in lesson preparation is a waste of time

. I will be glad to be promoted for a training course in my field of specification

. Teachers are more aware of their future ambitions and perspectives.

. I am not with teachers working after duty hours.

. Teamwork increases my job enthusiasm.

. The academic upgrading (higher education) will help me to enhance my profession.

. My profession makes me worth the respect in front of my family and students’ parents.
. I will never feel proud of my job whatever financial facilities I will get

. Teaching profession worth the effort.
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21. No need for exchange a classroom's visits between teachers.

22.1 feel proud when I am visited or stopped by parents to ask about their sons /
daughters.

23. Many teachers have achieved a lot of success.

24. The presence of teacher trainees makes me proud of my profession.

25. Teaching hinders me from dealing with my daily life.

26. If I were not a teacher, I would hope to be a teacher.

27. 1 feel safe among my colleagues and students.

28. I will be ready to join any training program, even at my own expense.

29. I do not like talking about teaching problems.

30. It is important for an educational expert to experience teaching for a long time.

31. Teaching makes me active toward the social matters that concern my students and
community.

32. Teaching restricts my freedom in dealing with my community.

33. The teacher is a good model to be followed.

34. It frustrates me the delay of the textbooks arrival to the school.

35. I am a teacher so I am respected.

36. For me, teaching is a burden not a profession.

37. I present good lessons only when visitors attend.

38. The concept of “teachers’ lifelong learning grasps my attention.

39. It is so boring to trace students’ individual differences.

40. What I am doing is great and has everlasting impacts.

206



41.
42.
43,
44,
45.
46.
47,
48,
49.
50.
51.
52.
53.
54,
55.

Being competent in my field provides me strength in my character.

It is a good idea to retire and have good financial facilities.

Participating in the parents and teachers council in the school is worthwhile work.
I will be proud to be chosen as a trainer in my school or reign.

I do not like giving students extra lessons.

I yearn to read my advisory visit report immediately.

As a teacher, there is no meaning for “comprehensive quality in education .
Teaching is a very impotent profession compared with other official professions.
In my point of view, no one pries teaching profession.

Giving teachers 'teaching license' after certain year of experience is a good idea.
I had good memories of teaching practice in the college.

By the end of the day, I should forget all about teaching.

Reading and self-development in professional are unimportant to me.

Providing suitable teaching conditions will increase my enthusiasm for teaching.

Seeing my students in a better job makes me proud.
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"Teachers’ Attitudes towards Teaching as a Career'' Scale

DIRECTIONS

This scale consists of (36) items developed to know attitudes of teachers
toward teaching as a career. There is considerable disagreement as to what these
attitudes should be: therefore, there are no right or wrong answers.

What is wanted is your own individual feeling or believing about what each

item reflects. Thus, I would ask you to read with care the following directions:

7- Do not respond to items in situations of tension or stress in your work.
8- Be as relaxed as you are reading items and understand them clearly.
9- Answers should be realistically as you feel, not as what it should be.
10- There is no limited time for answer, so I hope you choose the right time
and respond to every item.
11- Your answers will be only for the purpose of this research.
12- Mark your answer on the space provided on the answer sheet, as follows:
‘Items SA A U D SD
-Strongly agree, blacken space under
HSAH y 2
- Agree, blacken space under "A" 3
- Undecided, blacken space under "U"
- Disagree, blacken space under "D" . oo
- Strongly disagree, blacken space under § N

e

A,

"SD" L S T T

[ DO NOT MAKE ANY MARKS ON THIS BOOKLET ]
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21.
22.
23.
24.
25.

Teachers’ Attitudes Towards Teaching Scale

Teaching is a profession deserved to be respected.

I would be pleased, if my son / daughter wishes to be a teacher.

I care about using available facilities in school to present an interesting lesson.
There is no privilege in teaching.

Teaching is a source of nuisance.

Teaching requires modification of concepts, methods and aids

Teaching is a job for whom without a job.

Diligence in lesson preparation is a waste of time

I will be glad to be promoted for a training course in my field of specification

. Teachers are more aware of their future ambitions and perspectives.

. Teamwork increases my job enthusiasm.

. I will never feel proud of my job whatever financial facilities I will get
. Teaching profession is worth the effort.

. No need for exchange a classroom's visits between teachers.

. Many teachers have achieved a lot of success.

. The presence of teacher trainees makes me proud of my profession.

. Teaching hinders me from dealing with my daily life.

. If I were not a teacher, I would hope to be a teacher.

. I will be ready to join any training program, even at my own expense.

. Teaching makes me active towards the social matters that concern my students

and community.

The teacher is a good model to be followed.

It frustrates me the delay of the textbooks arrival to the school.
I am a teacher so I am respected.

For me, teaching is a burden not a profession.

What [ am doing is great and has everlasting impacts.
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26.
27.
28.
29.
30.

31

It is a good idea to retire and have good financial facilities.

I do not like giving students extra lessons.

I yearn to read my advisory visit report immediately.

As a teacher, there is no meaning for “comprehensive quality in education .

Teaching is a very impotent profession compared with other official professions.

. In my point of view, no one praises the teaching profession.
32.
33.
34.
35.
36.

Giving teachers 'teaching license' after certain year of experience is a good idea.
I had good memories of teaching practice in the college.
By the end of the day, I should forget all about teaching.
Providing suitable teaching conditions will increase my enthusiasm for teaching.

Seeing my students in a better job makes me proud.
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"Teachers’ Attitudes Towards Teaching Scale'

ANSWER SHEET

Gender Experience In-service training | Specialization CGPA
M w13y 2 | NO a Humanities sciences
F wn | 4-6y 2| 1-3 times S Applied sciences SR

7-10y it | 4-6 times
>10y i | >6times

: Ttems SA A U D SD : R NN e, P

Co1 0 mmomnmommowmmoam

>2 RS 21 o

T3 ‘ 22 arooun
4 23 .o caee
5 s R 24 e
6 -~ 25 '::

.7 g 26 e

N N 27 '::

? 9 N 28 e
10 29 e
11 30 nnoonn
12 > 31 o

13 ) mnoonn

> 14 BRI 33 o

715 g 34 oo
16 35 '::
17 o 36
18 \\\\\\\\\\ AP AV AP SV S SV

.19

D200 mmoommoommoommoomno

212

Tt



- Some teachers follow a variety of techniques for Self-development of their

professional (SPD) abilities. Do you follow the techniques stated below to

develop your professional skills and knowledge:

No. | ITEM Yes | No

1 Refer back to the supervisor or the senior teacher to gain more
knowledge about lessons.

’ Reading external resources in the field of specialization (books,
magazines, periodical etc...)

3 Visit relevant educational sites and forums on the internet.

4 Attend on personal basis specialized seminars and workshops.

5 Read topics published in the Educational Development Bulletin.

6 Exchange ideas with colleagues on topics related to subject of
specialization.

7 Socialize with experienced teachers and others during workshops
and training sessions.

3 Keep a list of specialized sites to refer to whenever deemed
necessary.

9 Contribute to the design of some learning activities to serve
curriculum.

10 Use self evaluation techniques to identify strengths and
weaknesses.

11 Attend lessons taught by colleagues inside classrooms to gain
knowledge and experience.

12 Keen on gaining knowledge and concepts relevant to lessons
before teaching them.

13 | Read about teaching and learning theories.

14 Make use of summer vacations to read curriculum and get
prepared for the new academic year.

15 | Carry out researches on students and their academic attainment.
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APPENDIX F

Teachers Professional Performance Evaluation

Form's Elements, OMAN

The (20) elements, included in the TPPEF, are:
- Professionalism and personal behavior (administered by school
headmasters):
1- Personal appearance.
2- Acceptance of guidance.
3- Relationship with seniors and colleagues.
4- Relationship with parents and students.
5- Strength of personality and class management.
6- Interest in innovating work strategies.
7- Social interaction inside and outside the school.
8- Keenness on professional development.
- Competency in performance (administered by educational supervisors):
O- Identifying and formatting of lesson objectives.
10- Identifying methods, activities and materials.
11- Monitoring evaluation and linking it to objectives.
12- Mastering the content of the subject.
13- Good use of teaching methods.
14- Skilfullness in evaluation of students’ performance.

15- Taking care of activities associated to courses.

214



16- Using proper language.

17- Sticking to annual work plans.

18- Ability to be creative, innovation and contribute to development.
19- Taking care of monthly records of students’ performance.

20- Attendance.
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