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AN INVESTIGATION INTO FACTORS AFFECTING PRIMARY
SCHOOL CHILDREN’S AWARENESS AND ATTITUDES TOWARDS
ENVIRONMENTAL ISSUES IN CHAUNGZONE TOWNSHIP*

Su Chan Myae?, Aung Lin?, Thet Naing Oo3

Abstract

The purposes of this study are (1) to investigate the level of primary school children’s existing
awareness towards environmental issues, (2) to investigate the level of primary school children’s
existing attitudes towards environmental issues, (3) to identify the factors affecting environmental
awareness of primary school children, and (4) to identify the factors affecting environmental
attitudes of primary school children. Descriptive method was used in this research. The reliability
coefficient (Cronbach’s Alpha) of questionnaire was 0.83. In qualitative study, interview and
observation were used. A proportional stratified sampling was used to select 354 primary school
children from 38 Basic Education Schools in Chaungzone Township. The parents of the children
and teachers who taught at primary level also participated in this study. Among them, 20 teachers
and 20 parents were purposively selected for qualitative study. Descriptive statistics, Item Percent
Correct (IPC), Independent Samples t Test, One-Way ANOVA, post-hoc test by Tukey, and
Multiple Regression were used for the analysis of quantitative data. In analyzing qualitative data,
the cyclical process was used. According to the findings, it was found that most of the primary
school children have satisfactory level of environmental awareness and above satisfactory level of
environmental attitudes. Regarding the factors affecting children’s environmental awareness, the
first predictor was their concern towards environmental issues and the second one was their out-of-
school experience. Concerning the factors affecting children’s environmental attitudes, the first
predictor was their interest towards environmental issues, the second one was their in- school
experience and the third one was gender. Qualitative study suggested that children who got the
opportunity to participate in out-of-school experience and connect the lesson with the natural
environment conveyed more environmental awareness than those of others.

Keywords: Environmental Awareness, Environmental Attitudes

Introduction

Environmental education is the effective way to address the environmental problems and
strengthen for conservation of nature. It plays a key role to attain both self-responsibility and self-
awareness on current environmental issues and challenges and to be noticed that every citizen has
the duties to address those matters and challenges.

Educating people is one of the measures to bring the needed awareness and sensitivity
towards protecting the environment. In order to strengthen knowledge and understanding about
the environment and be more aware on the world’s current condition, school, parents and
community need to collaborate to convey adequate awareness and inculcate the right
environmental attitudes in young generation, especially children.

Myanmar is also one of the countries which are facing a wealth of new and challenging
environmental problems every day. As the effects of climate change, Myanmar experiences rising
temperatures, greater frequency of intense rainfall and severe cyclones along Myanmar’s coastline.
Land degradation, urban solid waste management and deforestation are also increasing problems
in Myanmar. Then, in Chaungzone Township, the major economy is paddy and rubber plantation.
But, some people use chemical fertilizer for the nutrition of the plant to control agricultural
productivity and quality. The improper fertilization can lead to water, soil and air pollution. In
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3 Dr., Associate Professor, Department of Educational Theory, Yangon University of Education
* Best Paper Award Winning Paper in Educational Theory (2020)
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order to handle environmental problems, it is very important to emerge environmentally literate
children who know about environment and are aware of the environmental problems.

Keeping in mind these issues, it was intended to find out the environmental awarenessand
environmental attitudes of primary school children in Chaungzone Township.

Objectives of the Research
General Objective

The main objective of this study is to investigate factors affecting primary school
children’s awareness and attitudes towards environmental issues.
Specific Objectives
The specific objectives of this study are as follows:
(1) To investigate the level of primary school children’s existing awareness towards
environmental issues

(2) To investigate the level of primary school children’s existing attitudes towards
environmental issues

(3) To identify the factors affecting environmental awareness of primary school children
(4) To identify the factors affecting environmental attitudes of primary school children

Research Questions
This study is targeted on the following questions:
(1) What is the level of primary school children’s existing awareness towardsenvironmental
issues?
(2) What is the level of  primary school children’s existing attitudes towards
environmental issues?
(3) What are the factors affecting environmental awareness of primary school children?

(4) What are the factors affecting environmental attitudes of primary school children?

Scope of the Research

This study was conducted in Chaungzone Township, Mon State. Primary schoolchildren
who were attending Grade IV, their parents and teachers who were teaching at primary level from
those schools were participated in this study.

Definition of Key Terms

Environmental Awareness is defined as conscious of the problem and dangersfacing mankind
and environment and pressing need for positive action to control the dangers and undesirable
impact of man activities and demand upon the environment (Environmental Education Committee,
Kenyatta University College, 1980, cited in Boiyo, 2014).

Environmental Attitudes involves set of values and feelings of concern for the environment and
motivation for actively participating in environmental improvement and protection (UNESCO,
1978).
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Operational Definitions

In this study, Environmental Awareness is operationally defined as the children’s
awareness of the problems concerning conservation of resources, pollution, and generalissues and
positive action to control these problems.

Environmental Attitudes is operationally defined as the desirable attitudes on children’s values
and feeling of concern that reflects conservation and protection of the environmental resources.

Theoretical Framework
The goals of environmental education which were agreed in the Thilisi Declaration are

e to foster clear awareness of, and concern about, economic, social, political andecological
interdependence in urban and rural areas;

e to provide every person with opportunities to acquire the knowledge, values, attitudes,
commitment and skills needed to protect and improve the environment;

e to create new patterns of behaviors of individuals, groups and society as a whole
towards the environment

The categories of environmental education objectives which were established at the Tbilisi
conference are (1) Awareness, (2) Knowledge, (3) Attitude, (4) Skills and (5) Participation
(UNESCO, 1997, cited in Palmer & Neal, 1994).

According to Palmer & Neal (1994), environmental education needs to fall on threefold structures:

1) Education in the environment focuses on facilitating environmental education
experiences in nature and inspiring children to develop relationships with the natural world. The
primary school children need to be involved in learning process through the environmentby
working outside the classroom, developing skills of enquiry and exploration within the local area,
developing problem-solving skills and critical and creative thinking skills.

(2 Education about the environment is concerned with building environmental knowledge,
understandings, and awareness of ecological processes. The primary school children should
develop knowledge and understanding of the natural process which takes place in the environment,
how life is dependent on the environment, the impact of human activities on the environment,
environmental issues, the importance of effective action to protect the environment, the role of
science and technology in the development of societies and their impact on the environment.

(3) Education for the environment is mainly directed towards promoting positive
conservation behaviours and environmental action. For being educated for the environment, the
children should be interested in and learn to appreciate their environment through the careof living
things and their habitats in and around the school, respect for their environment through relevant
and interesting studies of it, seek solutions to environmental problemswithin the school and the
local area, appreciate the resilience, fragility, and beauty of nature.

Environmental Awareness. Based on the UNESCO report in reorienting teacher education to
address sustainable development guideline and tools by Steele (2012) and the Myanmar’s National
Environmental Performance Report 2007-2010, children need to have awareness on conservation
of resources (energy, forest, water), pollution (air pollution, water pollution, soil pollution) and
general issues concerning environmental problem.

Environmental Attitudes. In the early stages of life on earth, the hazards presented by the
environment were inanimate — broadly speaking the inclemency of the elements — but as life
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developed, or evolved, it became self-predatory so that the weaker and the smaller were consumed,
or deprived of their food, by the stronger and the bigger (Dr. Khin Zaw, 2001).

In order to preserve all species of animals on the earth, the balance of ecological system
needs to be considered. Based on the Models of Ecological Values by Wiseman and Bogner (2003),
there are two factors of environmental attitudes; preservation and utilization attitudes. Preservation
Attitudes is a bio-centric dimension that reflects conservation and protection of the environment’s
resources and these attitudes will involve intent to support, care with resources and enjoyment of
nature. Utilization Attitudes is an anthropocentric dimension that reflects the utilization of natural
resource and this attitude will involve altering nature and human dominance.

There are possible factors affecting children’s awareness and attitudes towards
environmental issues:

In-school Experience: This involves playing and visiting in the school park, inquiring the nature
of plants and animals, investigating environmental issues, and participating in environmental
education activities in the school environment.

Out-of-school Experiences: This includes recreation in nature, observing different types of plants
and animals, and inquiring the types of water and soil in local environment.

Home: It includes parents’ knowledge, their interest and concern towards environmental issues,
and their attitudes towards environmental education.

Environmental Education Given by Teachers: Environmental awareness and attitudes of children
can be increased because of the teachers’ knowledge and attitudes on environmental issues and
their environmental education activities.

Media: It is a means of public communication and environmental awareness and attitudes are
expanded through media education. This includes printed media (magazines, journals, books,
newspaper) and electronic media (radio, television, video, internet).

Methodology

Quantitative and qualitative methods were used in this study. For quantitative study,
descriptive research design was used and data were collected through questionnaire. A set of
questionnaire was developed after reviewing related literature. For content validity, the advice and
guidance were taken from the 11 expert educators. The reliability coefficient of questionnaire was
0.83. The participants of this study were 354 primary school children. Proportional stratified
sampling was used.

In this study, schools were classified into three groups. The first group involvingBasic
Education Primary Schools and Basic Education Post Primary Schools was categorizedas Group 1
Schools. The second group including Basic Education Middle Schools and Basic Education Middle
Schools (Branch) was assigned as Group 2 Schools. The third group including Basic Education
High Schools and Basic Education High Schools (Branch) was regarded as Group 3 Schools.
According to this classification, there were 29 Basic Education Primary Schools and 1 Basic
Education Post Primary School in Group 1 Schools, 2 Basic Education Middle Schools and 1 Basic
Education Middle School (Branch) in Group 2 Schools, and 4 Basic Education High schools and
1 Basic Education High School (Branch) inGroup 3 Schools.

Descriptive statistics, Item Percent Correct (IPC), Independent Samples t Test, One- Way
ANOVA, post-hoc test by Tukey, and Multiple Regression were utilized for the analysisof
quantitative data. In scoring the response to the items relating to environmental awareness and
environmental attitudes, the value less than 50% is considered as below satisfactory level, the
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value between 50% and 74% as satisfactory level, and the value grater than or equal75% as above
satisfactory level. To explain the factors affecting primary school children’s awareness and
attitudes towards environmental issues, in-school experience, out-of-school experience, interest,
and concern towards environmental issues included in the childrenquestionnaire were analyzed by
using descriptive statistics.

For qualitative data, the researcher selected purposively ten schools based on the results of
quantitative data analysis. Qualitative method was also used to get more definite information about
factors affecting primary school children awareness towards environmentalissues.

Findings
Quantitative Findings

Research Question (1) Investigating the level of primary school children’s existingawareness
towards environmental issues

Table 1 Numbers and Percentages of Primary School Children Showing the Level of

Environmental Awareness (N=354)
Scoring Range No. of Students Remark
<50% 53 (15%) Below Satisfactory Level
50%-74% 154 (43%) Satisfactory Level
>75% 147 (42%) Above Satisfactory Level
Scoring range: <50% = Below Satisfactory 50%-74% = Satisfactory >75% = Above Satisfactory

According to the table, 53 (15%) of total students were below satisfactory level, 154 (43%)
of students were at satisfactory level, and 147 (42%) of total students were above satisfactory level.

Table 2 One-Way ANOVA Result Showing Primary School Children’s Environmental

Awareness Grouped by School Group (N=354)
Variables Sum of df Mean F p
Squares Square
Environmental Between Group 166.803 2 83.402 | 6.182 | .002**
Awareness Within Group 4735.027 351 13.490
Total 4901.831 353

Note: *p<.05, **p<.01, ***p<0.001, ns= not significant

According to One-Way ANOVA result, it was found that there was a significant
difference in environmental awareness of primary school children among school groups.

Table 3 Tukey HSD Result Showing Primary School Children’s Environmental Awareness

Grouped by School Group (N=354)
Variables (1) School (J)School Mean Difference (1-J) p
Environmental Group 2 Group 1 -1.963* .005**
Awareness Group 3 -2.430* .002**

*p<.05, **p<.01, ***p<0.001, ns= not significant

According to the table, Post hoc Tukey test indicates that there were significant differences
in environmental awareness between children from Group 1 schools and Group 2 schools and
between children from Group 2 schools and Group 3 schools.
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Research Question (2) Investigating the level of primary school children’s existing attitudes
towards environmental issues

Table 4 Numbers and Percentages of Primary School Children Showing Desirable Attitudes

towards Environmental Issues (N=354)
Scoring Range No. of Students Remark
<50% 6 (2%) Below Satisfactory Level
50%-74% 159 (45%) Satisfactory Level
>75% 189 (53%) Above Satisfactory Level

Scoring range: <50% = Below Satisfactory 50%-74% = Satisfactory >75% = Above Satisfactory

According to the table, it was found that 6 (2%) of total students were below
satisfactory level, 159 (45%) of total students were at satisfactory level and 189 (53%) of total
students were above satisfactory level.

Table 5 Independent Samples t Test Showing Primary School Children’s
Environmental Attitudes Grouped by Gender (N=354)
Variable Gender t df p
Environmental  [Male -2.411 352 .016*
Attitudes Female

*p<.05, **p<.01, ***p<0.001, ns= not significant

According to the table, a significant difference in attitudes towards environmental
issues was found by their gender.

Table6 One-Way ANOVA Result Showing Primary School Children’s Environmental

Attitudes Grouped by School Group (N=354)
Variables Sum of Squares| df | Mean Square F p
Environmental |Between Group|128.100 2 164.050 6.398 | .002**
Attitudes Within Group [3513.685 351 [10.010

Total 3641.785 353

*p<.05, **p<.01, ***p<0.001, ns= not significant

According to the table, It was found that there was a significant difference in environmental
attitudes among school groups.

Table 7 Tukey HSD Result Showing Primary School Children’s Environmental Attitudes

Grouped by School Group (N=354)
Variables (1) School (J)School Mean Difference (1-J) p
Environmental Group 2 Group 1 -1.892" .001**
Awareness Group 3 -1.830" .010*

*p<.05, **p<.01, ***p<0.001, ns= not significant

According to the table, there were significant differences in environmental attitudes
between the students from Group 2 School and Group 1 School, and between the students from
Group 2 School and Group 3 School.
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Table 8 Mean Values and Standard Deviations of Primary School Children’s In-school

Experience and Out- of-school Experience (N=354)
No. Variables Mean SD
1  |In-school Experience 2.67 0.65
2 |Out-of-school Experience 2.39 0.69
Scoring range: 1.00-1.80 =never 1.81-2.60 =seldom, 2.61-3.40=sometimes
3.41-4.20 =often 4.21-5.00=always

For in-school experience, the average mean value was 2.67. It can be noted that the children
sometimes participated in in-school experience. The mean value for out-of-school experience was
2.39. It was found that they seldom participated in out-of-school experience.

Table 9 Mean Values and Standard Deviations of Primary School Children’s Interest and

Concern towards Environmental Issues (N=354)
No. Variables Mean SD
1 (Interest 3.36 0.84
2 |Concern 3.54 0.79
Scoring range:
Interest:  1.00-1.80 = not interested 1.81-2.60 =slightly interested
2.61-3.40 = moderately interested 3.41-4.20 =very interested
4.21-5.00 = extremely interested
Concern:  1.00-1.80 =not concerned 1.81-2.60 = slightly concerned
2.61-3.40 = moderately concerned 3.41-4.20 = very concerned

4.21-5.00 = extremely concerned

According to the table, the average mean value was 3.36 and it can be noted that primary
school children were moderately interested in environmental issues. For Environmental Concern,
the average mean value was 3.54. It can be regarded that primary school children were very
concerned towards environmental issues.

Research Question (3) Factors affecting environmental awareness of primary school children

Five variables were identified as predictors of primary school children’s Environmental
Awareness (EA): In-school Experience (IE), Out-of-school Experience (OE), Interest (1),
Concern(C), and School Group (SP). Simultaneous multiple regression was conducted to
investigate the best predictor of their Environmental Awareness. The combination of variables for
predicting Environmental Awareness included In-school Experience (IE), Out-of-school
Experience (OE), Interest (1), Concern(C), and School Group (SG), F (5,348) = 9.222

Table 10 Simultaneous Multiple Regression Analysis for Factor Predicting Primary
School Children’s Environmental Awareness

Variables B SEB B p
In-school Experience A1 07 |11 .051
Out-of-school Experience 14 07 |12* .049
Interest .03 .08 |03 132
Concern 22 .08  |.20** .006
School Group 07 .04 108 123
Constant 1.11 18 .000

R=.34, R?=11, F (5,348 )= 9.222 *p<.05, **p<.01, ***p<0.001,
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The Beta coefficients were presented in the table. Out-of-school experience of the children
and their concern towards environmental issues significantly predicted their environmental
awareness when all five variables were included. The adjusted R squaredvalue was .11
(R=.34). This indicated that 11% of the variance in children’s awareness towards environmental
issues was explained by the model, and this is smaller than typical effect.

According to Beta weights, concern towards environmental issues variable (B = .20, p<.01)
appears to be the best predictable of children’s environmental awareness. Out-of- school
experience variable (f=.12, p<.05) appears to be the second predictor of children’s environmental
awareness. Children’s in-school experience, their interest towardsenvironmental issues and the
school group appear to be important for their environmental awareness

Concern

Out-of-school
Experience

In-school p=.11 Environmental
Expericnce | — — — — — — — — — — Awareness

- -
—
-—

-
-—
-

School Group _

Interest

--------- » Predicting on children’s environmental awareness (not significant)
——» Predicting on children’s environmental awareness (statistically significant)

Research Question (4) Factors Affecting environmental attitudes of primary school children

To investigate the best predictors of Environmental Attitudes (EA) of primary school
children, simultaneous multiple regression was conducted to identified six variables as predictors:
In-school Experience (IE), Out-of-school Experience (OE), Interest (1), Concern(C), Gender (G)
and School Group (SG). 8

Table 11 Simultaneous Multiple Regression Analysis for Factor Predicting Primary

School Children’s
Environmental Attitudes B SEB B p
(354) Variables

In-school Experience 11 .05 A12* .033
Out-of-school Experience .02 .05 .02 .683
Interest .16 .06 21%* .004
Concern 12 .06 11 .051
Gender 17 .05 16** .001
School Group .00 .03 .00 935
Constant 1.38 0.16

R=.41, R=15, F (6,347) = 11.439 *p<.05, **p<.01, ***p<0.001,
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The Beta coefficient were presented in the table. Interest, gender and in-school experience
significantly predicted primary school children’s environmental attitudes when all six variables
were included. The adjusted R squared value was .15 (R = .41). This indicates that 15% of the
variance in environmental awareness explained by the model. This is a medium effect according
to Cohen (1988).

According to Beta weights, Interest variable (3= .21, p < .01) appears to be the best
predictor of primary school children environmental attitudes and Gender variable (Beta = .16, p <
.001) appears to be the second predictor of environmental attitudes. In-school experience (Beta =
.12, p <.05) appears to be the third predictor of primary school children’s environmental attitudes.
It was shown in figure.

Out-of-school o
Experience

Figure 2 Potential Factors Affecting Primary School Children’s Environmental Attitudes
Notes

"""""" > Predicting on children’s environmental attitudes (not significant)
> Predicting on children’s environmental attitudes (statistically significant)
—s Concern

Environmental

Gender Awareness

~
N

Out-of-school
Experience

Figure 3 Potential Factors Affecting Primary School Children’s Environmental Awareness and
Attitudes
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Qualitative Findings
The Result of Interview

Twenty teachers and twenty parents from ten schools participated in this interview. The
schools were selected according to the environmental awareness level of the students. The schools
were divided into two groups: Group A and Group B. Group A involved one Basic Education High
School, one Basic Education Middle School and three Basic Education Primary Schools with high
level of environmental awareness and Group B included one Basic Education High School, one
Basic Education Middle School and three Basic Education Primary Schools with low level of
environmental awareness. In each group, there were ten teachers; two teachers from each school
were interviewed. In parents section, participants were also selected in the same way.

(1) Environmental Awareness and Environmental Attitudes

Regarding environmental awareness of teachers and parents, the interviewed result
revealed that all teachers and parents from both groups were aware of the causes and consequences
of deforestation because they could explain that deforestation occured due to cutting trees for
commercial purpose without reforestation, agricultural use of land, and the extreme use of timber
products. They were also aware that the lack of plants and trees could cause the change in climate
which leads to the problems for the survival of all beings.

Regarding awareness on pollution, all teachers from both groups had awareness on the
causes and consequences of air pollution. Although parents from group A realized the impact of
air pollution and could name the diseases caused by it, parents from group B could only give the
answer that it had negative effect on human health. Most teachers and parents from Group A and
B could mention the cause of water pollution like throwing solid and industrial wastes into water
bodies and they also had awareness on the consequences of water pollution because most of them
mentioned that it has a serious effect on human health and aquatic life. Moreover, most teachers
and parents from both groups were knowledgeable on how to manage solid wastes. Concerning the
use of chemical fertilizers, pesticides and insecticides most teachers and parents from both groups
gave a complete explanation on the harmful effect of the chemical fertilizers, pesticides and
insecticides. Regarding endangered species, most teachers and parents had a desire to preserve, but
a few of group A teacher gave the response on how to preserve these species.

Regarding environmental attitudes of teachers and parents, the interviewed result revealed
that a few teachers from group A and some teachers from group B considered that natural resources
could provide for the need of people forever. Over half of Group A teachers and parents though
that environment exists for utilization by people and over half of Group B teachers and parents
considered it was not concerned with people only. Most teachers and parents from Group A and
Group B had the attitudes that people could not change the environmental setting in order to supply
the needs of people.

(i) In-school Experience and Out-of-school Experience

Group A Teachers: Based on the result of interview, 50% of teachers from Group A (n=5)
said that, in practical, they did not perform any events concerning environmental education. In
contrast, only one teacher said that she delivered her students current environmental issues and
news. However, 40% of teachers from Group A (n=4) replied that they always try to share their
knowledge to their students because they wanted to give more knowledge about ecology and
persuade their students by explaining the law of nature in order to permeate the feeling of loving
nature. Moreover, they also delivered the awareness on not to destroy the plants and trees.
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With regard to in-school experience, 30% of the Group A teachers (n=3) said that they gave
their students environmental education in connection with science subjects in school curriculum.
Furthermore, 20% of teachers from Group A (n=2) responded that they hold panel discussion and
talk show program for environmental education. Nevertheless, 50% of teachers from Group A
(n=5) stated that they frequently did activities of plantation around the school.

As out-of-school experience, 50% of teachers from Group A (n=5) presented that they
arranged for exploration trip concerning the knowledge on different types of plants; either what is
the difference between Gymnosperms and Angiosperms or how to classify flowering and non-
flowering plants. One of the teachers who performed exploitation trip continued that she also
participated in regional plantation ceremonies.

The rest of 50% of the teachers from Group A (n=5) did not perform such kind of activities
mentioned in above.

Group B Teachers: As in-school experiences, one of Group B teachers taught her students in
connection with science subject in school curriculum. A few of Group B teachers (20%) organized
for panel discussion and talk show about the environmental education. Just over half of surveyed
(60%) organized to make such kind of activities such as plantation around the school.

Moreover, 60% of teachers from Group B (n=6) said that they rarely took their students to
out of schools for the purpose of observing nature. Among them, one of the teachers from Group
B said that she sometimes explained current environmental issues and 40 % of teachers from Group
B (n=4) explained about ecology to their students. They also continued that they explained the
students to love the nature and the importance of plants and tree.

Group A and Group B Parents: In response to that question, 50% of parents from Group A (n=5)
and 40% of Group B parents (n=4) said that they asked their children to plant trees and to throw
rubbish systematically. One of the parents from group A replied that painting was the best way to
give environmental education because children were more interested in picture and colour and it
could attract them. Another one of the Group A teacher also said that she sometimes took her
children to garden and forest to love and feel the beauty of nature. One of the Group B parents said
that nurturing the children to love the nature since their childhood could instill the preservation
attitudes in them. In contrast, one of the Group B parents said that giving environmental education
was not the task of parents and it was the duty of teachers.

The Result of Observation

The Result of Observation revealed that some schools had green environment, but
cultivation of plants by students themselves was rarely occurred. Most of the schools had
magazines, journal and books which were arranged in the school library. A few schools displayed
connecting the lesson with the natural environment.

Discussion

According to Jackson (2005, cited in Boiyo, 2014), one of the best ways to preserve the
environment is to create environmental awareness among society especially students. In the
findings, although most of the primary school children were at satisfactory level concerning
environmental awareness, 15% of students were below satisfactory level. The result of quantitative
findings demonstrated that it needs to promote the collaboration with independent experts and third
party institutions which mainly emphasize on environmental conservation to perform various kinds
of activities such as giving lecture to primary school children and holding impromptu talk, and
essay competition concerning environmental issues. Qualitative finding also revealed that
recycling habits were rarely found in school and most of parents had little knowledge of
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conservation of wildlife. Moreover, even though teachers and parents had known much
information on causes and consequences of environmental issues, children from a few schools had
got the opportunities to learn outside the classroom as a natural extension of the working
environment and develop skills of enquiry and exploration within the local area for raising
awareness among them. Since the children as the future leader play a very important role in the
development of a country, it is very essential for them to know about the environment. They can
apply this knowledge and can be better citizens in the future. According to Palmer and Neal (1994),
the use of the environment as a resource for learning enables the development of a great deal of
knowledge and understanding and skills of investigation and communication.

Investigating primary school children’s attitudes towards environment plays an important
role in enhancing their preservation attitudes towards environment. According to Palmer and Neal
(1994), encouraging children to explore their personal response to the relation with the
environment and environmental issues is linked to the development of attitudes and values. In the
findings, a few children were below satisfactory level regarding desirable attitudes towards
environments although most of them were at above satisfactory level and satisfactory level. The
results of qualitative findings pointed out that some schools had given little opportunity to children
to connect the lesson to the natural environment and the children did not also participate in creating
green environment around the school. Moreover, the attitudes of the teachers and parents can
influence their children because some of them believed that the natural resources had no limitation
and it could fulfill the need of the people all the time.

Davis (1998) stated that education in environment aims to enhance positive feelings and
attitudes towards nature and natural elements. As in-school experience, gquantitative findings
pointed out that although children sometimes participated in cultivating, watering flowers and
plants in school, playing in the surrounding of the school compound, they seldom participated in
Impromptu talk and debate concerning the environmental issues, creating toys and souvenir with
the waste products, investigating various types of insects, and participating in essay competition
concerning the environment. It may be concerned with the environmental education opportunity
given by the school because even though teachers often practice on such activities as explaining
the environmental-friendly behaviour, asking students to participate in planting flowers and trees
in their environment, using relevant first-hand resources and real life experience as a basis for
learning, they rarely held competition concerning essay writing, and impromptu talk on
environmental conservation.

The benefit of undertaking out-of-school experiences is the best strategy to acquire
information through hands-on experiences. From these experiences, they are enable to analyze on
environmental problem and will also able to conduct on problem solving of current environmental
issues and changes. One of the possible facts that accumulation of knowledge and information
form out-of-school experiences raise their awareness capacity in addressing environmental
problems.

In this study, the findings pointed out that there was no significant difference in
environmental awareness between male students and female students. But, a significant difference
was found in environmental attitudes between male students and female students. It is in line with
what Hassam, Rahman and Sharifah (n.d.) and Sakar (2011) examined that female students had
higher attitudes to environment as compared to male students. The results obtained in this study
also indicated that female students have higher environmental attitudes than male students.
According to socialization theory, females tend to assume ‘caregiver’ roles more than males, which
in turn make them abler to understand their locality and the world. As a result, females can feel
compassion for the ecological environment. Taking socialization theory into consideration,
different socialization of males and females can be claimed as being the reason for the gender
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difference in environmental attitudes and responsibility favoring females. Females are socialized
to be more altruistic, cooperative, nurturing, and interdependent while males are socialized to be
more independent and competitive (Zelezny, Chua, & Aldrich, 2000).

Research findings proved that environmental concern and out-of-school experiences are
the factors affecting environmental awareness of primary school children. As out-of-school
experience, the findings pointed out that although primary school children sometimes participated
in planting flowers and trees in the home surrounding, observing animals in the home surrounding,
and discovering to the place where crops are growing, they never participated in going a picnic to
forest and mountain and seldom participated in playing and wandering along the river and forest,
observing birds and animals in the nature, and visiting to the zoo. Then, they seldom participated
in these experiences. According to informal interview, it was found that children were brought only
to the place near the school compound as out-of-school experience in some schools and most
schools did not perform such activities. Chan. koon-chai (1995) stated that students may obtain
various environmental education through participation in a number of extracurricular activities, in
special meeting or field visit to country parks and various outdoor education activities

Conclusion
Research findings could be combined as follows:

1. Regarding environmental awareness, 53 (15%) of primary school children had below
satisfactory level, and 154 (43%) of children were in satisfactory level, and 147 (42%) of
children were in the above satisfactory level. Hence, it can be regarded that most of the
primary school children had satisfactory level of awareness towards environmental issues.

2. Regarding environmental attitudes, 6 (2%) of primary school children had below
satisfactory level, and 159 (45%) of children were in satisfactory level, and 189 (53%) of
children were in the above satisfactory level. It can be regarded that most of the primary
school children had above satisfactory level of desirable environmental attitudes.

3. According to gender group, t test results indicated that no significant difference was found
in environmental awareness between the group of male students and that of female students.
But, there was a significant difference in environmental attitudes of primary school children
between the group of male students and the group of female students.

. Concerning in-school experience of the primary school children, primary school children
sometimes participated in in-school experience. As out-of-school experience, primary
school children seldom participated in out-of-school experience.

. Concerning interest and concern towards environmental Issues, primary school children
were moderately interested in environmental issues. Moreover, primary school children
were very concerned to environmental issues.

6. According to the result of simultaneous multiple regression, it can be concluded that
concern towards environmental issues becomes the best predictor for environmental
awareness. Out-of-school experience becomes the second predictor for environmental
awareness.

7. Concerning environmental attitudes, it can be concluded that interest in environmental
issues becomes the best predictor for environmental attitudes. Gender becomes the second
predictor for environmental attitudes. In-school experience becomes the third predictor for
environmental attitudes.

8. According to the qualitative findings, most teachers and parents had awareness on the cause
and consequences of deforestation, air pollution, and water pollution. They also had
knowledge on how to manage solid waste. They could give a complete explanation on the
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harmful effect of chemical fertilizers, pesticides and insecticides. Concerning endangered
species, although they had a desire to preserve to these species, the challenge is that they
had a little knowledge on this issue. Regarding environmental attitudes, most teachers and
parents from Group A perceived that natural resources could not exist for a long time
without conservation. But, the rest of them thought that it would always fulfill the needs of
people. Most of teachers and parents also accepted that nature does not exist for the
utilization of people only. To preserve the environments, most parents and teachers gave
emphasis on the issues of deforestation, air pollution and water pollution. In giving
environmental information to children, they usually talk about the importance of plants and
trees and emphasize the role of education for environmental sustainability. Group A
teachers and parents gave more opportunity concerning in-school experience and out-of-
school experience to students.

Recommendations
The following recommendations are based on the analysis of research findings.

Children should be given the opportunities to engage in the activities of education in the
environment, education about the environment and education for the environment.

Children should be given the opportunities to participate in environmental education
through action taking like awareness raising, negotiation, persuasion campaigns and
rehabilitation of degraded areas in order to promote their attitudes towards the
environmental conservation.

School should collaborate with environmental educators to foster environmental literacy of
primary school children by engaging them in activities.

A school garden should be set up in every school by encouraging children to cultivate plants
individually or in group because children will get a feeling of ownership and try to conserve
their own environment.

Every school should have adequate arrangements for planning and implementing a
programme of environmental education.

Classroom should be decorated with some educational infographic tools like posters,
photographs, charts and informative artworks to raise environmental awareness of the
children.

Educators should increase the willingness of parents to let their children play in nature by
developing targeted programming that fills specific community needs and by creating safe,
supervised outdoor spaces for children.

School should use a range of resources in teaching environmental education including trips

to museums, gardens, backyards, wetlands, national parks, camping, building trees houses,
etc.

School should include environmental studies as part of the extra-curricular activities.

Parents should help their children connect to nature by providing access and encouraging
play and exploration.

Female should participate in future environmental activism more and more because they
tend to preserve the environment than males and they play a key role in household
management as well as in educating their children and family.

All teachers should have the capacity to provide environmental education and these should
study at local, national and global levels.

Teachers should be familiar with the goals and objectives of environmental education and
the evaluation techniques for supporting the set environmental goals.
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14. The teacher should use the approaches that are suitable and interesting for pupils such as
using the resources from the local environment, simple investigative techniques, critical
thinking and problem solving, and story-telling.

15. Department of Basic Education should lay down a policy which can perform as bridge
within schools and third-party institutions who are focusing on environmental conservation
and awareness.

16. Government should organize Environmental Education campaign programmes for children,
youth, men and women.

17. NGOs (at national and community levels) should initiate and help by awareness campaigns
to save environment.

18. Environmental Education (EE) should be integrated and implemented in every subject of
the curriculum.

Need for Further Research

This study has been conducted on primary school children with special focus on their
awareness and attitudes towards environmental issues. It is necessary to investigate their skills and
participation for conservation of environment. As this study has mainly examined on primary
school children’s awareness and attitudes, other factors affecting middle school and high school
children’s awareness and attitudes towards environmental attitudes are here by recommended for
further studies.
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RELATIONSHIP BETWEEN TEACHER-STUDENT INTERACTION AND
STUDENT ENGAGEMENT

Moe Thuzar Kyaw"

Abstract

The current study focused specifically on students’ perceptions of teacher-student interaction and
their engagement. The purpose of this paper is to investigate the relationship between students’
perceptions of teacher-student interaction and their engagement. Quantitative research method was
used in this study. Thirty eight percent of fifth year students at Sagaing University of Education
were selected as the participants of this study by using simple random sampling method. In this
study, “Questionnaire for Students” was used to collect the required data. In this questionnaire, two
instruments; instrument one which investigated the students’ perceptions of teacher-student
interaction developed by the researcher and instrument two which investigated the perceptions of
students on their engagement developed by Lam and Jimerson (2008). According to the results of
the study, students’ perceptions on teachers’ dominant interaction, cooperation interaction, and
submissive interaction dimension were high level and opposition interaction dimension was
moderate level. For the students’ engagement, they perceived that affective engagement and
cognitive engagement dimensions were high level and behavioural engagement dimension was
moderate level. When examining the relationship between students’ perceptions of teacher-student
interaction and their engagement, teachers’ dominant interaction (r=.415, p < 0.01) was positively
and moderately correlated with students’ engagement, teachers’ cooperation interaction (r= .499,
p <0.01) was positively and moderately correlated with students’ engagement, teachers’ submissive
interaction (r=.477, p <0.01) was positively and moderately correlated with students’ engagement.
Furthermore, teachers’ opposition interaction (r=.233, p < 0.01) was positively and low correlated
with students’ engagement. This study suggested to fill three basic needs of students; competence,
relatedness and autonomy.

Keywords: Teacher-Student Interaction, Student Engagement.

Introduction

Receiving quality education is an important cornerstone in the lives of every individual.
To fill these needs, a successful learning environment is a crucial role in student learning. This
influence, or power, can significantly impact the learning environment, which, in turn, affects a
student’s achievement in school. The most powerful weapon teachers have, when trying to foster
a favorable learning climate, is a positive relationship with their students (Boynton & Boynton,
2005 as cited in Varga, 2017).

Relationships are needed to create between student and teacher in an effective classroom.
Connell & Wellborn (1991, as cited in Skinner & Belmont, 1993) stated that student engagement
is optimized when the social context fulfills children’s basic psychological needs. When students
feel a sense of control and security in the classroom, they are more engaged because they approach
learning with enthusiasm and vigor. Students become active participants in their own education
(Skinner & Green, 2008; Maulana, Opdenakker, Stroet, & Bosker, 2013, as cited in Varga, 2017).
Engagement increases when students feel their environment at school satisfies their need for
autonomy, competence, and relatedness (Wang & Eccles, 2013, as cited in Pettis, 2017).

Research has indicated that the relationship between teachers and students is an important
predictor of academic engagement and achievement. Students who perceive their teachers as more
supportive have better achievement outcomes (Boynton & Boynton, 2005; Spilt, Koomen, & Thijs,
2011; Skinner & Green, 2008; Rimm-Kaufman & Sandilos, 2012; Gehlbach, Brinkworth, &
Harris, 2012, as cited in Varga, 2017). Additionally, the learning environment plays a significant
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role in maintaining student interest and engagement. If students have positive relationships with
their teachers, they will be more engaged and thus more motivated throughout each of their classes
(Varga, 2017). Therefore, it is essential that teachers consider the nature of the work itself. When
academic activities are interesting, challenging, fun, and relevant to the lives of students, students
will want to put forth more effort and engage in these activities. When a teacher creates a
welcoming environment and considers the needs of the students, learning outcomes will be ideal—
students will effectively perform tasks they find personally important or interesting (Maulana
et al., 2013, as cited in Varga, 2017).

Aim of the Study

The main aim of this study is to explore the relationship between students’ perceptions of
teacher-student interaction and student engagement in Sagaing University of Education.

The specific aims of this study are:

(1) To find out students’ perceptions of teacher- student interaction in Sagaing University of
Education,

(2) To examine students’ perceptions of their engagement in Sagaing University of Education,
and

(3) To explore the relationship between teacher-student interaction and student engagement in
Sagaing University of Education.
Research Questions

(1) What are students’ perceptions of teacher-student interaction in Sagaing University of
Education?

(2) What are students’ perceptions of their engagement in Sagaing University of Education?
(3) Is there any relationship between teacher-student interaction and student engagement in
Sagaing University of Education?
Definitions of Key Terms

Teacher-Student Interaction: Teacher-student interaction refers to interaction that is meaning-
focused and carried out to facilitate the exchange of information and prevent communication
breakdowns (Ellis, 1990, as cited in Hanum, 2016).

Student Engagement: Engagement is the quality of effort students themselves devote to
educationally purposeful activities that contribute directly to desired outcomes (Hu & Kuh 2001,
as cited in Trowler, 2010).

Operational Definition

Teacher-Student Interaction: In this study, teacher- student interaction includes four dimensions.
They are dominance interaction, cooperation interaction, submission interaction and opposition
interaction.

Dominance Interaction: It is teachers’ interaction whose display strict behavior and leadership
behavior.

Cooperation Interaction: Teachers who displays helping, friendly, and understanding behavior
use this interaction.
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Submission Interaction: Teachers give freedom and behave uncertain behavior with their students
in this interaction.

Opposition Interaction: Teachers treat their students with dissatisfaction and admonishing
behavior in opposition interaction.

Student Engagement: Student engagement is measured by behavioral, cognitive and emotional
dimensions in this study.

Behavioral Engagement: Behavioral engagement is the extent in which students are engaged in
learning activities within the classroom.

Cognitive Engagement: Cognitive engagement is a student’s attempt to learn.

Affective Engagement: Affective engagement is the student’s psychological feelings about
assigned learning activities.

Review of Related Literature

Historical Background of Teacher-Student Interaction

Constructivism is a theory of learning. As such, a constructivist approach to learning sees
the learning environment as a “mini-society, a community of learners engaged in activity,
discourse, interpretation, justification, and reflection” (Fosnot, 2005, as cited in Gablinske, 2014).
While constructivist theory of education indicates that knowledge is constructed individually by
the student that learning occurs in a social environment (classroom) with experiences that have
been carefully constructed by the teacher. In biological theorists’ terms, there is “an active interplay
of the surround (environment) to evolution and to learning”.

Bruner (1977, as cited in Gablinske, 2014) writes that the process of education requires that
“schools must also contribute to the social and emotional development of the child if they are to
fulfill their function of education”. Bruner develops four themes he considers essential to the
process of learning — one of them relates to stimulating the desire to learn, creating interest in the
subject being taught, and what he terms “intellectual excitement”. He suggests studying the
methods used by ‘successful’ teachers as a way of determining effective practices. Constructivism
provides a natural and best frame for this study because a major tenet of a constructivist researcher
is to look at the processes of interaction among individuals in the context of where they live and
work.

In 1840, Mann said that the teacher must be intuitive and lead the minds of his pupils to
discover what they need to know and then supply them with what they require. Dewey (1938, as
cited in Gablinske, 2014) said that as an educator, you need to be able to discern what attitudes are
conducive to continued growth and what are detrimental, and use that relational knowledge to build
worthwhile educational experiences for students. Vygotsky (1978, as cited in Gablinske, 2014)
believed that higher mental functioning are socially formed and culturally transmitted. Cognitive
development is mediated through language dialogues between one who knows (teacher) and one
who is learning (student). Jackson (1968, as cited in Gablinske, 2014) studied life in classrooms
and determined that “there is a social intimacy in schools that is unmatched elsewhere in our
society”.

The Role of Teachers

Sarason (1999, as cited in Gablinske, 2014) looks at teaching as a performing art, and
discusses the “art of teaching” and the role that teacher interaction plays in creating a “productive
learning” environment. Sarason contends that there are three overarching features for productive
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learning; the first is recognizing and respecting the individuality of the learner. The second is for
the teacher to know the subject matter sufficiently to be able to determine when the learner may
have difficulty and be able to intercede to prevent the difficulty from happening. The third tenet is
that the teacher is constantly looking for ways to engage and stimulate the learner so he/she wants
to learn. By building relationships with students, teachers can fulfill what Sarason contends is the
overarching purpose of schooling — motivate learners to experience personal and cognitive growth.

Students’ Perceptions of their Teachers’ Behaviour

Student perception plays an important role in incentive. In fact, research suggests that the
most powerful predictor of a child’s motivation is the child’s perception of control. Perceived
control is the belief that one can determine one’s behavior, influence one’s environment, and bring
about desired outcomes. Because students already have a history of experiences with whether
adults are attuned to their needs, teachers build on these experiences (Skinner & Greene, 2008, as
cited in Varga, 2017). Therefore, a student’s perception of the teacher’s behavior impacts the
relationship. Students who feel their teacher is not supportive towards them have less interest in
learning and are less engaged in the classroom (Rimm-Kaufman & Sandilos, 2012, as cited in
Varga, 2017).

Teacher-Student Interaction

Good teacher-student interactions can positively impact student behaviors in the classroom.
The learning environment plays a significant role in developing a student’s motivation to learn,
and positive relationships can help maintain student interest and active engagement in learning
(Maulana, Opdenakker, Stroet & Bosker, 2013, as cited in Varga, 2017). Research suggests that
good teacher-student relationships are important for maintaining adolescents’ interests and
academic engagement in learning (Maulana et al., 2013, as cited in Varga, 2017). This present
study based on self-determination theory and the model for interpersonal teacher behavior.

e Self-Determination Theory

According to SDT, the fulfillment of the three basic psychological needs for competence,
relatedness, and autonomy is essential to psychological health and growth, intrinsic motivation,
well-being, optimal functioning, and self-actualization (Deci & Ryan, 2000; Ryan & Deci, 2002,
as cited in Korthagen & Evelein, 2016). Evelein recognized that teachers want to feel competent
in managing their classroom. He related this with basic psychological needs for competence. He
also expressed that teachers want to experience contact and have positive connection with their
students. This idea could be related with relatedness of SDT. Then, he related teachers’ having
room for their own ideas and choices with autonomy. To reiterate self-determination theory,
students need to experience an emotional involvement from their teachers. Furthermore, students
who have positive relationships with teachers are less likely to avoid school (Rimm-Kaufman &
Sandilos, 2012, as cited in Varga, 2017). Experiencing a sense of belonging greatly contributes to
developing positive relationships and positive behaviors.

e The Model for Interpersonal Teacher Behaviour

The Model of Interpersonal Behaviour consists of dominant, cooperative, submissive, and
oppositional domains that define teacher interpersonal behavior in the classroom (Wubbels,
Creton, Levy & Hooymayers, 1993, as cited in Pettis, 2017). Dominant teacher behaviors manage
and control the classroom environment (Pettigrew, Miller-Day, Shin, Hecht, Krieger & Graham,
2013, as cited in Pettis, 2017,). Cooperative teacher behaviors promote positive teacher-student
relationships (De Laet, Colpin, Vervoort, Doumen, Leeuwen, Goossen &Verschueren, 2016, as
cited in Pettis, 2017) Teachers who are cooperative exhibit behaviors such as listening, empathy,
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trust, and friendliness (Wubbels et al., 1993, as cited in Pettis, 2017). There is a relationship
between teachers who exhibit friendliness and closeness and students’ autonomous motivation
which has been linked to achievement (Maulana & Opdenakker, 2014, as cited in Pettis, 2017).

Submissive teacher behaviors allow students to work independent while maintaining a low
profile within the classroom (Wubbels et al., 1993, as cited in Pettis, 2017). Lakshman and
Schubert (2015, as cited in Pettis, 2017) found that submissive teachers had students who were
more comfortable in the classroom. Oppositional teacher behaviors criticize their students and
show less enthusiasm and dissatisfaction within the classroom (Wubbels et al., 1993, as cited in
Pettis, 2017). The results suggested that teachers, who display oppositional behaviors, have
students who do not enjoy learning in their classroom (Sanchez-Rosas et al., 2016, as cited in
Pettis, 2017). A similar study conducted by Smart (2014, as cited in Pettis, 2017) noted that
students describe oppositional behavior as teachers who are harsh, dissatisfied, and impatient,
which made learning difficult to enjoy. The behavior of the teacher has an impact on motivation in
the classroom (Smart, 2014, as cited in Pettis, 2017).

The Developmental Context of Student Engagement

Guided by Bronfenbrenner’s bio ecological theory of human development and a person-
environment fit framework, what follows is a discussion of student engagement within the specific
developmental periods that are tied to the specific developmental tasks, opportunities, and
challenges of early childhood, middle childhood, and adolescence. Janosz, Archambault, Morizot,
and Pagani (2008, as cited in Christenson, Reschly & Wylie, 2012) found that student engagement
tends to be stable for many over the course of adolescence and that many display moderate to high
levels of behavioral, cognitive, and emotional engagement, albeit lower than in the middle
schooling years. For adolescents, behavioral engagement is consistently defined as time on task,
study behaviors, school and class attendance, and participation in class discussions. Most of the
research on adolescent behavioral engagement has focused on student truancy and dropout, which
Blumenfeld et al. (2005, as cited in Christenson et al., 2012) argued reflects the disengaged student.
Many disengaged students are dissatisfied with school, are disruptive in the classroom, have
parents that are more controlling, and have more family conflict (Corville-Smith, Ryan, Adams, &
Dalicandro, 1998, as cited in Christenson et al., 2012). Developmentally, during adolescence,
individuals experience rapid physical maturation as well as rapid development of cognitive skills.
Cognitive engagement is defined as attention to task, task mastery, and preference for challenging
tasks. During adolescence, youth have developed the self-regulatory skills necessary for the self-
perceptions of competence and intrinsic motivation, and abstract thinking.

Emotions such as fear, anxiety, boredom, or enthusiasm about a school-related task have
been considered in investigations of emotional engagement in academic tasks. In a study using
experiential sampling methods, Shernoff (2010, as cited in Christenson et al., 2012) investigated
whether the quality of experience in after-school programs mediated the relationship between
program participation and academic achievement. He found that feelings of challenge and
importance while participating in after-school programs were positively related to academic
achievement (Shernoff 2010, as cited in Christenson et al., 2012).

Relationship between Teacher-Student Interaction and Student Engagement

Teacher-student interactions may be the most important element in student engagement
(Groves, Sellars, Smith & Barber, 2015, as cited in Pettis, 2017). This is due to positive experiences
students have in the classroom involving their teachers. Teachers who challenge their students are
more likely to engage students in course related material (Groves et al., 2015, as cited in Pettis,
2017). When teachers place a higher value on their work, students are encouraged to respond.
Students who received support from their teachers were more engaged than disengaged (Van den
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Berghe et al., 2015, as cited in Pettis, 2017). Mesquita, Coutinho, De Martin-Silva, Parente, Faria
& Afonso (2015, as cited in Pettis, 2017) noted that teachers’ interactions with students leave a
permanent impression on the student. A positive emotional connection is made through tone,
verbal, and nonverbal communication (Mesquita et al., 2015, as cited in Pettis, 2017).

Methodology
Overall Design of the Study

The purpose of this study is to find out the relationship between teacher-student interaction
and student engagement in Sagaing University of Education. The research method adopted in this
study was descriptive research method. Data were mainly collected by using two instruments in
order to explore the information of students in Sagaing University of Education. In order to
examine the teacher-student interaction, students were asked by using instrument of Teacher-
Student Interaction developed by Researcher. Similarly, Student Engagement Questionnaires
developed by Lam and Jimerson (2008) was used to measure the student engagement. After
collecting data, descriptive statistics such as means and standard deviation were calculated for the
students’ perceptions of teacher-student interaction and students’ engagement by using Statistical
Package for the social Sciences Software (SPSS) program. In addition, Pearson product moment
correlation was utilized to find out the relationship between teacher-student interaction and student
engagement. Moreover, two open-ended questions were taken into account in this study.

Population and Sample

In Sagaing University of Education, there were 628 fifth year students in 2019-2020 AY.
The fifth year students were mainly considered as the sample of the research because they were
more mature and experienced students than other students and more familiar with their teachers.
For pilot study, 88 students were chosen as a sample. For the main study, the researcher randomly
selected the 240 students among fifth year students.

Research Instruments

Research instruments are tools for collection data to achieve the research objectives. In
order to gather required data, “Questionnaire for Students” was developed by researcher to
investigate the demographic information of students and their perceptions of “Teacher-Students
Interaction”. This instrument was based on review of the literature: self-determination theory and
a circular model for interpersonal diagnosis of personality. In self-determination theory, three basic
psychological needs are distinguished namely the need for competence, relatedness and autonomy
(Deci & Ryan, 2000, 2002, as cited in Korthagen & Evelein, 2016). Leary (1958, as cited in Pettis,
2017) originally developed a circular model for the interpersonal diagnosis of personality. This
model was used to measure normal and abnormal behavior. Wubbel et al (1993, as cited in Pettis,
2017) adapted the model and created the current version of the model of interpersonal teacher
behavior. In this model, the four domains are dominance, cooperation, submission and opposition
(Wubbel et al, 1993, as cited in Pettis, 2017).

According to self-determination theory and teacher interpersonal behavior model,
competence is similar to dominance, relatedness is similar to cooperation, and autonomy is similar
to submission. In this study, teacher-student interaction were examined by using the dimensions of
dominance, cooperation, submission and opposition. Each dimension has two sub-scales and each
sub-scale has four items. Dominance includes leadership behavior and strict behavior. Submission
behavior includes uncertain behavior and student responsibility and freedom behavior.
Cooperation includes helpful/friendly behavior and understanding behavior. Opposition includes
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dissatisfied behavior and admonishing behavior. This instrument consists of 32 items into
4 dimensions: “Dominant” (8 items), “Cooperation” (8 items), “Submissive” (8 items) and
“Opposition” (8 items). Each item was measured using a Likert scale that ranged from “never”
(1 point) to “always” (5 points).

Moreover, students were assessed their perceptions on their student engagement by using
Student Engagement Questionnaires developed by Lam and Jimerson (2008). This instrument
consisted of 32 items into 3 dimensions: “Affective engagement” (9 items), ‘“Behavioral
engagement” (11 items) and “Cognitive engagement” (12 items). Each item was measured using a
Likert scale that ranged from “strongly disagree” (1 point) to “strongly agree” (5 points). Students
were asked to express their opinions about teacher-student interaction and their engagement by
using open-ended questions.

Data Collection Procedures

After taking permission from the responsible persons, questionnaires were distributed to
students from Sagaing University of Education on 11 February and collected them after one week.
Two hundred and forty students (100%) returned to the questionnaires. Based on the results of the
responses, this study was conducted in order to examine the relationship between students’
perceptions of teacher-students interaction and student engagement.

Data Analysis

Descriptive statistics such as mean and standard deviation were calculated for teacher-
students interaction and student engagement by using SPSS. The decision rules for the levels of
teacher-students interaction and student engagement data were: the mean scores for 1.00-2.33 were
defined as low level, the mean scores for 2.34-3.67 were defined as moderate level and the mean
scores for 3.68-5.00 were defined as high level. In addition, Pearson product moment correlation
was utilized to examine the relationship between teacher-students interaction (independent
variable) and student engagement (dependent variable). Responses from open ended questions
were categorized and analyzed to complement findings on differences in teacher-students
interaction and student engagement.

Research Findings

Table 1 Mean Values and Standard Deviations of Teacher-Student Interaction Perceived by
Students on each Dimension

No. Dimension N M SD Remark
1 Dominance 240 3.68 0.486 High Level
2 Cooperation 240 3.94 0.554 High Level
3 Submission 240 3.86 0.504 High Level
4 Opposition 240 3.32 0.418 Moderate Level
1-2.33= Low Level, 2.34-3.67=Moderate Level, 3.68-5= High Level

According to the Table 1, these results showed that the teachers’ “dominance, cooperation
and submission” interaction were high levels and opposition interaction was moderate level.

In order to see obviously for the level of mean values for each dimension, Figure 1 was
illustrated.
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3.68

Dominant Cooperation Submissive Opposition

Figure 1 Dimensions of Teacher-Student Interaction Perceived by Students

According to the Figure 1, the mean values for “dominance” dimension was 3.68, the mean
value for “cooperation” dimension was 3.94, the mean value for “submission” dimension was 3.86,
and the mean value for “opposition” dimension was 3.32. It can be seen that cooperation dimension
is the highest and opposition dimension is the lowest.

Table 2 Mean Values and Standard Deviations of Students’ Engagement Perceived by
Themselves on each Dimension

No. Dimension N M SD Remark
1 Affective Engagement 240 3.79 0.518 High Level
2 Behavioral Engagement 240 3.64 0.478 Moderate Level
3 Cognitive Engagement 240 3.72 0.486 High Level
4 Overall Engagement 240 3.72 0.428 High Level
1-2.33= Low Level, 2.34-3.67=Moderate Level, 3.68-5= High Level

Table 2 illustrated the mean values of students’ perceptions on each dimension of student
engagement. The result showed that students’ affective engagement and cognitive engagement are
high level and students’ behavioral engagement is moderate level. But overall engagement showed
high level.

In order to see obviously for the level of mean values for each dimension, Figure 2 was

illustrated.
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Figure 2 Dimensions of Students' Perceptions of their Engagement
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According to the figure 2, the mean values for “affective engagement” dimension was 3.79,
the mean value for “behavioral engagement” dimension was 3.64, and the mean value for
“cognitive engagement” dimension was 3.72. The result showed that dimension of students’
perception of their affective engagement is the highest and dimension of behavioural engagement
is the lowest.

Relationship between Students' Perceptions of Teachers’ Interaction and Student
Engagement

The Pearson's product moment correlation was used to find out the relationship between
students' perception of teacher-student interaction and their engagement. Table 3 showed the
relationship between students' perception of teacher-student interaction and their engagement.

Table 3 Relationship between Students' Perceptions of Teacher-Student Interaction and
Student Engagement

1 2 3 4 5
1. Dominance Interaction 1
2. Cooperation Interaction 5613;* 1
3. Submission Interaction 43;;* 758;* .
4. Opposition Interaction 183;* 328;* 5883* !
5. Student Engagement N ENE S

**Correlation is significant at the 0.01 level (2-tailed).

According to Table 3, there was positively and moderately relationship with teacher’s
“dominance interaction” (r= .415, p<0.01) with “student engagement”. Moreover, there was
positively and moderately relationship between teachers’ “cooperation interaction” and “students’
engagement” (r=.499, p<0.01). In addition, teachers’ “submission interaction” was positively and
moderately relationship with “student engagement” (r=.477, p< 0.01). But, teachers’ “opposition
interaction” was positively and low relationship with “student engagement” (r=.233, p< 0.01).

Open-Ended Responses

Students were asked for three open-ended questions. The first question asked students to
describe how your teacher interacts with you. According to the open-ended question one’s
responses, most teachers practice cooperation interaction, some practice submission interaction
and few practice dominance interaction. But, some practice opposition interaction.

The second question is whether students engage or not in their learning in class. According
to open-ended responses, most students always engage in their learning. Some students also engage
sometimes. But, a little do not engage. Another is asked students to present their teachers’
encouragement to engage in their learning. According to responses, most students engage because
of their teachers’ reward, punishment, activities, new way, games and competitions. This is their
teachers’ dominance interaction. Some indicated that they engage because their teachers use
discussion, extension knowledge, receiving mistake, getting suggestions, and benefits of
cooperation. This interaction is teachers’ cooperation interaction. Some expressed that they can
present their ideas freely. Some said that their teachers do not encourage them. These two reasons
are due to their teachers’ submission interaction. There was no reason for teachers’ opposition
interaction.
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Discussion and Conclusion

Analyses of quantitative data collected from the study attempted to answer the three
questions.

Research question one evaluated the students’ perceptions of teacher-student interaction. When
examining the students’ perceptions of teacher-student interaction, it was found that the mean
values for dominant teacher interaction was 3.68, the mean value for cooperation teacher
interaction was 3.94, the mean value for submissive teacher interaction was 3.86, and the mean
value for opposition teacher interaction was 3.32. Therefore, dominance interaction, cooperation
interaction and submission interaction were high level and opposition interaction was moderate
level. In other words, the teachers from Sagaing University of Education practiced four interactions
including dominance, cooperation, submission and opposition. Fifth year students perceived that
their teachers practice dominance, cooperation, and submission interaction in the high level and
also practice opposition interaction in the moderate level.

According to the open-ended responses, teachers from Sagaing University of Education
practice four interactions. Most students perceived that their teachers mostly practice cooperation
interaction. However, few practice dominance interaction. This fact is not consistent with
quantitative finding because teachers’ dominance interaction is high level. This may be due to 12%
students’ no responses. Therefore, it can be interpreted that teachers from Sagaing University of
Education practice four interactions and mostly practice cooperation interaction according to the
students’ perceptions. In other words, their teachers can exhibit helpful, friendly relation with their
students.

Research question two examined the students’ perceptions of their engagement at Sagaing
University of Education. When investigating the students’ perceptions of their engagement, it was
found that the mean values for affective engagement was 3.79, the mean value for behavioral
engagement was 3.64, and the mean value for cognitive engagement was 3.72. Therefore, students’
affective engagement and cognitive engagement were high levels and students’ behavioral
engagement was moderate level. Moreover, students’ overall engagement showed high level.
Based on open-ended responses, most students engage in their learning process. Another, fifth year
students of Sagaing University of Education engaged in learning activities within their classroom,
attempted to learn and had positive attitudes towards their assigned tasks. Generally, fifth years
students of Sagaing University of Education had good feeling about their assigned learning
activities.

Research question three investigated the relationship between teacher-student interaction and
student engagement at Sagaing University of Education. Based on the research finding, teachers’
dominance interaction (r=.415, p < 0.01) was positively and moderately correlated with students’
engagement. Students can engage because of their teachers use dominance interaction based on
open-ended responses. This was not consistent with prior research because prior research had no
correlation between teacher dominance interaction and student engagement (Pettis, 2017).
According to the result, the students can engage when their teacher dominate their classroom. This
result consistent with Pettigrew’s ideas (Pettigrew et al., 2013, as cited in Pettis, 2017) that students
were sensitive to controlling teacher behavior and were motivated to participate in class. Other
study found that teachers’ leadership sector and student cognitive outcome are positive correlation
(Goh, 1994. Henderson, 1995, as cited in Den Brok, Wubbels & Brekelmans, 2004). Therefore, it
can be interpreted that when teacher dominate their classroom, they can control their class’s noise
level, movement, group work and other aspects of classroom environment. Although students can
get pressure to engage in their class, they succeed at the end.
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Based on the research finding, teachers’ cooperation interaction (r=.499, p < 0.01) was
positively and moderately correlated with students’ engagement. In addition, student engagement
was due to teachers’ strong cooperation based on open- ended responses. Similarly, prior research
showed that there was positive relationship between teacher cooperation interaction and student’s
engagement (Pettis, 2017). This result also consistent with Maulana and Opdenakker’s finding
those teachers who exhibit friendliness and closeness and students’ autonomous motivation which
has been linked to achievement (Maulana & Opdenakker, 2014, as cited in Pettis, 2017). Other
studies found that helpful, Friendly and understanding behavior positively relate with pleasure
confidence, effort, and relevance of students (Brekelmans et al., 2002, Van Amelsvoort, 1999, as
cited in Den Brok et al., 2004). Therefore, the greater the teacher cooperation interaction is, the
better student engagement is. When teacher cooperation interaction is strong, their students are
more likely to engage in course related activities. Thus, the students can get good grade from their
efforts.

Based on the responses of students, teachers’ submission interaction (r = .477, p< 0.01)
was positively and moderately correlated with students’ engagement. Some can engage due to their
teachers’ submission interaction according to open-ended responses. But, prior research showed
that there was no association between teacher submission interaction and student engagement
(Pettis, 2017). However, Zhu, 2013 (as cited in Pettis, 2017) indicated that students preferred
legislative, judicial and liberal thinking styles. Another study showed that submissive teachers had
students who did not mind their misbehavior and upset normal classroom functions (Lakshman &
Schubert, 2015, as cited in Pettis, 2017). Therefore, when teacher can create more comfortable
classroom environment, their student can work independently.

Based on the research finding, teachers’ opposition interaction (r=.233, p < 0.01) was
positively and low correlated with students’ engagement. Prior research indicated that teacher
opposition behavior does not correlate with student engagement (Pettis, 2017). The result
consistent with Sanchez-Ross’ suggestion that the teacher who display oppositional behaviors have
students who do not enjoy in their learning in the classroom (Sanchez-Rosas et al., as cited in Pettis,
2017). Another study showed that students who had conflicts with their teachers were less engage
in the class (De Laet et al., 2015, as cited in Pettis, 2017). Therefore, when the teachers behave
opposition interaction, the students had less engaged in their class.

In conclusion, this research found that the teachers from Sagaing University of Education
behave dominance interaction, cooperation interaction and submission interaction. Therefore, they
exhibit friendliness, closeness, sympathy, interest, listening and trust and they can manage their
class smoothly. They can also give their students freedom to present their ideas. In contract, the
teachers admonish their students’ behavior and dissatisfied them because they show opposition
interaction according to the students’ responses. Moreover, students can engage in their class
according to research finding. They are mature and have a lot of experiences and skills to engage
in classroom’s activities.

In addition, there are positively and moderately relationships between teachers’ dominance
interaction, cooperation interaction, submission interaction and students’ engagement based on the
results. Therefore, students have better engagement in their class when their teachers interact with
friendly, closely, warmly and systematically management and give freedom.

On the other hand, the research showed that there is positively and low relationship between
teachers’ opposition interaction and students’ engagement. In particular, there are three reasons for
this unexpected relationship. First, the students like feeling of challenge and importance and want
to participate in after-school program (Shernoff, 2010, as cited in Christenson et al., 2012). Second,
Knollmann & Wild found that they want to get autonomy which is key developmental task of
adolescents (Christenson et al., 2012). Third, many disengaged students are dissatisfied with
school, are disruptive in the classroom, have parents that are more controlling, and have more
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family conflict (Corville-Smith, Ryan, Adams, & Dalicandro, 1998, as cited in Christenson et al.,
2012). When these students meet more influence or more controlling teachers, the quality of
teacher-student interaction have not good result. For this reason, they have negative perceptions
on their teachers. Similarly, teachers cope with daily stress including more workload, large class
size and disengaged students. Thus, these teachers respond to such students with less support and
more coercion.

To sum up, this study showed that some students have disaffection because teachers use
opposition interaction and this interaction relate with student engagement based on students’
responses. That is why, three important qualities of teacher-student interaction; relatedness,
competence and autonomy are needed according to self- determination theory.

Suggestions
This study gives the following suggestions.

(1) Students should be provided with academic tasks that are challenging, authentic, integrating
across subjects area. Thus, they can have more experiences to relatedness.

(2) They should be promoted their intrinsic motivation and encouraged to discover their own
interest and goals so that their competence can increase.

(3) They are needed to explain the importance of activities and rules and to solicit their own
ideas. Their ideas should be respected in order to increase their relatedness.

(4) Disaffected students are needed to treat with more caring, warmth, involvement, structure
and autonomy support.

(5) Students should be given opportunities that can meet and discuss their difficulties with their
teachers closely and friendly.

Thus, students’ basic needs could be filled by using these ways. It can be expected that
quality teacher-student interaction will be promoted by using these suggestions. The twenty-first
century poses a paradox for higher education. This study could supply university teachers to better
understand how they interact with their students. This study will assist teachers to understand
students’ attitudes toward teacher-student interaction, to encourage students’ participation in
learning, to solve students’ difficulties, to espouse proper and efficient teaching strategies to
achieve a better performance in teaching.
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RELATIONSHIP BETWEEN PRINCIPALS’ LEADERSHIP STYLES AND
TEACHERS’ JOB SATISFACTION

Saw Sandar Win Htut”

Abstract

This paper concerns a research study about the relationship between principals’ leadership styles
and teachers’ job satisfaction at selected Basic Education High Schools in Sagaing Township. In
this study, two instruments: Principals’ Leadership Behaviour Survey developed by Ibrahim (2014)
to measure principals’ leadership styles and Teachers’ Job Satisfaction Survey adapted from
Minnesota job satisfaction survey developed by Weiss (1967) to measure teachers’ job satisfaction
were used. In this study, quantitative research method was used. The sample was chosen
147 teachers from five selected Basic Education High Schools by using purposive sampling method.
After collecting the data, descriptive statistics such as, Mean Values and Standard Deviations and
Pearson product-moment correlation coefficient were calculated by using SPSS. The findings of the
study indicated that teachers from selected high schools perceived that their principals mostly
practiced “Democratic” leadership style (X = 3.76) but moderately used “Autocratic” (X =3.54)
and “Laissez-Faire” leadership style (X =2.95) to manage their schools. The finding of teachers’
“job satisfaction” showed that “overall job satisfaction” of teachers from all selected schools falls
under the moderate level (X =3.48). When studying the correlation between principals’ leadership
styles and teachers’ job satisfaction at selected schools, it was found that principals’ “Autocratic”
leadership style and “Democratic” leadership style were positively and moderately correlated with
teachers’ job satisfaction (r = .607, p<0.01, r= .633, p<0.01). In addition, there was a low and
negative relationship between “Laissez-Faire” leadership style and teachers’ “job satisfaction”
(r=-.210, p<0.05) at selected high schools. And two open-ended questions were also discussed.
Based on the research findings, this study helps to provide guidance and direction to principals who
wish to exercise their leadership on a more appropriate and relevant way particularly in a context of
change.

Keywords: Autocratic leadership style, Democratic leadership style, Laissez-fair leadership style,

Teachers’ job satisfaction

Introduction

Educational institutions are significant places where the next generation is sophisticated
and school leaders tolerate a heavy weight of responsibility for their institution. Leaders in
educational institutions are the same as leaders in other organizations, and inevitably face the
challenge of maintaining the goals of institutions (Northouse, 2010). Principal needs the qualities
to lead all teachers, members and staffs. The principal is directly responsible to direct teachers
toward the goal of an organization. His attitude with teachers creates a positive relationship with
each other. The positive environment creates when principal will use the suitable leadership styles
for the staffs (Mehrotra, 2005). Leadership is such a process in which subordinates are influenced
by the leaders to achieve institutional goals (Omolayo, 2000; Bamigboye, 2000; Akanwa, 1997;
and Bhatti, Maitlo, Shaikh, Hashmi, & Shaikh, 2012, cited in Munir and Igbal, 2018).

School leadership is a process of encouraging and helping teachers and learners to work
enthusiastically toward realization of school objectives or educational objectives (Machumu &
Kaitila, 2014). Principal leadership styles are critical because teachers and principals work together
closely, and teachers are directly affected in terms of their job satisfaction (Ismail, 2012). In
addition to a school leader’s leadership style, teachers’ job satisfaction is another critical factor
affecting school effectiveness. The leadership of a principal is essential element for job satisfaction
of teacher. Some researchers discovered that different leadership styles will engender different
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working environment and directly affect the job satisfaction of the employees (Bogler, 2001, 2002;
Timothy & Ronald, 2004, cited in Wanjiru, 2013).

Hussain Ch, Ahmad, Malik and Batool (2017) indicated that mostly principals decide the
operational objectives and standards of the school by themselves. They suggested that the school
principals should enhance the participation of faculty in decision making. According to Ibrahim
(2014), autocratic principals negatively influence teachers’ job satisfaction because they adopt
harsh leadership styles which are widely detested by the teachers and students alike. And then,
Ibrahim concluded that the influence of democratic leadership style on teachers’ job satisfaction is
a positive moderate relationship between democratic leadership style and teachers’ job satisfaction.
Moreover laissez-faire leadership style is very strong negative relationship with teachers’ job
satisfaction. However, another study in Somalia found that the most indicator of teacher
satisfaction was laissez-faire leadership style; the teachers like the leader who let them take their
decision concerning their own work; the one who gives more space of freedom (Ali & Dabhie,
2015).

The principal, who leads with democratic leadership style, provides freedom to teachers for
work independently. Democratic principal always listens to the opinions of the teacher and follow
them. Those teachers are more satisfied with the principals’ democratic leadership style. Autocratic
principals do not provide opportunities to teachers for work freely. Those teachers are likely
unhappy with the principals’ autocratic leadership style. Moreover, principals who use the laissez
faire leadership style tend to fail to follow up on those they have delegated tasks. They leave
everything to the mercy of their subordinates, some of whom may lack the necessary skills and
competence to execute the work. Others may simply not like to do the work unless they are
supervised (Hussain Ch et al., 2017).

In this study, the relationship between principals’ leadership styles and teachers’ job
satisfaction will be explored by studying the teachers’ perception. Using information regarding
leadership styles, principals may be better understanding their leadership styles used in the
workplace and how it impacts their teachers’ job satisfaction. Therefore, leadership styles of
principals, teachers’ job satisfaction and the relationship between principals’ leadership styles and
teachers’ job satisfactions will be investigated in this study.

Purpose of the Study

The main purpose of this study is to investigate the relationship between principals’
leadership styles and teachers’ job satisfaction at Selected Basic Education High Schools in
Sagaing Township.

The specific purposes of this study are:
e to examine the principals’ leadership styles perceived by teachers,
e to explore the teachers’ job satisfaction perceived by teachers themselves, and

e to find out the relationship between principals’ leadership styles and teachers’ job
satisfaction.

Research Questions
The following research questions guide the direction of the study.

1. What are the leadership styles of principals perceived by teachers at selected Basic
Education High Schools in Sagaing Township?

2. What are the levels of teachers’ job satisfaction perceived by teachers themselves at
selected Basic Education High Schools in Sagaing Township?
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3. Are there any relationship between teachers’ perception of principals’ leadership styles and

their job satisfaction at selected Basic Education High Schools in Sagaing Township?

Definitions of Key Terms

This study was guided by the following definitions.

Leadership Styles refer to patterns of behavior by a leader in influencing members of the
group. It is the way the leader behaves towards the group members (Ibrahim, 2014).

Autocratic Leadership Style is known as authoritative style or directive style of leadership
in which the autocratic leader retains most of the authority for him-self or her-self (Paper
Tyari, 2019).

Democratic Leadership Style is known as participative style of leadership. In this style,
subordinates are also involved in decision making (Paper Tyari, 2019).

Laissez-Faire Leadership Style is an approach in which there is essentially no leadership
because there is limited interaction between the leader and the followers (Bass, 1990 as
cited in Schwartz, 2017).

Job Satisfaction is defined as the pleasure the employees feel as a result of evaluating their
work and their work life (Anderson, Sharad, Gregory, Neil, & Duncan, 2014).

Operational Definitions

In this study, three principals’ leadership styles are measured according to Ibrahim, (2014).

They are Autocratic Leadership Style, Democratic Leadership Style and Laissez-faire Leadership

Style.

Autocratic Leadership refers to giving full empowerment to the leader with minimal
participation from the followers.

Democratic leadership refers to a situation where there is equal work among leaders and
followers.

Laissez-Faire leadership refers to a leadership style in which leaders are hands-off and
allow group members to make the decisions.

In this study, teacher job satisfaction is divided into eight dimensions with respect to Weiss

(1967). These are advancement, recognition, responsibility, work itself, supervision, working
condition, interpersonal relationship, and salary (or) pay.

Advancement refers to the promotion opportunities that exist within profession.
Recognition is aspect of acknowledgement for good work done by teachers.
Responsibility refers to duties including teaching work and extra work without teaching.

Work Itself is the kind of work which is interesting, providing opportunity, meaningful,
and security.

Supervision refers to the management of the principal who monitors performance of the
teachers.

Work Conditions are defined as a teacher’s work place, work instruments, rules,
procedures, and workload involving the paperwork affecting the teachers’ job satisfaction.

Interpersonal Relations refer to nature of social and profession interrelation with
principal, teachers and colleagues.

Salary or Pay refers to income of teachers for teaching.
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Conceptual Framework of the Study

Kurt Lewin and associates at the University of lowa explored three leadership behavior or
styles: autocratic, democratic, and laissez-faire leadership style (Sapru, 2011). Ibrahim, (2014) also
described these three principals’ leadership styles. In this study, these three principals’ leadership
styles will be used.

Leadership Questionnaire was developed by Ibrahim (2014) based on trait, behavioural,
situational leadership theories to measure principals’ leadership styles. It was comprised the
following three styles of leadership: (1) Autocratic leadership style, (2) Democratic leadership
style, (3) Laissez-faire leadership style.

The notion of job satisfaction can be viewed through Herzberg’s two factor theory of job
satisfaction. He postulated that satisfaction was comprised of two types of factors —those that he
termed “motivators” and those that he called “hygiene factors” (Gruneberg, 1979, cited in Gordon,
1998).

Therefore, Herzberg’s theory is related to this study in that teachers’ job satisfaction will
be determined by various factors which include principal’s leadership style. Different leadership
styles used by the principal will elicit different levels of job satisfaction among teachers.

Teachers’ Job Satisfaction Survey was adapted from Minnesota job satisfaction survey
developed by Weiss (1967) based on Herzberg’s two factors theory to measure teachers’ job
satisfaction. It was constituted of 8 dimensions: (1) Advancement, (2) Recognition,
(3) Responsibility, (4) Work itself, (5) Supervision, (6) Working condition, (7) Interpersonal
relation, and (8) Pay.

Principals’ Leadership Teachers’ Job Satisfaction
Styles e Advancement
e Autocratic Leadership * Recognition
Style e Responsibility
e Democratic Leadership > o Workitself
Style e Supervision
e Laissez-faire Leadership e Working condition
Style e Interpersonal relation
(Developed by Ibrahim, 2014) o Pay
(Developed by Weiss, 1967)

Figure 1 Conceptual Framework of the Study
Review of Related Literature

Clark (2000, cited in Hussain Ch, et al., 2017) suggested that leadership style is the pattern
through the leader guides and encourages to members of the organization to accomplish the goals.
Leadership style is the manner and approach of providing direction, motivating people, and
implementing plans (Newstrom & Davis, 1993, cited in Schwartz, 2017). In this research, three
kinds of leadership styles are used. The autocratic leadership style, democratic leadership style,
and laissez-faire leadership style which three main subjects of this research are discussed in the
following.

Autocratic Style of Leadership

Autocratic leadership refers to a system that gives full empowerment to the leader with
minimal participation from the followers. Yukl (1989) found that autocratic leaders tend to have
the following five characteristics: they do not consult members of the organization in the decision-
making process, the leaders set all policies, the leader predetermines the methods of work, the
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leader determines the duties of followers, and the leader specifies technical and performance
evaluation standards.

Since this style of leadership usually only involves one person deciding, it permits quick
decision-making. Although the autocratic style is relatively unpopular, in certain circumstances it
can be an effective strategy, especially when the leader is short on time and when followers are not
productive (Ismail, 2012).

Democratic Style of Leadership

Democratic leadership refers to a situation where there is equal work among leaders and
followers. According to Goldman (1998, cited in Ismail, 2012), democratic organizations typically
have the following six characteristics: policies are determined by a group of organizations,
technical and job performance measures are discussed so they are understood by all, leaders
provide advice to members in regards to implementing tasks, members are free to choose with
whom they work, the group determines the distribution of tasks, and leaders try to be objective in
giving praise and criticism.

Laissez-Faire Style of Leadership

Laissez-Faire leadership is when leaders are hands-off and allow group members to make
the decisions. With this style, freedoms are fully determined by group goals, techniques, and
working methods. Leaders rarely intervene. Laissez-faire style is described by Zervas and Lassiter
(2007, cited in Ismail, 2012) as the most effective style, especially where followers are mature and
highly motivated.

Teachers’ Job Satisfaction

Job satisfaction is an important facet of people’s lives and their productivity in the
workplace. Job satisfaction can lead to a sense of responsibility and involvement toward achieving
comprehensive carrier goals and contributing to the productivity of an organization (Harter, James,
Schmidt, Hayes and Theodore, 2002). Teachers’ job satisfaction can be defined as the fulfillment,
the attractiveness and happiness teachers find in their job that leads them to be highly committed
to it (Ejimofor, 2007).

Teachers’ job satisfaction survey adapted from Minnesota Job Satisfaction Survey assesses
eight dimensions of job satisfaction.

Advancement refers to as “promotion opportunities that exist within a profession”
(Spector, 2007, cited in Younes, 2012). According to Kraner & Nonal (1999, cited in Kaltenbaugh,
2008) promotion refers to the furthering of or the advancement of one’s job. An employee’s
opportunities for promotion are also likely to exert an influence on job satisfaction (Landy, 1989;
Larwood, 1984; Moorhead & Griffen, 1992; Vecchio, 1988, cited in Bull, 2005).

Recognition is defined as employee attention, appreciation, and prestige. Blame and
criticism are the negative aspects of these characteristics. Recognition is frequently reported to
contribute to job satisfaction. Teachers whose successes are recognized are most effective on the
job as they are praised for their accomplishments (Hackman & Oldham, 1980; Herzberg, 1958;
Maslow, 1954; Sergiovanni, 1967, cited in Gordon, 1998). The principal should praise and
recognize his/her teachers for their accomplishments.

Responsibility is defined as the accountability of one's work as well as teachers' active role
in the students' learning and school policy. Teachers who are challenged with greater
responsibilities in the job and have more autonomy in their work benefit from higher job
satisfaction. Therefore, a teacher who is trusted with school responsibility such as a supervision
role with little oversight will likely feel motivated with higher job satisfaction (Herzberg et al.,
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1959; Kim & Loadman, 1994; Maslow, 1954; Sergiovanni, 1967, cited in Knox, 2011). Teachers
must hold themselves responsible for the work. Teachers must hold themselves responsible for the
school's work. The principal should give them ownership of their work and should give minimize
control but retain accountability.

Work Itself is defined by Spector as “the related job tasks and to which degree of
enthusiasm the employee enjoys performing these tasks” (Spector, 2007, cited in Younes, 2012).
Work itself performed by employees has a significant impact on their level of job satisfaction.
Basom and Frase, 2004; Staudt, 1997; cited in Kaltenbaugh, 2008) found that job satisfaction was
greater among workers in jobs that had allowed them to exert their own judgment to get work done
and demonstrate their ability to delegate tasks. Employees prefer work that is mentally challenging
in that it provides them with opportunities to use their skills and abilities and offers a variety of
tasks, freedom and feedback on how well they are doing (Robbins, 1993, cited in Lumley, Coetzee,
Tladinyane, & Ferreira, 2011).

Supervision which is the dimension of job satisfaction is defined as the amount of
regulation and control provided by the administration and the interpersonal relationships the
employee has with the supervisor (Locke, 1976, cited in Knox, 2011). Supervision in technical
skill is the ability to use the knowledge, method, techniques and equipment necessary for the
performance of specific tasks acquired from experience and education. If workers view their
superiors as fair and competent and sincere, the level of job satisfaction will be high. Furthermore,
those workers who perceive their employers as unfair, incompetent and selfish will, therefore,
experience a lower level of job satisfaction (Baron& Greenberg, 2003, cited in Maniram, 2007).
Supervision is a powerful source of dissatisfaction in subordinates (Hackman, 1963, cited in
Gordon, 1998). And the relationship of the employees with his peers, superiors and subordinates
should be appropriate and acceptable (MSG Expert, 2016). Therefore, the principal needs to have
technical skill in leading and have a positive relationship with the teachers.

Working Conditions are defined as an employee's work place, work instruments, the work
itself, organization policy, and organizational rules. Arnold and Feldman (1996, cited in Wanjiru,
2013), promoted factors such as temperature, lighting, ventilation, hygiene, noise, working hours,
and resources as part of working conditions. The absence of such working conditions, amongst
other things, can impact poorly on the worker's mental and physical well-being (Baron and
Greenberg, 2003, cited in Wanjiru, 2013). Robbins (2001) advocates that working conditions will
influence job satisfaction, as employees are concerned with a comfortable physical work
environment. In turn this will render a more positive level of job satisfaction.

Interpersonal Relation is the manner, in which teachers perceive the conditions of their
workplace, including their relationships and interactions with principal and co-workers (Ismail,
2012). Teachers who have worked for long periods of time with the same principal tend to be able
to work closely with that principal. These teachers come to feel comfortable with their principal
and his or her leadership style, and this long-term interaction can improve the level of satisfaction
between the teachers and the principal (Richards, 2003, cited in Ismail, 2012). Teacher and
principal job satisfaction is derived from positive and/or negative relationships between principals
and teachers and among administrators themselves (Ismail, 2012).

Pay refers to the employees’ salary and remuneration (Spector, 1994, cited in Younes,
2012). It also refers to the amount of financial compensation that an individual receives as well as
the extent to which such compensation is perceived to be equitable. According to Luthans (1998,
cited in Bull, 2005), salaries not only assist people to attain their basic needs, but are also
instrumental and satisfying the higher level needs of people. Pay is defined as a method of
compensation for doing routine, scheduled, or interval tasks as prescribed by a job (Kaltenbaugh,
2008).
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Methodology
Overall Design of the Study

This study was designed to investigate the relationship between principals’ leadership
styles and teachers’ job satisfaction at Selected Basic Education High Schools in Sagaing
Township. Descriptive survey method was adopted by using Likert scale. Data were mainly
collected from all teachers of selected high schools by using “Questionnaire for teachers” in order
to gain teachers’ views on their principals’ leadership styles and teachers’ job satisfaction. The
Questionnaire for teachers was composed of three parts. The first part of the questionnaire
examined the demographic information of teachers and second part of the questionnaire explored
the perception of teachers on their principals’ leadership styles by using Principals’ Leadership
Behaviour Survey developed by Ibrahim (2014). The third part of the questionnaire aimed to find
out teachers’ perspective on their job satisfaction by utilizing Teachers’ Job Satisfaction Survey
adapted from Minnesota Job Satisfaction Survey developed by Weiss (1967).

After collecting the data, descriptive statistics, and Pearson product-moment correlation
coefficient were tested by using SPSS.

Population and Sample

The target population of this study was principals and teachers from Selected Basic
Education High Schools in Sagaing Township. There are 13 Basic Education High Schools (not
included the branch and affiliated schools) in Sagaing Township. Out of 13 Basic Education High
Schools, 2 Basic Education High Schools were selected for pilot study. For the main study,
participants were selected by using purposive sampling method because teachers know well about
their principals if their principals have at least two complete years in these schools. And then,
teachers need to have at least two complete years in these schools so that they can know well about
principals of these schools. A distribution of participants was monitored and adjusted by using two
criteria. According to the first criterion, 5 Basic Education High Schools were selected for main
study. As the second criterion, teachers sample consist of all teachers (147 teachers) at different
levels (primary, junior and senior teachers) in selected high schools.

Procedure

Before field testing the instrument with a sample of teachers, two instruments were revised
by a panel of experts. Out of selected high schools in Sagaing Township, two selected high schools
were chosen for the pilot testing. Questionnaire was sent to schools on February 7, 2020 and
collected them after lasting two days. The preliminary instrument was tested by 76 teachers
representing two selected high schools. In the main study, questionnaires were distributed to
teachers at five selected high schools in Sagaing Township on February 13 and 14, 2020 and
collected them after three days. The responses of three open-ended questions were transcribed and
synthesized

Research Findings

The purpose of the study is to explore the relationship between principals’ leadership styles
and teachers’ job satisfaction at selected Basic Education High Schools in Sagaing Township.
Table 1 shows mean values and standard deviations for principals' leadership styles perceived by
teachers in selected high schools.
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Table 1 Mean Values and Standard Deviations for Principals’ Leadership Styles Perceived
by Teachers at Selected Basic Education High Schools

Schools

: A B C D E Scﬁtl)lols
Leadership n=25 | n2=23 | n3=22 | n4=21 | ns=56 -
Styles (N=147)

. X |3.16 3.51 3.70 3.67 3.66 |3.56
Autocratic Styl

utocratic Style SD | 531 216 197 204 265 | .380
Democratic Style X |3.38 3.72 4.02 3.97 3.74 |3.75
SD |.770 325 252 546 407 | 517

Laissez-Faire Style X |3.00 3.01 3.02 2.85 290 |[2.95
SD |.243 265 275 266 266 | .267

1.00-2.33= less practice  2.34-3.67= moderately practice  3.68- 5.00= mostly practice

Table 1 shows the mean values and standard deviations of the teachers’ perceptions of their
principal’s leadership styles. According to the respondents’ perceptions, the mean values of
“autocratic leadership” style of all selected schools are between 3.16 and 3.70. Principals from
school A, B, D and E moderately practiced “autocratic style” of leadership. But principals from
school C mostly practiced this leadership style. Again, the mean values of “‘democratic leadership”
style of all selected schools are between 3.38 and 4.02. Principal from school A moderately
practiced “democratic leadership” style.

On the other hand, principals from school B, C, D and E mostly practiced “democratic
leadership” style. Similarly, the mean values of “laissez-faire leadership” style of all selected schools
are between 2.85 and 3.02. Principals from these schools moderately practiced “laissez-faire
leadership”. When studying the perception of teachers on principals’ leadership styles in selected
high school, “autocratic leadership” style and “laissez-faire leadership” style were moderately
practiced by principals and “democratic leadership” style was mostly practiced.

Table 2 Mean Values of Teachers’ Job Satisfaction Perceived by Teachers Themselves at
Selected Basic Education High Schools in Sagaing Township

School A B C D E All Schools
Job Satisfaction n1=25 | n2=23 | n3=22 | n4=21 | Nns=56 (N=147)
Advancement 3.55 3.40 3.66 3.65 3.41 3.50
Recognition 3.06 3.31 3.55 3.75 3.34 3.38
Responsibility 3.73 3.66 3.75 3.81 3.59 3.68
Work itself 3.71 3.77 3.74 4.11 3.67 3.77
Supervision 3.32 3.69 3.97 3.75 3.80 3.72
Working condition 3.32 3.46 3.88 3.82 3.55 3.59
Interpersonal Relation 3.31 3.58 3.95 3.79 3.78 3.69
Pay 2.46 2.58 2.30 2.69 2.53 2.51
Teachers’ job satisfaction | 3.31 3.43 3.60 3.67 3.45 3.48

1.00-2.33=low satisfaction 2.34-3.67=moderate satisfaction 3.68- 5.00= high satisfaction

Table 2 shows the mean values and standard deviations of teachers’ job satisfaction at
selected Basic Education High Schools in Sagaing Township. According to Table 2, level of
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“overall job satisfaction” perceived by teachers from each school was moderate satisfaction level.
In summary, the level of “overall job satisfaction” of teachers from all selected schools was
moderate satisfaction level with the mean score 3.48.

To investigate the relationship between teachers’ perceptions of principals’ “autocratic
leadership” styles and teachers’ “job satisfaction”, the Pearson-product moment correlation
coefficient was utilized (See: Table 3).

Table 3 Relationship between Principals’ Autocratic Leadership Style and Teachers’ Job
Satisfaction

Variables Principals’ Autocratic Teachers’ Job
Leadership Satisfaction
Principals’ Autocratic Leadership .607**
1
.000
Teachers’ Job Satisfaction .607**
000 L

**Correlation is significant at the 0.01 level (2-tailed).

% <¢

According to Table 3, it was found that principals’ “autocratic leadership” style was
moderately correlated with “job satisfaction” of teachers (r= .607, p<0.01). According to Gay
(2003) this correlation implied that principals’ autocratic leadership style had a significant and
moderate effect on teachers’ job satisfaction in selected high schools.

To investigate the relationship between teachers’ perception of principals’ “democratic
leadership” style and teachers’ “job satisfaction”, the Pearson-product moment correlation
coefficient was utilized (See: Table 4).

According to Table 4, it was found that principals’ “democratic leadership” style was
moderately correlated with “job satisfaction” of teachers (r= .633, p<0.01). This correlation
implied that principals’ democratic leadership style had a significant and moderate effect on
teachers’ job satisfaction in selected high schools.

Table 4 Relationship between Principals’ Democratic Leadership Style and Teachers’ Job
Satisfaction

Variables Principals’ Den_locratic Teac_hers’_Job
Leadership Satisfaction
Principals’ Democratic 1 .633**
Leadership .000
. . 633**
Teachers’ Job Satisfaction 000 1

**Correlation is significant at the 0.01 level (2-tailed).

To investigate the relationship between teachers’ perception of principals’ Laissez-faire
leadership styles and teachers’ job satisfaction, the Pearson-product moment correlation coefficient
was utilized (See: Table 5).

According to the Table 5, “laissez-faire leadership” style of principals was negatively and
significantly related to “job satisfaction” of teachers (r = - .210, p<0.05). This implied that a
negative correlation was existed between “laissez-faire leadership” style and teachers’ “job
satisfaction” level in selected high schools.
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Table 5 Relationship between Principals’ Laissez-Faire Leadership Style and Teachers’ Job
Satisfaction

Variables Principals’ Lais_sez-faire Teac_hers’_ job
Leadership Satisfaction
Principals’ Laissez-faire 1 -.210*
Leadership .000
Teachers’ Job Satisfaction -210% 1
.000

*Correlation is significant at the 0.05 level (2-tailed).

Open-Ended Responses

In teachers’ questionnaire, there were two open-ended questions at the end of the
questionnaire. The first question asked teachers to express the principals’ leadership styles. For
the first question, out of 147 teachers, 30 (20.41%) teachers from selected high schools did not
answer to that question. Eighteen (15.38%) teachers from selected high schools answered that their
principal’s leadership style can motivate their job satisfaction but 3 (2.56%) teachers do not like
their principal’s leadership style. Moreover, 15 (12.82%) teachers proposed that the principals,
who praise the teachers for accomplishing their assigned tasks, can motivate their job satisfaction.
Moreover, 25 (21.36%) teachers stated that the principals who lead fairly, objectively, and
systematically the schools could motivate the teachers’ high job satisfaction. Similarly,
15 (12.82%) teachers answered that the principals who have good communication skills, discuss
important school matters with teachers, and provide precise and clear direction and information for
teachers can motivate their job satisfaction on their schools. Furthermore, 11(9.4) teachers
proposed that they like the principals, who are effective and efficient in management of schools
and assign teachers the relevant subjects and duties fairly and demonstrate how to do the assigned
the duties. Lastly, 30 (25.64) teachers from selected high schools answered that the principals who
carry out the school matters in line with the guidance by Ministry of Education can motivate their
job satisfaction.

The second question asked teachers to describe whether or not they were satisfied with their
job and give reason for/ why they were satisfied or dissatisfied. For this question, 112 (76.19%)
teachers from selected high schools responded to this question. Fifty six (51.77%) teachers
answered that they satisfied their work because the leader led and managed fairly, objectively and
actively to them in the school. Furthermore, 21 (18.75%) teachers replied that they necessitated the
leader who is perfect in his/her administrative role and provides good and definite directions for
school’s success. Then, 25 (22.32%) teachers from selected high schools responded that they like
the leader managing in accordance with the disciplines of the school and consulting and deciding
with all teachers in every affaire of school. The last one group containing 8 (7.14%) teachers
returned that they do not receive happiness because the leader does not assign the duties with
respect to the teacher’s ability, does not have mutual understanding with all teachers.

Conclusion and Discussion

In order to examine the relationship between principals’ leadership styles and teachers’ job
satisfaction, three research questions were developed to guide this study.

Research question one asked teachers to express their perceptions of their principals’
leadership styles at selected Basic Education High Schools in Sagaing Township. According to the
responses of teachers, they asserted that their principals moderately practiced two leadership styles:
Autocratic style and Laissez-faire style and mostly used Democratic style of leadership to manage
their schools.
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It can be concluded that the principals of selected high schools instill satisfaction of
association in others. Moreover, they always seek different perspectives when solving problem,
stimulate the teachers to be innovative and creative. Because of using the democratic leadership
style by the principals of selected high schools, the most teachers from those schools satisfy and
happy to their work. Thus, the principals from all selected high schools should utilize democratic
leadership style to be successful to their schools.

In addition, research question two investigated the teachers’ perception about their job
satisfaction in selected high schools. As a result, it was found that the teachers from selected Basic
Education High Schools were highly satisfied with four dimension of job satisfaction, namely,
“Responsibility”, “Work itself”, “Supervision”, and “Interpersonal relation”, but they were
moderately satisfied with four dimension of job satisfaction including “Advancement”,
“Recognition”, “Working condition”, and “Pay”. However, the level of job satisfaction in all
selected high schools falls under the moderate satisfaction level with the mean score 3.48.

Lastly, research question three asked teachers to investigate the relationship between their
principals’ leadership styles and their job satisfaction. According to the teachers’ responses, it was
found that principals’ Autocratic leadership styles and Democratic leadership style were positively
and moderately correlated with job satisfaction of teachers (r=.607, p<0.01, r=.633, p<0.01). And
then, Laissez-faire style of leadership was negatively and slightly corrected with satisfaction
(r=-.210, p<0.05). Therefore, it can be said that principals’ leadership styles can influence the
condition of the teachers’ job satisfaction in selected Basic Education High Schools in Sagaing
Township.

In short, the teachers from all selected high schools prefer the management of their
principals and they have effective interpersonal relationship among them and with their principal.
Moreover, they also like their profession and assumed that it provides them opportunities to learn
and to use their skills and abilities. But they do not satisfy about their pay.

In conclusion, the principals should use to different kinds of leadership styles for teachers’
job satisfaction in accordance with time and circumstances. Base on the research findings, this
study helps to provide guidance and direction to principals who wish to exercise their leadership
on a more appropriate and relevant way particularly in a context of change.

Recommendations for Further Studies

This study explored the relationship between principals’ leadership styles and teachers’ job
satisfaction at selected Basic Education High Schools in Sagaing Township. Thus, further studies
are needed to be expended similarly this research to acquire the schools’ objectives of Basic
Education Schools in other townships. And then a large population should be used so that it can
ensure for a better organization of the data. Moreover, this research should be studied at Education
Colleges, Degree Colleges, and Universities under the Ministry of Education in accordance with
today circumstances. For further research, it can be also studied the effect of leadership styles of
principals on teachers’ job satisfaction and job performance. Furthermore, it can be also studied
that the principals’ leadership styles or behaviour impact on the teachers’ job commitment.
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RELATIONSHIP BETWEEN SCHOOL STRUCTURE AND
TEACHER EMPOWERMENT

Khin Moe*

Abstract

This study specially focused on relationship between teachers’ perceptions of their school structure
and their empowerment. A total of 147 teachers from five basic education high schools participated
in this study. Two research instruments, "School Structures Questionnaire" adapted from Hoy &
Sweetland (2001) and "School Participant Empowerment Scale (SPES)" developed by Short &
Rinehart (1992) were used to collect quantitative data. Descriptive statistics such as means and
standard deviations, and Pearson product-movement correlation coefficient were calculated through
SPSS software. The findings of the study indicated that there were high levels of enabling school
structures and moderate levels of hindering school structures in Basic Education High Schools
according to teachers' perceptions. Similarly, the levels of teacher empowerment were at high levels
in those schools based on teachers’ perceptions. When studying the correlation between school
structure's dimensions and teacher empowerment, it was found that enabling school structure was
positively and moderately correlated to teacher empowerment (r=.486, p<0.01). However, it was
also found that there was no relationship between hindering school structure and teacher
empowerment.

Keywords: School structure, Teacher empowerment

Introduction

Education is defined as a fundamental verbal process of prepared for life. In the recent
years, school organizations are more favor to decentralize ones. This study investigates the
relationship between school structures and teacher empowerment. There is need to have school
structures that enhance teacher competence and student achievement. Hoy & Sweetland (2001)
summarize that "school structures vary along a continuum from enabling at one extreme to
hindering at the other". Enabling and hindering school structures, as teachers experience, have
different features, develop through different processes, and have different consequences for the
teaching-learning context. Enabling schools encourage trusting relations between teachers and the
principal. In many educational settings, teacher empowerment plays as an important role for
promoting teachers’ competencies and collaboration. Teacher empowerment is the process
whereby teachers develop the competence to take charge of their own growth and resolve their
own problems (Short, 1994). Incorporating expert teachers into school structures and empowering
teachers will require some alteration of the current school practices. Recent research on school
structures and an informal monitoring of school operation may lead to greater teacher
empowerment.

Significance of the Study

Effective organizations of the twenty-first century, especially schools, will need to have
enabling structures if they are to be competitive and successful (Hoy & Sweetland, 2001). When
school structures are enabling, teachers trust each other, have a sense of efficacy and
professionalism, and are not bound by rigid rules and feelings of helplessness. Hoy and Sweetland
developed a model of enabling structure as "a hierarchy of authority and a system of rules and
regulations that help rather than hinder teaching learning mission of the school”. Evidence is
convincing that schools can be designed with supporting structures that enable teachers to
positively influence the academic expectations in their schools (Hoy, 2008, as cited in Messick,
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2012). In an enabling hierarchy, the principal is more likely to invite teachers to take part in shared
decision-making.

According to Short (1994, as cited in Watts, 2009), an incorporation of empowerment gives
teachers a sense of ownership and opportunities to improve the quality of instruction. He
established a connection between schools and teacher empowerment as an “efficient means toward
a self-management system confident of developing the roles of principals and teachers” (Hoy &
Sweetland, 2001). Davidson and Dell (2003) and Hirsch, Emerick, Church and Fuller (2006)
concur that school improvement is enhanced by the use of teacher empowerment. Teacher
empowerment has been measured in a variety of educational paths and can point toward success
with the proper support, staff development, and a collaborative spirit (Hoy & Sweetland, 2000;
Short & Greer, 1997, as cited in Watts, 2009). If the school leaders incorporate avenues for teachers
to empower themselves, they will be improved the quality of teaching. For the above reasons, this
study is very important and useful in education.

Aim of the Study

The general aim of the study is to investigate the relationship between perceptions of
teachers on their school structure and their empowerment at Basic Education High Schools in
Sagaing Township.

The Specific aims are:
e to explore the perceptions of teachers on their school structure at Basic Education High
Schools in Sagaing Township,

e to examine the levels of empowerment perceived by teachers at Basic Education High
Schools in Sagaing Township, and

e to find out the relationship between perceptions of teachers on their school structure and
their empowerment at Basic Education High Schools in Sagaing Township.

Research Questions
The following research questions guide the direction of the study:

1. What are the perceptions of teachers on their school structure at Basic Education High
Schools in Sagaing Township?

2. What are the levels of empowerment perceived by teachers themselves at Basic Education
High Schools in Sagaing Township?

3. Is there any relationship between perception of teachers on their school structure and their
empowerment at Basic Education High Schools in Sagaing Township?

Definitions of Key Terms

e School Structure: School structure is defined as the specific institutional processes at the
school level that affect the daily performance of youth (Conchas, 2006, as cited in
Gonzalez, 2013).

e Teachers Empowerment: Teachers empowerment is giving power to the teachers.
Empowerment can be either self-initiated or initiated by others and it is the process of
enabling teachers to set their own work-related goals, make decisions and solve problems
within their spheres of responsibility and authority (Vaidya, 2010).



J. Myanmar Acad. Arts Sci. 2021 Vol. XIX. No.9A 45

Scope of the Study

The scope of this study was limited to the Basic Education High Schools in Sagaing
Township. Sample schools were the schools in which principals had been at least two years in the
current schools.

Theoretical Framework of the Study

According to Hoy and Sweetland (2001), school structures vary along a continuum from
enabling at one extreme o hindering at the other. In this study, school structure will be measured
by two types: enabling school structure and hindering school structure.

e Enabling School Structure is a hierarchy that helps rather than hinders and a system of
rules and regulation that guides problem solving rather than punishes failure (Hoy &
Sweetland, 2001).

e Hindering School Structure is a hierarchy that impedes and a system of rules and
regulations that is coercive (Alder & Borys, 1996).

On the other hand, teacher empowerment will be measured with “School Participant
Empowerment Scale (SPES)” develop by Short & Rinehart (1992). This instrument has six
dimensions. They are:

e Decision-Making refers to the critical decisions directly affecting the operations of school
(Short, 1992).

e Teacher Impact refers to teachers’ perceptions having an effect and influence on school
life (Short, 1992).

e Teacher Status refers to the teachers’ sense of esteem ascribed by students, parents,
community members, peers, and superiors to the position of teacher (Short, 1992).

e Autonomy refers to teachers’ beliefs that they can control certain aspects of their work life
(Short, 1992; Short & Johnson, 1994).

e Professional Growth refers to the school providing them with opportunities to grow and
develop teaching skills (Short, 1992).

o Self-Efficacy refers to teachers’ perception that they have the skills and ability to help
students learn, are competent in building effective programs for students, and can effect
changes in student learning (Short, 1992; Short & Johnson, 1994).

School Structure Teacher Empowerment
e Enabling school structure Decision making
¢ Hindering school structure Teacher impact

(Hoy & Sweetland, 2001) Teacher status
Autonomy
Professional growth
Self-efficacy
(Short, 1992)

Figure 1 Theoretical Framework of this Study
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Review of Related Literature
School Structure

School structure is how schools arrange the resources of time, space, and personnel for
maximum effort on student learning. School structure includes organizational structures that allow
learning to occur under a variety of circumstances condition including: flexible schedules, year-
round calendars, modified timetables (Galland, 2008). School structure summarize that it vary
along a continuum from enabling at one extreme to hindering at the other (Hoy & Sweetland,
2001). The structure of the organization can be defined simply as the sum total of the ways in
which it divides its labor into distinct tasks and then achieves coordination among them
(Mintzberg, 1979).

Most schools fall somewhere between these two extremes: completely organic
(professional) and completely mechanistic (bureaucratic) (Lunenburg & Ornstein, 2012). The ideal
professional-type school is characterized by high complexity, adaptiveness, and job satisfaction.
That is, school administrators respect the professional knowledge of teachers, respond readily to
the changing needs of the school and society and consider the intrinsic satisfaction of teachers to
be an important school outcome. Bureaucratic-types schools tend to have a hierarchical structure
of control, authority, and communication with little shared decision making (high centralization).
There is little emphasis on professional expertise in both subject-matter knowledge and
instructional methodology, low adaptation and human resources are of little important. However,
each ideal type of school has advantages and disadvantages. Moreover, there are limits on how
much a school administrator can emphasize one variable over another (Lunenburg & Ornstein,
2012).

The prototype of an enabling school structure is a hierarchy that helps rather than hinders
and a system of rules and regulations that guides problem solving rather than punishes failure. In
enabling school structures, principals and teachers work cooperatively across recognized authority
boundaries while retaining their distinctive roles. The prototype for a hindering school structure is
a hierarchy that impedes and a system of rules and regulations that is coercive. The underlying
administrative assumption is that teacher behaviour must be closely managed and strictly are used
to gain conformity (Hoy & Sweetland, 2001). However, the structure is used to ensure that
reluctant, incompetent, and irresponsible teachers do what administrators prescribe (Alder &
Borys, 1996).
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Table 1 Two Types of School Structure: Enabling and Hindering

Enabling Structure Hindering Structure
Formalization Promotes flexible rules and Enforces rigid rules and procedures
procedures Views problems as constraints
Views problems as learning Demands consensus
opportunities Punishes mistakes
Values differences Fosters suspicion
Encourages initiative
Foster trust
Centralization Facilitates problem solving Demands compliance
Promotes cooperation Embraces control
Encourages openness Fosters mistrust
Protects teachers Punishes teachers
Encourages innovation Discourages change
Seeks collaboration Rules autocratically
Processes Participative decision making Unilateral decision making
Problem solving Enforcement
Context Teaching trust Teacher distrust
Truthfulness and authenticity Truth spinning and deception
Cohesiveness Conflict
Teacher sense of power Teacher sense of powerlessness

Source: Adapted from Wayne K. Hoy & Scott R. Sweetland, (2001). Designing better schools: The meaning and
measure of enabling school structures

Bureaucracy Theory

Max Weber identified three types of authority, differentiated by the justifications
recognized by leader for exercising dominance and the types of authority are charismatic,
traditional, and legal (Silver, 1983). Charismatic authority is a social dominance in which the
leader’s personal magnetism and exceptional attractiveness draws masses of followers. Next,
traditional authority is a form of dominance inherent in a position that is passed to individuals from
one generation to the next. Legal authority is a form of dominance created by legislation and upheld
by the full legal machinery of the society. Weber’s theory of bureaucracy is surely among the most
thoroughly studies of all behavioral science frameworks both in educational research and
organizational inquiry in general. Max Weber’s (1947) classic analysis of bureaucracy is a food
beginning point for discussion of the organizational structure in schools. Bureaucracies can have
both positive and negative connotations. A beginning point for most organizations comes from the
research of Max Weber. According to Weber (1947), almost all modern organizations, including
schools, have such characteristics: division of labor and specialization, impersonal orientation,
hierarchy of authority, rules and regulations and career orientation.

Teacher Empowerment

During the reform movement, the implementation has produced support for teachers to be
more empowered. Short (1992) defined teacher empowerment as the process whereby teachers
develop the competence to take charge of their own growth and resolve their own problems.
Empowerment is vided as a process: the mechanism by which people, organizations, and
community gain mastery over their lives. Empowerment is a process of transition from a state of
powerlessness to a state of relative control over one’s life, destiny, and environment.
Empowerment is an important but insufficient condition to obtain real changes in teachers’ way of
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working and instructional practice. Teacher empowerment identified six dimensions. They are
(1) decision making, (2) teacher impact, (3) teacher status, (4) autonomy, (5) professional growth,
and (6) self-efficacy (Short, 1992). The empowered teachers would be more willing to give control
over the learning process so that learning outcomes a collaborative effort. By reviewing literature,
several researchers pointed out that an enabling school structure motivate teacher coexisting,
problem solving through collaborating. Moreover, teacher empowerment moves towards
developing teacher competencies for own growth.

Social Cognitive Theory

This research is theoretically grounded in teacher self-efficacy theory which is a significant
part of Bandura’s Social Cognitive Theory. The Social Cognitive Theory defines human behaviour
as a triadic, dynamic, and reciprocal interaction of personal factors, behaviour, and the
environment. The theory recognized that some sources of influence are stronger than others and
that they do not all occur simultaneously (Bandura, 1977, as cited in Burn, 2010). Bandura
contends that people are both products and producers of their environment. A persons’ behaviour
will determine the aspects of their environment to which they are exposed, and behaviour in, in
turn, modified by that environment.

Motivational Theory

Maslow (1970, as cited in Cypert, 2009) popularized a theory of human motivation which
explained motivation as a Hierarchy of Needs: physiological needs, safety needs, belonging needs,
self-esteem needs and self-actualization needs, whereby individuals are always striving to reach
their full growth potential or self-actualization. In addition, Herzberg (1959, cited in Blackburn,
2007) developed the motivation hygiene theory, which states there are both intrinsic and extrinsic
factors that influence satisfaction or dissatisfaction of employees. The intrinsic, or motivator,
factors include achievement, recognition for achievement, the work itself, responsibility and
growth or advancement. The extrinsic, or hygiene, factors include company policy and
administration, supervision, interpersonal relationships, working conditions, salary, benefits and
job security.

Dimensions of Teacher Empowerment

Short (1992) derived six dimensions of teacher empowerment taken from a study of schools
across the country between 1989 and 1992. She identified them as (1) involvement in decision-
making, (2) teacher impact, (3) teacher status, (4) autonomy, (5) opportunities for professional
development, and (6) teacher self-efficacy. Each of the six dimensions has established a
mechanism by which teacher empowerment can be achieved.

(1) Decision-Making

Decision-making refers to the critical decision directly affecting the operations of schools
(Short, 1992). This participation generally involves responsibilities for decisions relating to
budgets, teacher selection, scheduling, curriculum, and other programs of instructional or
curricular importance. Providing teachers with a significant role in school decisions is a key
element empowerment (Short & Greer, 1997, as cited in Watts, 2009). In order for teachers to be
empowered, they must believe that their involvement is genuine and their opinion critically impacts
the outcome of the decision (Short, 1992).

(2) Teacher Impact

Teacher impact refers to teachers’ perception having an effect and influence on school life
(Short, 1992). Teachers’ self-esteem grows when they feel they are doing something worthwhile,
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doing it in a competent manner, and are recognized for their accomplishments. Teachers want to
feel appreciated and respected by not only their students and colleagues, but by their working
superiors as well (Short, 1992; Short & Johnson, 1994).

(3) Teacher Status

Short (1992) referred to teacher status as the teacher’s sense of esteem ascribed by students,
parents, community members, peers, and superiors to the position of the teacher. Recognition of
this esteem can be formed in comments and attitudes from various constituents of the school
environment, responses to the teacher’s instruction, and the respect afforded the teaching
profession (Short, 1992; Short & Johnson, 1994) having mutual respect and admiration from peers
and colleagues allow an acknowledgement of authority and expertise.

(4) Autonomy

Autonomy, as a dimension of empowerment, refers to teachers’ beliefs that they can control
certain aspects of their work life (Short, 1992; Short & Johnson, 1994). This may include control
over textbooks, scheduling, curriculum, and instructional planning. Autonomy is the sense of
freedom to make certain decisions.

(5) Professional Growth

Short (1992) described professional growth as a dimension of empowerment referent to the
school providing them with opportunities to grow and develop teaching skills. There is a
generalized view that teachers receive staff development and training when the need arises.
Professional growth goes beyond the generalized view in terms of authentic empowerment.
Professional growth refers to the opportunities and support that raise the level of authority derived
from the command of the subject matter and essential teaching skills.

(6) Self-Efficacy

Self-efficacy refers to teachers’ perception that they have the skills and ability to help
students learn, are competent in building effective programs for students, and can effect changes
in student learning (Short, 1992; Short & Johanson, 1994). Blasé (1982, as cited in Short,1992)
states that the primary rewards in teaching result from the teacher’s positive self-evaluations of
performance with students in instructional, moral, and counseling terms. Self-efficacy develops as
an individual acquires self-knowledge and the belief that they are personally competent and has
mastered skills necessary to be effect desired outcomes.

Methodology
Research Method
In this study, quantitative research method was used.
Population and Sample

Totally, there are 13 Basic Education High Schools in that the principals had been at least
two years of service at the current school. Among them, two Basic Education High Schools in
Sagaing Township were selected for pilot study. Seventy-seven teachers participated in this pilot
study. And then, 5 Basic Education High Schools were chosen as the sample schools. Out of
147 teacher respondents, 19 (12.93%) teachers were male but 128 (87.07%) were female teachers.
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Research Instruments

Two questionnaires for the teachers were used in this study: Questionnaire 1, to investigate
school structure was based on "Enabling School Structures Questionnaire” adapted from Hoy &
Sweetland (2001) and Questionnaire 2, to investigate teacher empowerment was based on "School
Participant Empowerment Scale (SPES)" developed by Short & Rinehart (1992). The questionnaire
for school structure contained 36 items. Each item was rated by using five-point Likert scale:
(strongly disagree (1), disagree (2), undecided (3), agree (4) and strongly agree (5). The
questionnaire for teacher empowerment contained 32 items. Each item was rated by using five-
point Likert scale: (strongly disagree (1), disagree (2), undecided (3), agree (4) and strongly
agree (5).

Data Collection Procedures

For the content validity, the advice and guidance were taken from a panel of experts who
have specialized knowledge and expertise in the fields of study. After getting the validity of the
questionnaire, pilot testing was conducted in two Basic Education High Schools in Sagaing
Township. The preliminary instruments were field tested by 77 teachers representing two Basic
Education High Schools.

Based on the findings of pilot test, internal consistency reliability of the questionnaires was
determined by Cronbach’s Alpha. The Cronbach's alpha reliability for school structure was 0.790
and Cronbach's alpha reliability for teacher empowerment was 0.853. After receiving the
permission of the responsible persons, questionnaires were distributed to 5 Basic Education High
Schools on 13 February, 2020 and collected them after one week.

Data Analysis

Descriptive statistics such as means and standard deviations were calculated by using SPSS
(Statistical Package for the Social Science) version 22 for teachers' perceptions of school structures
and teacher empowerment. Moreover, Pearson-product moment correlation coefficient was also
used to find out the correlation between teachers' perceptions of their school structure and teacher
empowerment in basic education high schools. According to Landell (1997, as cited in Saari, &
Rashid, 2013), the mean values of 1.00 to 2.33 is defined as low level , 2.34 to 3.67 is defined as
moderate level and 3.68 to 5.00 is defined as high level.

Research Findings

Teachers’ Perceptions of their School Structure at Basic Education High School in Sagaing
Township

Table 1 shows the mean values and standard deviations of school structure perceived by
teachers from Basic Education High Schools in Sagaing Township.
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Table 1 Mean Values and Standard Deviations of School Structure Perceived by Teachers at
Basic Education High Schools in Sagaing Township

Schools Dimeng,ions of School Str_uctur_e

Enabling Hindering

A Mean 3.83 287

SD 0.32 0.34

B Mean 3.77 3.21

SD 0.26 0.39

C Mean 3.39 3.05

SD 0.62 0.34

D Mean 3.75 3.14

SD 0.28 0.50

E Mean 3.82 3.00

SD 0.28 0.42

Mean 3.71 3.07

All Schools 3D 039 >

Note: 1.00 to 2.33 = Low level 2.34 to 3.67 = Moderate level 3.68 to 5.00 = High level

According to perceptions of teachers from School A, B, D and E shown in Table 1,
“Enabling School Structure” was found at high level and “Hindering School Structure” was found
at moderate level in their schools. In other words, the dominant school structure of those schools
was “Enabling School Structure”. On the other hand, teachers from School C perceived that their
school had moderate levels of both “Enabling School Structure” and “Hindering” School
Structure”. When studying the school structure of all basic education high schools, “Enabling
School Structure” was found at high level and “Hindering” School Structure” was found at
moderate level. In conclusion, the dominant school structure of all basic education high schools
was “Enabling School Structure”.

Perceptions of Teachers’ on their Empowerment at Basic Education High Schools in Sagaing
Township

Table 2 shows the mean values and standard deviations of teachers’ perceptions of their
empowerment at Basic Education High Schools in Sagaing Township. According to Table 2, all
dimensions of teacher empowerment were high in school E. The mean value of “Teacher
Empowerment” in school E was high. School A, B, and D were high in the dimensions of “Teacher
Impact”, “Teacher Status”, “Autonomy”, “Professional Growth”, and “Self-efficacy” and were
moderate in dimension of “Decision-making”. But, the mean values for “Teacher Empowerment”
were high in school A, B, and D. For school C, the dimensions of “Teacher Impact”, “Teacher
Status”, “Autonomy”, and “Self-efficacy” were high and the dimensions of “Decision-making”
and “Professional Growth” were moderate. The mean value for “Teacher empowerment” was high
in school C.
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Table 2 Mean Values and Standard Deviations of Teachers’ Perceptions of their
Empowerment at Basic Education High Schools in Sagaing Township

Dimensions
School DM T TS AU PG SE TE Remark

A Mean | 3.60 | 3.86 | 3.93 | 3.98 3.89 | 398 | 3.87 Hidh
SD 0.53 | 0.38 | 0.36 | 0.40 046 | 0.38 | 0.39 g

5 Mean | 342 | 375 | 371 | 401 | 3.85 | 3.99 | 3.79 Hiah
SD 039 | 032 | 038 | 029 | 032 | 014 | 024 9

C Mean | 3.18 | 3.81 | 3.68 | 4.08 3.67 410 | 3.75 High
SD 051 | 042 | 0.34 0.26 0.52 032 | 0.29
D Mean | 3.45 | 3.81 | 3.83 3.78 3.78 391 | 3.76 High
SD 047 | 0.33 | 0.35 0.44 0.39 032 | 0.31
E Mean | 3.70 | 3.86 | 3.97 3.89 3.84 | 402 | 3.88 High
SD 045 | 0.25 | 0.29 0.39 0.47 029 | 0.24

All School | Mean | 3.46 | 3.81 | 3.82 3.91 3.79 3.98 | 3.79

S SD 049 ]10.34 |0.36 0.39 0.43 0.31 |0.31 High
1.00to0 2.33 = Low 2.3410 3.67 = Moderate  3.68 t0 5.00 = High
Note: DM = Decision-making, TI = Teacher Impact, TS= Teacher Status,

AU = Autonomy, PG= Professional Growth, SE= Self-efficacy,

TE = Teacher Empowerment

When studying at Basic Education High Schools, the overall mean values for all
dimensions were high. Therefore, the perceptions of teachers on “Teacher Empowerment” were

high.

Correlation between School Structure Dimensions and Teacher Empowerment in Basic
Education High Schools

To know the relationship between teachers’ perceptions of their school structure
(independent variable) and teacher empowerment (dependent variable), Pearson product-moment
correlation coefficient was utilized.

According to table 3, enabling school structure was positively correlated to dimensions of
teacher empowerment (r=.486, p<0.01). On the other hand, the finding showed that the correlation
between hindering school structure and one of the dimension of empowerment, “Autonomy” was
statistically and positively significant (r=0.218, p=0.008). However, there was no correlation
between hindering school structure and five dimensions of teacher empowerment: “Decision
Making (r=0.028 p=0.736), “Teacher Impact” (r=0.141, p=0.089), “Teacher Status” (r=0.026,
p=0.752), “Professional Growth” (r=0.090, p=0.280) and “Self-efficacy” (r=0.130, p=0.116).
Moreover, the Pearson correlation coefficient or r was 0.075 and the significant level (sig) or
p was 0.0364. Therefore, hindering school structure and teacher empowerment was not correlated
because the “sig” was greater than 0.01 (See Table 3).
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Table 3 Correlation between School Structure’'s Dimensions and Teacher Empowerment
Perceived by themselves in Basic Education High Schools

Variables 1 2 3 4 5 6 7 8 9
1.Enabling 1
2.Hindering .064 1
3. DM 546" .028 1
4. Tl .308™ 141 | 538" 1
5.TS 605" | .026 | .6017|.7577| 1
6. AU 211" 218" .264™ | 502" | 407" 1
7. PG 654" 090 | .540™ | .649™ | 772" | 392" 1
8. SE 274 130 | 3697 | .690™ | .603™ | .572"" [.6497| 1
9.TE 486" 075 | .658™ | 541" | 561" | .232"" |.615" |.393" 1
*p<0.05; **p<0.01
Note: DM= Decision-making, Tl = Teacher Impact, TS= Teacher Status,
AU = Autonomy, PG = Professional Growth,
SE = Self-efficacy TE = Teacher Empowerment

Open-ended Responses

Teachers were asked two open-ended questions in questionnaire for teachers. The first
question was “Does your school structure enable or hinder for you? Why?” Out of selected
teachers, 124 teachers (84.35%) responded to this question and 23 teachers (15.65%) did not
respond this. In the 124 teachers (84.35%) responded to this question, 102 teachers (82.26%)
answered that “their school structure enable for them”. Their reasons were: classrooms were
enough for all the students, the principals supported whatever they needed, classrooms and toilets
were enough, and their schools had libraries, teaching aids were enough, they had autonomy in
teaching-learning process, and they committed school discipline. However, 22 teachers (17.74%)
answered “their school structures hinder”. Their reasons were: teaching aids were not enough,
students-teachers ratio was not balance, and classrooms were inadequate.

And, the second question was “Which tasks do you perform in school? Discuss your
opinion”. Out of selected teachers, 118 teachers (80.27%) responded to this question and
29 teachers (19.73%) did not respond this. In the 118 teachers (80.27%) responded to this question.
Their tasks were teaching, board of examination, management, school discipline, cleaning, school
improvement process, librarian, physical training, and school health service.

Conclusion, Discussion and Recommendations
Summary of the Study

Key findings from this study were summarized below and will be discussed and included
in the next section. When studying the teachers' perceptions on their “School Structure”, there were
moderate levels in two dimensions of school structure such as enabling and hindering structures in
basic education high schools. When studying teachers’ perceptions on “Teacher Empowerment”
at Basic Education High Schools, the overall mean values for all dimensions were high. Therefore,
the perceptions of teachers on “Teacher Empowerment” were high. This results showed that
enabling school structure was positively and moderately correlated with teacher empowerment
(r=.486, p<0.01). However, it was also found that there was no correlation between hindering
school structures and teacher empowerment.

Similarly, different points of view of teachers on school structure and teacher
empowerment were obtained by using two open-ended questions. Based on the responses of
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teachers from two open-ended questions, it was assumed that most of the schools in this study were
enabled for them. The principals supported whatever they needed, classrooms and toilets were
enough, and their schools had libraries, teaching aids were enough. The school principal
empowered teachers to share knowledge to each other, allowed to experiment with different
teaching approaches, school discipline and school health service.

Conclusion and Discussion

Structure in schools is inevitable. Enabling school structure measures to what degree school
structure enable teachers to work (Hoy & Sweetland, 2001). Enabling formalization assists
teachers with solutions to problems in their work. Enabling procedures invite interactive dialogue,
view problems as opportunities, foster trust, value differences. Hindering formalization refers to
rules and procedures used to punish subordinates when they do not comply. In the school setting,
hindering centralization sometimes breeds resistance and hostility towards administrators because
teachers feel coerced into following rules that may or may not suit their needs or the needs of their
students. Short (1992) defined teacher empowerment as "a process whereby school participants
develop the competencies to take charge of their own growth and resolve their own problems”. In
this analysis, six dimensions of teacher empowerment are of interest: decision-making, teacher
impact, teacher status, autonomy, professional growth and self-efficacy.

Research question one explored the teachers’ perceptions level of their school structure at the
Basic Education High Schools in Sagaing Township. School structures included two dimensions:
“enabling”, and “hindering”. “Enabling School Structure” was found at high level and “Hindering”
School Structure” was found at moderate level in their schools. In other words, the dominant school
structure of those schools was “Enabling School Structure”. On the other hand, teachers from
School C perceived that their school had moderate levels of both “Enabling School Structure” and
“Hindering” School Structure”. When studying the school structure of all basic education high
schools, “Enabling School Structure” was found at high level and “Hindering” School Structure”
was found at moderate level. In conclusion, the dominant school structure of all basic education
high schools was “Enabling School Structure”.

Research question two was to investigate the level of teachers’ perceptions on teacher
empowerment at the Basic Education High Schools in Sagaing Township. According the
perceptions of teachers, all dimensions of teacher empowerment were high in school E. The mean
value of “Teacher Empowerment” in school E was high. School A, B, and D were high in the
dimensions of “Teacher Impact”, “Teacher Status”, “Autonomy”, “Professional Growth”, and
“Self-efficacy” and were moderate in dimension of “Decision-making”. But, the mean values for
“Teacher Empowerment” were high in school A, B, and D. For school C, the dimensions of
“Teacher Impact”, “Teacher Status”, “Autonomy”, and “Self-efficacy” were high and the
dimensions of “Decision-making” and “Professional Growth” were moderate. The mean value for
“Teacher empowerment” was high in school C. When studying at Basic Education High Schools,
the overall mean values for all dimensions were high. Therefore, the perceptions of teachers on
“Teacher Empowerment” were high.

Research question three was to explore the relationship between school structure dimensions and
teacher empowerment. This results showed that the enabling school structure was positively and
moderately correlated with all dimensions of teacher empowerment and overall value of teacher
empowerment. In other words, it can be assumed that the higher the perceptions of teachers on the
dimensions of school structure, “Enabling School Structure”, the higher the level of teacher
empowerment. Consequently, teachers had commitment to their professional development and
participated in decision making. On the other hand, it was also found that there was no correlation
between hindering school structure and teacher empowerment. However, hindering school
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structure was statistically and positively correlated with one of the dimensions of teacher
empowerment, “Autonomy”. All in all, the result of the study supported Hoy and Sweetland’s
(2001) assumptions that both hierarchy and rules can be mechanisms to support teachers rather
than vehicles to enhance principal power.

Recommendations for Further Research

This section presents recommendation for further study. This study explored the
relationship between school structure and teacher empowerment at the Basic Education High
Schools in Sagaing Township. Based on the research findings, the recommendations are: further
studies were needed to be expended school structure and teacher empowerment. This research was
limited at Basic Education High Schools in Sagaing Township. Therefore, similar research should
be concluded at primary schools, middle schools and high schools in other divisions or regions.
Principals should take into consideration the suggestion of teachers and be aware of their feelings
and provide the necessary support to feel confident in making decisions. Moreover, principals
should create critical decision making with teachers to enhance their school structure. Therefore,
the period for the intervention and the content to be learnt should be extended. Besides, a large
population should be used, as it can ensure for a better generalization of the data. Expanding the
sample population could provide a greater insight into the perceptions of these two variables.
Finally, training teachers to become more active participants in the school at large is the precursor
to useful teacher empowerment.
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AN ANALYTICAL STUDY ON PEDAGOGICAL KNOWLEDGE
AND PRACTICES OF TEACHER EDUCATORS
IN EDUCATION COLLEGES

Khaing Khin Kyaw!, Htay Khin? and Cho Cho Sett®

Abstract

This paper intended to study pedagogical knowledge and practices of teacher educators in education
colleges, There are two phases in this study, namely, quantitative study (questionnaire survey) and
qualitative study (interviews and observation). Descriptive research method was used in this study.
Two sets of questionnaires developed by the researcher: questionnaire for teacher educators’
pedagogical knowledge and questionnaire for teacher educators’ practices concerning their
pedagogical knowledge were used. The reliability coefficient (Cronbach o) was 0.98 for the
questionnaire for teacher educators’ practices. In qualitative study, interview and observation were
conducted. Out of twenty-five Education Colleges, three hundred and twenty teacher educators from
eight Education Colleges were selected as subjects by the use of equal-sized stratified sampling
method. Among them, twenty four teacher educators were selected as participants in qualitative
study. Item Percent Correct (IPC), Descriptive statistics, Independent Samples t-Test, One-way
ANOVA, Tukey HSD test, and multiple regression were used for the data analysis. The level of
pedagogical knowledge and practices of teacher educators were found to be at satisfactory and above
satisfactory except from three teacher educators who were at below satisfactory in pedagogical
knowledge. There were statistically significant differences in pedagogical knowledge of teacher
educators grouped by qualifications and teaching subject. Similarly, significant differences were
found in teacher educators’ practices in groups divided by gender, age, position, and service. The
first predictor affecting pedagogical knowledge was teaching subject and the second one is
qualifications. The gap between knowledge and practice in some dimensions of pedagogical
knowledge was suggested by qualitative findings.

Keywords: Pedagogy, Pedagogical Knowledge, Teacher Educators

Introduction

In the present era, 21% century, education must focus on nurturing the whole child_ morally,
intellectually, physically, socially and aesthetically. Students need to acquire new knowledge,
skills and dispositions to ensure their survival and success as individuals, as members of the
community, and as valuable citizens of the nation. It can be achieved only when teachers have the
right values, skills, and knowledge to be effective practitioners. Since the quality of teachers
determines the quality of education, teacher education plays a vital role in producing qualified
teachers.

To promote teacher quality, the role of teacher educators who produce teachers in initial
teacher training is vital. Teacher educators are crucial players for maintaining — and improving —
the high quality of the teaching workforce. They can have a significant impact upon the quality of
teaching and learning in our schools. Since it is a universally accepted fact that the quality of
teaching force determines the quality of education in a nation, pedagogical knowledge and
practices of teacher educators needs to be considered as a determinant in promoting the quality of
teachers.

Moreover, according to the Global Monitoring Report on Quality of UNESCO (2005, as
cited in European Commission, October 2013), in this global context, the classroom pedagogy used
by teachers is consistently seen as the crucial variable for improving learning outcomes and is
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critical in any reform to improve quality. Loughran (2014) argued that pedagogy of teacher
education was based on two complementary aspects of knowledge and practice: teaching about
teaching and learning about teaching. Therefore, the pedagogical knowledge of teacher educators
and how to apply this knowledge is one of the major areas of concern for the immediate future and
crucial element to be successful education. To produce quality teachers, an analytical study of
teacher educators’ pedagogical knowledge and practices is needed for investigation in teacher
education field.

Aims of the Study

The main aim of this study is to study pedagogical knowledge and practices of teacher
educators in Education Colleges. The specific aims of this study are:

(1) to study the pedagogical knowledge levels of teacher educators in Education Colleges,

(2) to investigate the variations of teacher educators’ pedagogical knowledge according to
personal factors,

(3) to study the levels of practices of teacher educators concerning their pedagogical
knowledge,

(4) to investigate the variations of teacher educators’ practices concerning their pedagogical
knowledge according to personal factors, and

(5) to identify the predictors of teacher educators’ personal factors on their pedagogical
knowledge.

Research Questions

This research deals with the following questions regarding pedagogical knowledge and
practices of teacher educators in Education Colleges.

(1) What are the levels of pedagogical knowledge of teacher educators in Education Colleges?

(2) Is there any variation of teacher educators’ pedagogical knowledge according to personal
factors?

(3) What are the levels of practices of teacher educators concerning their pedagogical
knowledge?

(4) Is there any variation of teacher educators’ practices concerning their pedagogical
knowledge according to personal factors?

(5) What are the predictors of teacher educators’ personal factors on their pedagogical
knowledge?

Theoretical Framework

This research work was guided by following theoretical framework. In this study,
pedagogical knowledge and practices of teacher educators was investigated with seven dimensions
based on the common domains and areas of teacher competency standards from Brunei Darussalam
and standards for effective teacher educators from Australia. These seven dimensions are:
(1) Knowledge of students and how they learn; (2) Knowledge of subject content; (3) Knowledge
of how to plan the lesson; (4) Teaching subject content using various instructional strategies;
(5) Creating a supportive and safe learning environment for students; (6) Assessing student
learning; and (7) Communicating and collaborating with other teachers, parents, and community.

(1) Knowledge of students and how they learn: Teacher educators should know individual
differences, multiple intelligences of the learners. They should have knowledge of connecting new
material with existing knowledge of the students; listening for student’s current ideas and thinking;
guiding students toward more complete understanding about the lesson; creating the opportunities
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for participating in group discussion or activities; making a dialogue with the students to identify
and articulate not only what they expect to learn but also what they learn from the topic. Moreover,
teacher educators should know Maslow’s hierarchy needs of motivation to get students
productively involved with the work of the class.

(2) Knowledge of subject content: Teacher educators should know the central concepts,
objectives and structure of the subjects he or she teaches and create learning experiences. They
should understand content organization and observe clear information about the specific outcomes
that students are expected to acquire. They should not only study objectives teaching the respective
subject but also read various reference books that support to the understanding of subject matter.
They should realize how to organize the subject content to provide desirable learning outcomes for
the students.

(3) Knowledge of how to plan the lesson: Teacher educators should have a clear idea of what
students are able to do, understand at the end of instruction. They should know how to write
objectives at all six levels of Bloom’s Taxonomy. They should formulate learning objectives in
line with objectives of the curriculum and use action verbs to describe learning outcomes of the
learner. They should prepare a detailed lesson plan including instructional procedure to achieve
learning objectives. Moreover, descriptions of teaching aids, instructional strategies, assessment
techniques and time duration of every step should be involved in the lesson plan.

(4) Teaching subject content using various instructional strategies: Teacher educators should
have knowledge of how to select proper instructional strategy and model application of these
strategies in the classroom. They should organize full-class instruction which involves gaining
attention, informing the learner of the objective, recalling prerequisite learning, presenting the
material, and maximizing drill and practice. They should provide assignments and projects and
facilitate students in the process of inquiry to construct their own knowledge. They should arrange
group discussions and classroom activities and use the strategies that emphasize concept learning,
inquiry, and problem solving to teach concepts, patterns, and abstractions. Moreover, teacher
educators should integrate technology in classroom instruction as well as the use of various
teaching aids.

(5) Creating a supportive and safe learning environment for students: Teacher educators
should arrange physical condition of the classroom as a clean and tidy class with sufficient sunlight,
fresh air, enough space for students to move around. They should display charts and artworks in
the classroom to create attractive physical learning environment. They should make efforts to plan
the seating arrangement such as U shape, circle, face-to-face in group discussion time. They should
establish the agreed rules and procedures to ensure student safety within the classroom. They
should build positive relationships with students and encourage them to interact with each other
with mutual respect. They should provide access to available resources and technologies for
students to support learning in the diverse physical locations and contexts.

(6) Assessing student learning: Teacher educators should have a sound knowledge of assessment
strategies and they should demonstrate how to use them effectively. They need to recognize
informal assessment as well as formal assessment. They should design assessment tools such as
formal testing, classroom observation, using oral questions, portfolios, projects, and performance
assessment and provide informative feedback so that students’ focus of learning is appropriate.
Moreover, they should communicate meaningful information with students, parents, and others
about a student’s work.

(7) Communicating and collaborating with other teachers, parents, and community: Teacher
educators should communicate with parents and community to present as much performance
information as the school can provide. They should make efforts to organize a conference with the
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public or to participate in community. In addition, they should strive for these functions: initiating
collaborative relationships to expand professional learning opportunities and engage in research;
sharing their knowledge and experiences to colleagues and updating their practices; engaging in
various professional activities such as networks for specific subject matter areas, and attending
refresher course, and scholarship programs, etc.

Definition of Key Terms

Important terms are carefully defined so that the reader may understand the concepts
underlying the development of the investigation.

(1) Pedagogy refers to the art, science or profession of teaching and it includes the theory and
practice of education, and therefore, the study and practice of how best to teach (TCSF,
Myanmar, 2017).

(2) Pedagogical Knowledge refers to the teacher’s deep understanding of the processes and
practices of teaching and learning and it includes understanding how students learn, general
classroom management skills, lesson planning, and student assessment; and knowledge
about techniques or methods used in the classroom, the nature of the target audience, and
strategies for evaluating student understanding (Koehler & Mishra, 2009).

(3) Teacher Educator refers to a person who works in tertiary institutions and is largely
involved in the teaching of prospective teachers enrolled in a pre-service teacher
preparation program (Loughran, 2014).

Operational Definitions

In this study, teacher educators are teaching staffs who instruct education, academic, and
co-curricular subjects in education colleges to prepare student teachers to be effective and
competent.

Pedagogical Knowledge, in this study, is composed of seven dimensions such as
knowledge of how to plan the lesson; how students learn; subject content; creating safe and
supportive learning environment for students; delivery of instruction; assessing student learning;
and communicating and collaborating with colleagues, parents, and the community.

Methodology

Population and Sample: Out of 25 education colleges, 4 education colleges from Upper Myanmar
(group A) and another 4 education colleges from Lower Myanmar (group B) were randomly
selected in order to obtain the representative sample. From each education college, forty teacher
educators were randomly selected as subjects, using equal-sized stratified sampling method (Gay&
Airasian, 2003). Therefore, equal number of teacher educators (160) from each group was
examined in this study and the number of teacher educators participated in this study was 320. In
qualitative study, interview and observation were conducted. Out of 320, 24 teacher educators were
selected as participants in qualitative study.

Instruments: Two main instruments which were developed by the researcher were used in this
study. The first instrument was to study teacher educators’ pedagogical knowledge in education
colleges and it was mainly composed of three types of questions: thirty-seven true/false items to
investigate their pedagogical knowledge concerning how students learn, subject content, creating
learning environment, using teaching strategies, and communicating and working together with
other teachers, parent and the community; seven multiple-choice items to study knowledge about
how to assess their learners; and six matching items to examine how to write learning objectives
in planning the lesson. The second one was structured with five-point Likert type items (1=never,
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2=seldom, 3=sometimes, 4=0ften, 5=always). The total items were 52 items which included seven
main dimensions of pedagogical practices. Two open-ended questions were investigated and eight
interview questions were also included in qualitative study.

Findings

Research Question (1): What are the levels of pedagogical knowledge of teacher educators in
Education Colleges?

According to table 1, it could be regarded that most of the teacher educators had satisfactory
level of knowledge about their pedagogy except from three teacher educators who were at below
satisfactory level.

Table 1 Number and Percentages of Teacher Educators Showing the level of Pedagogical

Knowledge (N=320)
Scoring Range No. of Teachers (%) Remark
<50% 3 (0.9%) Below satisfactory level
50%-74% 87 (27.2%) Satisfactory level
>75% 230 (71.9%) Above satisfactory level
Scoring Range: <50% = Below satisfactory 50%-74% = Satisfactory =~ >75% = Above satisfactory

Research Question (2): Is there any variation of teacher educators’ pedagogical knowledge
according to personal factors such as gender, age, position, service, teaching subject, and
qualifications?

In analyzing the variations of teacher educators’ pedagogical knowledge according to personal
factors such as gender, age, position, service, teaching subject, and qualifications, it could be found that
there were significant differences in teacher educators’ pedagogical knowledge according to their
teaching subject and qualifications.

Table 2 One-way ANOVA Result Showing Teacher Educators’ Pedagogical Knowledge
Grouped by Teaching Subject

Variable Sum of df Mean - )
Squares Square
Teacher Educators’ I%e:xessn 454.802 2 227.401 | 10.642 | .000***
Flfﬁggv?gécz' Within Groups | 6773.790 | 317 | 21.368
g Total 7228.597 | 319

Note: ***p<.001

Table 3 Tukey HSD Result Showing Multiple Comparisons for Teacher Educators’
Pedagogical Knowledge Grouped by Teaching Subject

. (I). (‘]). Mean
Variable Teaching Teaching Difference (1-J) p
Subject Subject
Teacher Academic - .
Educators’ Educational Subjects 2.9 (") 001
Pedagogical Subjects Co-curriculum - .
Knowledge Subjects 3.06 (*) 000

Note: ***p<.001
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According to table 2 and 3, it could be found that the group of teacher educators who taught
educational subjects had better pedagogical knowledge than the other groups such as the groups of
those who taught academic and co-curriculum subjects. Furthermore, according to table 4 and 5, it
could be seen that the group of MEd degree holders had better knowledge than BEd degree holders
and non-professional degree holders.

Table 4 One-way ANOVA Result Showing Teacher Educators’ Pedagogical Knowledge
Grouped by Qualifications

Variable Sum of Squares df Mean F p
Square
Teacher Between Groups 757.53 2 378.76 | 18.56 | .000***
Educators’ Within Groups 6471.07 317 20.41
Pedagogical
Knowledge Total 7228.59 319

Note: ***p<.001

Table 5 Tukey HSD Result Showing Multiple Comparisons for Teacher Educators’
Pedagogical Knowledge Grouped by Qualifications

Variable () (9) Mean Difference
Qualifications Qualifications (1-J) P

Teacher BA/BSc+MA/MSc+PhD " e
Educators’ MEd (Academic) 4.83 (%) .000

ieﬁié’v?fé;i' BEd 3.51 (%) 000%**

Note: ***p<.001

Research Question (3): What are the levels of practices of teacher educators concerning their
pedagogical knowledge?

In practicing pedagogical knowledge, it was found that teacher educators’ overall practices
were at above satisfactory level in all dimensions except from the dimension of communicating
and collaborating with other teachers, parent and the community as shown in Table 6.

Table 6 Mean Values Showing Overall Teacher Educators’ Practices Concerning

Pedagogical Knowledge (N=320)
No. Dimensions Mean Remark
1 | Knowledge of how to plan the lesson 4.34 | Above Satisfactory
2 | Knowledge of students and how they learn 4.33 | Above Satisfactory
3 | Knowledge of subject content 4.22 | Above Satisfactory
4 | Teaching subject content using various teaching | 3.79 | Above Satisfactory
strategies
5 | Assessing student learning 4.05 | Above Satisfactory
6 | Creating a safe and supportive learning environment | 4.18 | Above Satisfactory
7 | Communicating and collaborating with other teachers, | 3.52 Satisfactory
parent and the community
Overall Teacher Educators’ Practices 4.06 | Above Satisfactory

Scoring Direction: 1.00-1.49=never 1.50-2.49=seldom 2.50-3.49=sometimes 3.50-4.49= often 4.50-5.00= always
Remark: 1.00-2.33= Below Satisfactory 2.34-3.67= Satisfactory 3.68-5.00=Above Satisfactory
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Research Question (4): Is there any variation of teacher educators’ practices concerning their
pedagogical knowledge according to personal factors such as gender, age, position, service,
teaching subject, and qualifications?

In analyzing whether there were any variation of teacher educators’ practices concerning
their pedagogical knowledge according to personal factors such as gender, age, position, service,
teaching subject, and qualifications, it could be found that there were statistically significant
differences between teacher educators’ pedagogical practices according to gender, age, position,
service. In table 7, there were statistically significant differences between male and female in
teacher educators’ practices concerning pedagogical knowledge.

Table 7 Independent Samples t Test Result Showing Teacher Educators’ Practices Grouped

by Gender
Variable Gender Mean t df p
Total Teacher Male 3.80 N
Educators’ Practices | Female 4.08 2579 32314 015

Note: *p<.05

As shown in Table 8, one-way ANOVA result indicated that there were significant
differences in total teacher educators’ practices grouped by their age (df=3, F=3.743, P<.001). Post
hoc Tukey HSD analyses were also conducted in Table 9.

Table 8 One-way ANOVA Result Showing Teacher Educators’ Practices Grouped by Age

Variable Sum of df Mean = 0
Squares Square
Total Teacher Between Groups 2.278 3 759 | 3.743 011*
Educators’ Within Groups 64.126 316 .203
Practices Total 66.404 | 319
Note: *p<.05

Table9 Tukey HSD Result Showing Multiple
Practices Grouped by Age

Comparisons for Teacher Educators’

Mean
Variable A(\Ig)e A(\‘;)e Difference p
(1-J)
Total Teacher 25-34yrs -19 .041*
Educators’ 35-44yrs 45-54yrs -18 .041*
Practices >55yrs -.23 .021*
Note: *p<.05

From Table 10, one-way ANOVA result described that there were significant differences
in total teacher educators’ practices grouped by their position (df=2, F=3.634, P<.05). In Table 11,
Post hoc Tukey HSD analyses were also conducted.
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Table 10 One-way ANOVA Result Showing Teacher Educators’ Practices Grouped by
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Position
Variable Sum of df Mean F p
Squares Square
Total Teacher Between Groups 1.488 2 744 3.634 .028*
Educators’ Within Groups 64.916 317 .205
Practices Total 66.404 319
Note: *p<.05

As shown in Table 11, Post Hoc Tukey HSD result displayed that there were significant
differences in total teacher educators’ practices between the groups of lecturer and assistant
lecturer.

Table 11 Tukey HSD Result Showing Multiple Comparisons for Teacher Educators’
Practices Grouped by Position

: m . Mean Difference
Variable Position (J) Position (1-0) p
Total Teacher Educators® | ) oo o0 | Assistant Lecturer 17 021*
Practices

Note: *p<.05

In Table 12, the result displayed that there were significant differences in total teacher
educators’ practices grouped by their service (df=3, F=3.143, P<.05).

Table 12 One-way ANOVA Result Showing Teacher Educators’ Practices Grouped by

Service
Variable Sum of df Mean F p
Squares Square
Between Groups 1.924 3 .641 3.143 .026*
Total Teacher
Educators’ Within Groups 64.480 316 204
Practices
Total 66.404 319
Note: *p<.05

As shown in Table 13, the result displayed that there were significant differences in total
teacher educators’ practices between the groups of 31 years and above and 11-20years service.

Table 13 Tukey HSD Result Showing Multiple Comparisons for Teacher Educators’
Practices Grouped by Service

Variable (1) Position | (J) Position | Mean Difference (1-J) p
Total Teacher 31 years and i *
Educators’ Practices above 11-20years 18 041

Note: *p<.05

Research Question (5): What are the predictors of personal factors on teacher educators’
pedagogical knowledge?

The results of finding the potential factors from demographic data of teacher educators
affecting their pedagogical knowledge appeared that teacher educators’ pedagogical knowledge
were significantly predicted by teaching subject and qualifications as shown in table 14. According
to the B weights, teaching subject (B=.232, p<.05) appears to be the best predictor of teacher
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educators’ pedagogical knowledge. Qualifications (=.226, p<.001) appears to be the second
predictor of teacher educators’ pedagogical knowledge. The adjusted R squared value was .21 and
this indicated 21% of the variance in pedagogical knowledge. According to Cohen (1988, as cited
in Morgan, Leech, Gloeckner, & Barrett, 2004), this is a typical effect.

Table 14 Simultaneous Multiple Regression Analysis for Teacher Educators’ Personal
Factors Predicting Pedagogical Knowledge

Variables B Std. Error Beta p
Gender -.05 .89 -.03 950
Age -43 54 -.09 427
Qualifications 1.75 48 226*** .000
Position .55 .50 .08 275
Service -.21 49 -.05 .662
Teaching Subject -9.7 42 232* .021

R= .43, Rz= 21; F (6, 313) = 7.16, *p<0.05, ***p <.001

Quialitative Research Findings

In conducting qualitative studies, interview and observation were conducted to support
quantitative findings. Twenty four teacher educators from four education colleges were
participated in interview sessions. The number of interview question was eight questions which
developed with seven components of teacher educators’ pedagogical knowledge and practices.

The Results of Interview

In planning the lesson, out of twenty-four teacher educators (participants), eight teacher
educators from group | and only five from Group Il prepared carefully the lesson. The other teacher
educators need to be improved in lesson preparation. As regards how students learn, nine teacher
educators from group | and seven educators from group 11 among the twenty-four participants knew
the nature of their students well and created suitable learning opportunities with adult learner. It
was investigated that the other teacher educators paid attention on the behavior of students and
trained in accordance with the physical characteristics of a good teacher.

In using various teaching strategies, it was found that although they were familiar with a
variety of teaching methods, four teacher educators from group | and only two educators from
group 11 taught through both direct and indirect instructional strategies. In the responses of other
teacher educators, they used only direct instruction approach and they complained time limitation,
too much content and many non-academic activities.

In creating a supportive and safe learning environment, it was found that four teacher
educators from group | and only one teacher educator created both physical and social or emotional
learning environment. The other six educators from group | and nine educators from group 11 was
found that they emphasized to create only physical learning environment. The rest four educators
from each group said that they motivated students to learn in order to support environment for
learning and they had insufficient knowledge about creating social and emotional learning
environment for their students. As regards assessing student learning, despite their knowledge of
assessment techniques, eight teacher educators from group | and seven teacher educators from
group Il were investigated the use of various assessment techniques and the other educators
conducted assessment with closed verbal questions in the class, tutorial, and giving assignment.

According to the quantitative and qualitative findings, it could be concluded that teacher
educators’ pedagogical knowledge vary depending on their personal factors such as teaching
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subject and qualifications and their practices depended on their demographic data. In addition, the
researcher was aware of the gap between pedagogical knowledge and practices of teacher
educators.

The Results of Observation

Researcher conducted non-participant observation in order to investigate teacher educators’
practices concerning lesson preparation, creating a supportive and safe learning environment,
teaching and assessing student learning, communicating and collaborating with other teachers,
parent and the community. As regards lesson preparation, teacher educators from Group | were
found that they wrote lesson plan and diary weekly and submitted to their respective heads of
department in order to be supervised their lesson preparation. In addition, records of lesson study
were also found.

In creating a supportive and safe learning environment, despite positive relationship
between teacher and students, and among the students, it could be observed that most teacher
educators from ECs paid more attention to training student teachers to abide by the school rules.
Researcher kept aware of the fact that only a few students discussed about learning materials with
the teacher and most of the students were very obedient.

As regards teaching and assessing student learning, it could be found that only a few teacher
educators used student-centered approach in their teaching practices although most of the teacher
educators espoused theories of student-centered learning. For the component of assessment, it
could be found that teacher educators seldom practiced classroom assessment techniques (CATS)
in the class. In using summative forms of assessment, teacher educators took records of tutorial,
submitted assignment, and exam at the end of semester in order to certify the grade of students.
However, it could be said that teacher educators who taught co-curriculum subjects such as
domestic science, music and dancing, and physical education used approaches like demonstration,
observation, and performance assessment.

In addition, researcher grasped the information that teacher educators never practiced
informing parents with school activities. Currently, they seldom practiced participating in
collaboration which cooperates with the community. However, collaborating with colleagues was
relatively found in education colleges.

Conclusion
Conclusion and Discussion

Based on the results from this study, a number of discussions that are worth of being mainly
focused will be presented. Findings from analyzing the levels of pedagogical knowledge of teacher
educators indicated that only 0.9% of those was at below satisfactory level. It could be interpreted
that most teacher educators in selected education colleges had satisfactory level of pedagogical
knowledge. Analyzing personal factors of teacher educators who were at below satisfactory level
found to be two academic subject teachers and one from co-curriculum subject teacher and they
had not graduated BEd and their teaching service was under 5 years. From the qualitative findings
of this study revealed that teacher educators who had never any teacher training program were
found to be lack of knowledge about pedagogy of teacher education. This result supports the
findings of Goodwin, & et al. (2014).

Investigating the seven dimensions of teacher educators’ practices indicated that the
participant teachers had above satisfactory level in six dimensions except from the dimension of
communicating and collaborating with other teachers, parent and the community. In this
dimension, although it was found that they sometimes practiced “informing parents and the
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community with school activities,” “participating in collaboration which cooperates with the
community”, and “participating in school-university research program” in quantitative study,
qualitative findings investigated that they never practiced “participating in school-university
research program”, and “informing parents and the community with school activities”. The
researcher is aware of the fact that student teachers attending in education colleges are at adult
stage and most of their native towns are far from ECs and their teachers guard as their parents.
Therefore, it could be interpreted that teacher educators’ poor practices were found in
communicating and collaborating with parents.

In the dimension of teaching subject content using various teaching strategies, it was also
found that most of the teacher educators taught subject content using only direct instructional
approach instead of using various teaching strategies. This finding reflected the findings of Wan
Aung, et al. (2013) which described teacher educators’ mostly used teaching methods. However,
this is contradictory with the present finding in that teacher educators who taught methodology and
English (academic subject) were found to be practiced a variety of teaching methods in their
classroom.

Westrup (2014) found out that the majority of challenges and current development needs
of teacher educators were associated with communication problems between university
departments and partnership schools. Similarly, Wan Aung, et al. (2013) also found this fact in
their study. The qualitative result of this study was consistent with the above findings in that direct
contact with schools was rarely found in teacher educators from education colleges in the aspect
of supervision and mentoring of their student teachers during 40-day teaching practicum.

Borich (2007) claimed that curriculum guides clearly specify what content must be covered
in what period of time and the level of learning outcomes for an instructional unit or lesson
according to curriculum guides will be selected before instruction. The qualitative finding of this
study found that teacher educators who had attended teacher training program responded that they
planned the lesson in accordance with curriculum guideline, they set learning objectives for the
lesson being taught, and they prepared the necessary instructional materials and assessment
techniques in line with allocated time. It was found that teacher educators who had never attended
teacher training said that they prepared the lesson with the preview of learning materials, reading
academic literature, and thinking about how to teach with examples.

Malcolm Knowles (1970, as cited in Sierra Training Associates, Inc., 2007) proposed that
adults learn from experience and therefore creating learning environment should be based on
listening for learner’s experience to support productive adult learning. In present finding of the
study, it was also found that most of the teacher educators responded creating physical learning
environment and modifying the behaviors of their students. Only a few of them paid attention to
both physical and social or emotional learning environment. It could be interpreted that since
Education Colleges (ECs) began from the nature of training school, setting strict rules and
encouraging student teachers to abide by the rules were commonly found in teacher educators’
responses.

As regards assessing student learning, in the qualitative study, it could be found that teacher
educators assessed the whole class with the use of closed questions instead of using various
classroom assessment techniques (CATS). Innovative assessment practice such as portfolio was
found to be unfamiliar with them and assessing with items that demand more open-ended responses
in the classroom rarely practiced. The finding is consistent with findings of past study by Wan
Aung, et al. (2013).

In analyzing variations of teacher educators’ pedagogical knowledge and practices
according to personal factors, this study indicated that the most experienced teacher educators had
better pedagogical knowledge and practices than the less experienced ones. Accordingly, the group
of teacher educators who were fifty-five years and above old and the group of lecturers had better
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pedagogical knowledge and practices than any other groups. The present finding also support
Loughran’s (2006) study which discussed that there were significant differences between newer
graduates and more experienced teacher educators in terms of theoretical knowledge and
application although effect sizes were small (as cited in Goodwin, & et al., 2014).

Loughran (2006) pointed out that more experienced teacher educators have been practicing
for longer and they may likely to teach their newer teacher educators through mentoring, whether
intentionally or not. Exceptionally, it was found that the group of teacher educators who were
25-34 years old had the highest mean scores among the age groups in investigating the variations
of pedagogical knowledge of teacher educators. It could be interpreted that the age of most of the
MEd graduates and PhD candidates who studied education specialization were in the range of
25 to 34 years.

According to Cochran-Smith (2004, as cited in Loughran, 2014), it is not sufficient for a
teacher educator to pass on the accumulated tips and tricks of classroom teaching. Forgasz’s (2013,
as cited in Loughran, 2014) research also highlighted that since learning to teach must be complex,
thoughtful, focused, and meaningful professional development for teacher educators is clearly
required (as cited in Loughran, 2014). The result of the present study support the Cochran-Smith
(2004) and Forgasz (2013)’s findings in that the differences of pedagogical knowledge and
practices of teacher educators could be analyzed in terms of their commitment on professional
development (Loughran, 2014). From the interview session with teacher educators who taught
educational subject, academic subject, and co-curriculum subject, the selected participants
responded that the more professional development activities they engaged in, the better their
pedagogical knowledge and practices.

Furthermore, in the findings of this study, teaching subject and qualifications of teacher
educators were found to be the predictors of demographic data on their pedagogical knowledge.
From the qualitative study, it was discovered that teacher educators who held MEd and BEd
degrees showed better pedagogical knowledge than those who held any other degrees.
Exceptionally, among the BEd degree holders, a few teacher educators responded that they forgot
some dimensions of pedagogical knowledge and some new concepts and ideas were unfamiliar
with them because they had graduated BEd from a long time ago and their teaching subject was
not educational subjects. It could be suggested that the opportunities of continuous professional
development (CPD) of teacher educators will be created and designed through the school-based
approach. Accordingly, Soma (2014) also pointed out that the basic principle of CPD is that
opportunities are provided not far from school, continuously, and are designed to address teachers’
learning needs.

In the current status, education colleges are going to upgrade into the four-year degree
college in the upcoming future. To achieve this, recruiting human resources such as new teacher
educators and uplifting the competencies which a teacher educator need to know could be seen as
fundamental requirement. Dr. Khin Zaw (2001) claimed, “No educational system can ever be better
than its teachers. No teacher, regardless of race, creed or grade, can emerge fully qualified from an
inferior teacher education program.” Therefore, teacher educators who undertake the function of
producing teachers, whatever their background knowledge or field of study may be, should be
recognized that they need to make efforts to upgrade themselves through various professional
development (PD) activities.

Based on the quantitative and qualitative findings, teacher educators’ pedagogical
knowledge and practices in selected education colleges were found to be satisfactory despite the
dimensions that need to be improved. The findings of the present study will cover up to 2018
because programmes for upgrading from Education College to Education Degree College (EDCs)
and developing new curriculum for EDCs were being implemented. However, it can be expected
that pedagogical knowledge (PK) questions developed in this study will be useful as an instrument
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for investigating pedagogical knowledge of new teacher educators who enter in teacher education
field. Moreover, it can be hoped that some important findings of this research can be a fruitful
source of information for any teacher educators who produce qualified teachers in teacher
education institutions.

Recommendations
The following recommendations are based on the analyses of the research findings.

- Teacher educators should demonstrate exemplary practice of teaching because their
performance and teaching style can influence upon teaching practice of their student
teachers.

- Teacher educators should pay attention to creating a social or emotional learning
environment for students to be safe and supportive as well as modifying their behaviors.

- Teacher educators should study adult learning theory, educational technology, and
innovative pedagogic practices to organize teaching-learning situation that meets the needs
of student teachers.

- Teacher educators should conduct reflective practice concerning their pedagogy.

- Teacher educators should make efforts to develop partnerships with schools and have much
direct contact with schools in supervision and mentoring of student teachers in their
practicum.

- Teacher educators should disseminate new information in college after they have
participated in seminars, workshops and training.

- Teacher educators should engage in peer observation, invite for others’ ideas and accept
their suggestion about practices of teaching.

- Teacher educators who had never attended teacher training, especially academic subject
teachers and some co-curriculum subject teachers should be engaged in orientation
programmes about teacher education and pedagogy.

- Teacher educators who taught educational subjects should also strive for holding Master
and PhD degrees in accordance with the minimum requirements of teacher educators from
the four-year degree colleges.

- School-based mentoring program for new teacher educators should be considered and this
program can be helpful to experienced teacher educators to update their knowledge.

- Since enhancing teacher educators’ pedagogical knowledge can be affected by the support
and guidance of principal in education colleges, positive communication and collaboration
with their principals should be built and maintained.

Need for Further Research

Further study should be conducted to pedagogical content knowledge (PCK) of teacher
educators who taught various subjects. Pedagogical knowledge and practices of teacher educators
in Universities of Education can be analyzed as further research.

In order to enhance the quality of pedagogical knowledge, how well the teacher educators
of education colleges perform professional development activities should be investigated. In
addition, the effect of principal’s instructional leadership practices on enhancing teacher educators’
pedagogical knowledge should be examined. Furthermore, the effect of teacher educators’
pedagogical practices on academic performance of student teachers should be analyzed. In contrast
to the present study, each dimension of teacher educators’ pedagogical knowledge and practices
such as teaching subject content using various teaching strategies, and assessing student learning
should be investigated in further study.
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While discussing the need for further research, it must be mentioned that the most important
topic of future research should be much wider and deeper than just pedagogical knowledge and
practices of teacher educators in education colleges. The researcher would like to put forward the
dire need for research concerning teacher educators’ pedagogic professionalism. A pedagogic
professional is usually distinguished by the teacher’s length of theoretical or professional training
and his/her years of practical experience.

In some of the developing countries of the East, negative attitudes towards the teaching
profession and professional pedagogues are still far too rampant, to say the least. This is an
unfortunate state of affairs, indicative or suggestive of a lose-lose situation, for all stakeholders
including students, parents, and teachers alike. This grave and mistaken opinion must be corrected,
at all costs (Khin Zaw, 1994). Future research on pedagogic theory and subsequent practices must
be based on the present status of respectable professional performance contributed by highly
motivated professional pedagogues of the country, no more or no less. The researcher firmly
believes that this is the number one, or priority one, future research in pedagogy.
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AN INVESTIGATION INTO HIGH SCHOOL PRINCIPALS’ SUPPORT
FOR WORK-RELATED STRESS MANAGEMENT OF TEACHERS

Khin Tha Zin!, Htay Khin

Abstract

This study is intended to investigate high school principals’ support for work-related stress
management of teachers. Both quantitative and qualitative research methods were employed. The
sample consisted of 30 high school principals and 240 senior teachers from high schools in
Mandalay City Development Area who were selected as subject by using cluster sampling method.
The questionnaire survey and interview were carried out to collect the required data. The internal
consistency (Cronbach’s alpha (&)) of questionnaire of teachers’ stress was 0.95, that of
questionnaire of teachers’ coping strategies was 0.808 and that of questionnaire of principals’
support was 0.97. Descriptive statistics, Pearson product-moment correlation and multiple
regression analysis were used to analyze the quantitative data. According to the overall mean value,
the level of teachers’ work-related stress was moderate. Teachers adopted large extent of problem-
focused coping strategies and emotion-focused coping strategies and adopted little extent of
dysfunctional coping strategies. As the results of quantitative study, principals provide large extent
of support for work-related stress management of teachers. According to the beta weight of multiple
regression analysis, “Emotional Support”, “Instrumental Support” and “Appraisal Support”
significantly predict for work-related stress management of teachers. As the results of the qualitative
study, interview responses of teachers were consistent with the findings of quantitative study.

Keywords: Stress, Stress Management, Coping Strategies and Principals’ Support

Introduction

According to Hirsch (2001), workplace stress occurs in such situation as workplace
demands exceed the worker’s personal resources to change the worker’s psychological or
physiological condition. The teaching profession is particularly a stressful occupation. In some of
the developing countries of the East, negative attitudes towards the teaching profession and
professional pedagogues are still far too rampant, to say the least. This is an unfortunate state of
affairs, indicative or suggestive of a lose—lose situation, for all stakeholders: students, parents, and
teachers alike. This grave and mistaken opinion must be corrected, at all costs (Khin Zaw, 1994).

As a buffer for teachers’ stress, there should be suitable support for teachers. The school
system should hold the responsibility of providing organizational support to help teachers in
managing stress for successful operations of the school system (Kelly & Colquhoun, 2005).
Therefore, principals’ support for stress management of teachers is critical for reducing teachers’
stress level and coping with stress that come from various types of stressors encountered in schools
(Sarros, 1989).

Significance of the Study

In the 21% century, education plays the key role for the development of a nation. The
development of the nation is determined by the standard of its education system. For many nations,
the role and functioning of schools are changing according to demands of external factors and
internal factors. Managing changes and meeting and handling with the demands in education are
unavoidable; it is important to implement effectively.

According to Alwi et al. (2015), the principal, the leader of a school, not only needs to have
pedagogical knowledge but also could establish a positive and conducive working environment for
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teachers which provide meaningful professional development opportunities for them. Moreover,
as the principal, he/she needs to hold accountability for everything happening in the school.
Especially for principals, focusing on job satisfaction and preventing, reducing and managing
stress are assigned as the important things to be focused on within the school context.

As our country, the new National Education Law highlights the requirement for attaining
the standard of Myanmar education system to the international level (Ministry of Education, 2015).
In order to attain education system in international standard, it is important to attain high quality
teachers in schools. For attaining high quality teachers, it is critical to pay close attention to
preventing, reducing and managing teachers’ stress. For preventing, reducing and managing
teachers’ work-related stress, principals’ support takes an important role that can help to dissipate
feelings of stress. Therefore, it is important to investigate the prominent stressors for teachers’
work-related stress, coping strategies that teachers used to manage stress themselves and principals
support for work-related stress management of teachers.

Aims of the Study
The main aim of this study is to investigate high school principals’ support for work-related
stress management of teachers.
The specific aims of this study are defined as follows:
To investigate the level of teachers” work-related stress
To examine coping strategies adopted by teachers to deal with work-related stress
To analyze the principals’ support for teachers' work-related stress management

To investigate the relationship between principals’ support for teachers’ work-related stress

management and level of teachers” work-related stress

5. To investigate the relationship between principals’ support for teachers’ work-related stress
management and teachers’ coping strategies

6. To identify the relative importance of different types of principals' support in reducing
teachers’ work-related stress

7. To identify the relative importance of different types of principals’ support in predicting

teachers’ coping strategies

M owbdhde

Research Questions
This research deals with the following questions:

What are the levels of teachers” work-related stress?
What are the most adopted coping strategies that teachers use in managing stress?
To what extent do principals provide support for teachers' work-related stress management?

Is there any relationship between principals’ support for teachers’ work-related stress
management and level of teachers’ work-related stress?

o

5. Are there any relationships between principals’ support for teachers’ work-related stress
management and teachers’ coping strategies?

6. What is the relative importance of different types of principals’ support in reducing
teachers” work-related stress?

7. What is the relative importance of different types of principals' support in predicting
teachers’ coping strategies?
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Limitations of the Study
The limitations of the study are described as follows:

(1) The study occurres in Basic Education High Schools in Mandalay City Development Area.

(2) Participants of the study are senior teachers and high school principals from Basic
Education High Schools.

(3) Thisstudy is designed to investigate high school principals’ support for work-related stress
management of teachers.

Definitions of Key Terms

Important terms are carefully defined so that the readers may understand the concepts
underlying the development of the investigation.

1. Stress is defined as the physical, mental, or emotional reaction resulting from an

individual’s response to environmental tensions, conflicts, pressures, and other stimuli
(Greenberg, 1984).

2. Stress management can be defined as interventions designed to reduce the impact of stress
in the work place (Suramardhini, 2014).

3. Principals’ support will refer to the collection of affirming actions by the school principals
that assist teachers in performing their responsibilities and withstanding the stress of their
positions (Weiss, 2001).

Operational Definitions

In this study, work-related stress refers to teachers’ unpleasant feeling caused by negative
aspects of role overload, role ambiguity, collegiality, parents, students’ behaviour, empowerment,
professional development opportunities and working conditions in the school. Perceived level of
teachers’ work-related stress was examined by the mean values of responses of teachers from Basic
Education High Schools on five-point Likert-scale questionnaire consisting of forty eight items
about teachers’ work-related stress. The higher the mean values of responses, the greater the level
of teachers’ stress.

Stress management refers to using coping strategies to prevent, reduce and overcome
work-related stress. The extent of teachers’ use of coping strategies was examined by the mean
values of responses of teachers from Basic Education High Schools on five-point Likert-scale
questionnaire consisting of twenty eight items about coping strategies. The higher the mean values
of responses, the higher the extent of teachers’ use of coping strategies.

Principals’ support refers to providing emotional support, instrumental support,
informational support and appraisal support by the principals leading teachers to believe that they
are cared, supported, valued and belong to an effective network of communication. The extent of
principals’ support was examined by the mean values of responses of principals and teachers from
Basic Education High Schools on five-point Likert-scale questionnaire consisting of forty items
about principals’ support. The higher the mean values of responses, the higher the extent of
principals’ support.

Theoretical Framework

Stress

In this study, teachers’ work-related stress was investigated based on the stress come from
the negative aspects of the following sources; role overload, role ambiguity, collegiality, parents,
students’ behaviour, professional development opportunities, empowerment and working
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conditions (Srivastava & Singh, 1981; Sutton, 1984; Fimian, 1988; El, ETUCE & WHO, 1999;
Johannsen, 2011).

Coping

Teachers’ use of coping strategies is measured with three types of coping strategies:
problem-focused coping, emotion-focused coping and dysfunctional coping (Carver et al., 1989).

Principals’ Support

In this study, principals’ support is related to four separate types of support as defined by
House (1981): emotional support, instrumental support, informational support and appraisal
support.

Review of Related Literature

A review of related literature deals with three main parts: stress, stress management and
coping, and principals’ support.

Stress

With regard to Lazarus (1966), stress is defined as transactions between individuals and
situations, rather than of either one in isolation. Moreover, Kyriacou (2000) has defined teacher
stress as the experience by a teacher of unpleasant negative emotions such as anger, frustration,
anxiety, depression and nervousness, resulting from some aspects of their work.

Stress Management and Coping

Stress management includes techniques and strategies that equip a person with effective
coping mechanisms in order to deal with psychological stress (Rajasekar, 2013). When stress is
regarded as an individual’s reaction to the environmental demands, coping can be seen as the
process through which the stressor is managed. Coping with stressors can lessen the level of stress
and decrease the negative effects of stress on the individual. (Lazarus & Folkman, 1984). Lazarus
(1966) has defined coping as an individual’s efforts to change the stressor or the meaning of the
stressor to the individual, thus lessening the impacts of the stress on the emotional, physical or
psychological well-being of the individual.

Principals’ Support

Ingersoll (2001) has described that the most important reasons teachers leave is lack of poor
administrative support, empowerment, and dissatisfaction with the beliefs and practices within the
school. Littrell (1992) has confirmed that principals’ support has effect on teacher job stress,
satisfaction, school commitment, health, and intent to stay in teaching and principals’ support was
positively related to teacher performance. According to Kahn and Antonucci (1980), social support
comprises of three key elements: affect, affirmation and aid. According to House (1981), social
support is defined as an interpersonal transaction which involves providing emotional concern
(liking, love, empathy), instrumental aid (goods or services), information (about the environment)
or appraisal (information relevant to self-evaluation).

Emotional Support

Emotional support involves providing empathy, caring, love, and trust (House, 1981).
Frequently, individuals consider other people as being "supportive” towards them when they
receive emotional support from those people. According to Littrell and Billingsley (1994),
emotional support includes showing appreciation of teachers’ effort, keeping open lines of
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communication, encouraging collegial support and recognizing teacher’s opinions. National
Association of School Psychologists (2009) suggested that the principals should validate the
current feelings of teachers to reduce teachers’ stress in stressful situation. Validating teacher’s
feeling and acknowledging how challenging issues are overcome are the most powerful tools to
help teachers through stressful time. Therefore, the principals should provide the opportunities to
open dialogue for teachers to feel comfortable by discussing their concerns and problems.

Instrumental Support

Instrumental support is most obviously different from emotional support and this type of
support may provide direct help to a person in need (House, 1981). DiPaola (2012) has stated that
instrumental support consists of providing adequate planning time, time for various nonteaching
responsibilities and extra assistance to teachers while they are overloaded. Successful principals
do not entangle teachers in the activities of the different bodies within the school and they also
arranged and organized meetings to be useful (Ahghar, 2008). Boyd et al. (2011) have argued that
teachers who perceive that their schools provide adequate resources and enough facilities feel
better prepared to perform their related jobs and are more likely to stay in their schools. Prather-
Jones (2011) also indicated that discipline policies were a key component of administrative
support, and that they need a principal who enforces reasonable consequences and actions for
student misconduct and behaviour, and includes them in the decision making behind these
consequences. Therefore, the principals should focus on developing positive students’ behaviors
for maintaining a caring and supportive school environment and facilitating feelings of safety and
security for teachers and students.

Informational Support

According to House (1981), informational support is giving advice or information that the
person may use to cope with personal and environmental problems. In contrast to instrumental
support, such information is not in and of itself helpful, rather it helps people to help themselves.
Littrell and Billingsley (1994) have defined informational support as providing information and
professional development opportunities for teachers to work effectively.

Balfour (2001) has described that when principals know what changes are needed to
improve or show continual growth, they can provide structured support. Hughes (2012) explained
that when information regarding standards and curriculum was passed along without explanation,
there was little obedience from those who must implement the curriculum. Implementing
curriculum without understanding or prior exposure to the changes could result in negative effect
not only on the individuals involved but on the school as a whole. Therefore, the principals should
share information about educational affairs to teachers and provide professional support to
teachers.

Appraisal Support

Appraisal support involves the transmission of information that is relevant to self-
evaluation or social comparison where other people are sources of information that individuals can
use in evaluating themselves; hence such information can be implicitly or explicitly evaluative
(House, 1981). In addition, Littrell and Billingsley (1994) described appraisal support as providing
frequent and constructive feedback about teacher performance. According to DiPaola (2012),
appraisal support includes offering constructive feedback to teachers after observing teaching,
providing frequent feedback about teachers’ performance, helping teachers to evaluate their needs
and providing suggestions for teachers to improve instruction.
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In order to provide appraisal support, it is important to get a better understanding of how
teachers want to be supported by their principal. Different groups of teachers need a consistent and
structured support from the principal. Structured support can be demonstrated by providing
feedback about teachers’ job performance and fostering the practices that the principal deemed
important in meeting the educational goals of the school (Balfour, 2001). National Education
Association (2006) suggested that by encouraging and providing more formal support through
professional learning communities and teaching teams, principals can provide teachers with
reliable suggestions that enable teachers to effectively carry out increased instructional demands
and other challenges.

Theories related to the Study
Motivation-hygiene Theory

e Herzberg found that job dissatisfaction and job satisfaction generated from two sets of
factors: motivation and hygiene factors.

e Motivation factors (satisfiers) gratify individuals with satisfaction of job when these factors
are fulfilled and adequate.

e Hygiene factors (dissatisfier) can cause dissatisfaction with job when these elements are
inadequate. (Silver, 1983)

Person-Environment Fit Theory

e According to Lewin (1935) (as cited in Dewe et al., 2012), to realize the reaction of a
person, it is needed to understand the interaction between that person (P) and his/her
environment (E).

e The fit concept has been characterized with two types. The first type is concerned with the
match/mismatch between the abilities of a person and the pressures/demands of the
environment placed on that person. The other type is related to the match or congruence of
the needs of the person with the supplies provided by the environment.

Transactional Model of Stress

e According to Holroyd and Lazarus (1982), stress arises when a person appraises that he/she
needs to make a lot of efforts to overcome the challenges, problems and demands of the
environmental, it can threaten overall well-being of that person. There are two types of
appraisal — primary appraisal and secondary appraisal. According to Lazarus and Folkman
(1984), there are two types of coping: problem-focused and emotion-focused coping.

Job Demands—Control-Support Model

e Job Demands—Control-Support model is proposed initially by Karasek (1979). This model
stated that the amount of stress depends on the person’s appraisal of whether or not he/she
has control over the demands and pressures in their work place.

e Karasek and Theorell (1990) expand this perspective and proposed the Job Demands—
Control-Support (JDCS) model by adding social support factor. They suggest that if the
person receives social support from others in workplace, the effect of coping and control
over the job demands and pressures will be increased.

e This model proposed the buffering hypothesis in which social support can alleviate stress
in workers directly or indirectly.
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Social Support Theory

e According to Lakey and Cohen (2000), social support lessens the impacts of stress on
individual’s health and acts as a stress buffer by either the support of others in the form of
advice and encouragement or the perception that supportive action is accessible.

e Social support is helpful in effectively coping and reducing the effects of a stressor, to the
extent that the form of supportive action matches the demands of the stressor.

e Social support keeps persons from the negative effects of stressors because it can lead them
to appraise stressful situations as less negative.

Methodology
Research Method
Both quantitative and qualitative research methods were employed in this study.
Population and Sample

For this study, the population consisted of all of the high school principals and senior
teachers in Basic Education High Schools in Mandalay City Development Area (MCDA). For
quantitative study, the sample comprised of 30 high school principals and 240 senior teachers from
high schools in MCDA who were selected as subject by using cluster sampling method. For
qualitative study, three principals with highest mean score selected from the group of principals
who provided high level of principals’ support (Group I) and three principals with lowest mean
score selected from the group of principals who provided moderate level of principals’ support
(Group 11) were selected to interview in this study. Besides, three teachers were selected from each
school of these principals. Totally, six principals and eighteen senior teachers were selected as
interviewees.

Instrumentation

In this study, questionnaire survey and interviews were carried out to investigate high
school principals’ support for work-related stress management of teachers. There are two sets of
questionnaire (Questionnaire 1 for principals and Questionnaire 2 for teachers) developed by the
researcher through review of related literature. The internal consistency () of teachers’ stress was
0.95, that of teachers’ coping strategies was 0.808 and that of principals’ support was 0.97. For
qualitative study, interview forms were also prepared for principals and teachers.

Data Collection Procedures

For quantitative study, the pilot study was conducted to polish the developed questionnaire.
And then, the questionnaires were distributed to the participants in the selected schools. For
qualitative study, interviews were conducted with selected principals and teachers in selected
schools.

Data Analysis

In quantitative study, the data were coded after the questionnaires were recollected. The
Statistical Package for the Social Science (SPSS) version (25) was applied for analyzing the
collected quantitative data. Descriptive statistics, independent samples t test, one-way ANOVA,
Pearson product moment correlation and multiple regression analysis were used to analyze the
collected data. In qualitative study, data analysis was based on classifying and interpreting the
interview results, the responses of principals and teachers.
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Findings

Based on the research questions, the quantitative findings of this study can be described as
follows:

Q-1: What are the levels of teachers’ work-related stress?

As the results of analyzing the level of teachers’ work-related stress based on their
responses, the level of teachers’ work-related stress was moderate (Mean=2.63). Moreover,
moderate level of work-related stress of teachers was caused by: “Students’ Behaviour”
(Mean=3.10), “Parents” (Mean=2.88), “Role Overload” (Mean= 2.87), “Role Ambiguity” (Mean=
2.83) and “Working Conditions” (Mean= 2.79). Then again, teachers experienced low level of
work-related stress caused by: “Collegiality” (Mean= 2.30), “Professional Development
Opportunities” (Mean= 2.17) and “Empowerment”  (Mean= 2.12) (See: Table 1).

Table 1 Mean Values and Standard Deviations of Work-related Stress of Teachers

No. Variables Mean SD Remark
1. | Role Overload 2.87 .84 Moderate level
2. | Role Ambiguity 2.83 .96 Moderate level
3. | Collegiality 2.30 .96 Low level
4. | Parents 2.88 .93 Moderate level
5. | Students’ Behaviour 3.10 .99 Moderate level
6. | Empowerment 2.12 .87 Low level
7. | Professional Development Opportunities 2.17 91 Low level
8. | Working Conditions 2.79 97 Moderate level

Work-related stress 2.63 73 Moderate level
1.00-2.33=low level, 2.34-3.67=moderate level, 3.68-5.00=high level

Q-2: What are the most adopted coping strategies that teachers use in managing stress?

As the results of findings, teachers adopted large extent of problem-focused coping
strategies and emotion-focused coping strategies (mean= 3.76 and 3.82) and adopted little extent
of dysfunctional coping strategies (mean=2.19). So, the most adopted coping strategies are
emotion-focused coping strategies and problem-focused coping strategies. (See: Table 2)

Table 2 Mean Values and Standard Deviations of Teachers’ Perceptions of Their Use of
Dysfunctional Coping Strategies in Managing Work-related Stress

No. Coping Strategies Mean SD Remark
1 | Problem-focused coping 3.76 .66 large extent
2 Emotional-focused coping 3.82 .63 large extent
3 | Dysfunctional coping 2.19 .55 little extent
1.00-2.33=little extent, 2.34-3.67=moderate extent, 3.68-5.00=large extent

Q-3: To what extent do principals provide support for teachers' work-related stress
management?

According to the results from analyzing the extent of principals’ support for teachers' work-
related stress management on the responses of teachers and principals, it could be found that the
principals provided large extent of support for work-related stress management of teachers.
Specifically, they also provided large extent in all of the areas of principals’ support for work-
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related stress management of teachers: “Emotional Support”, “Instrumental Support”,
“Informational Support” and “Appraisal Support”. (See: Table 3)

Table 3 Mean Values and Standard Deviations of Principals’ Support for Teachers’ Work-
related Stress Management

. Principals Teachers Remark
No. Variables Mean (pSD) Mean (SD)
1. |Emotional Support 4.55 (.74) 3.73 (.75) Large Extent
2. |Instrumental Support 4.54 (.50) 3.84 (.75) Large Extent
3. | Informational Support 4.57 (.42) 3.91(.77) Large Extent
4. | Appraisal Support 4.57 (.50) 3.68 (.85) Large Extent
Overall Support 4.56 (.49) 3.79 (.67) Large Extent

1.00-2.33=little extent, 2.34-3.67=moderate extent, 3.68-5.00=large extent

Q-4: Is there any relationship between principals’ support for teachers’ work-related stress
management and level of teachers’ work-related stress?

According to the results of the findings for the relationship between principals’ support for
teachers’ work-related stress management and level of teachers” work-related stress, it was found
that there was a negative relationship between two variables (r=-.35, p<0.01). (See: Table 4)

Table4 Correlation between Principals’ Support for Work-related Stress Management of
Teachers and Teachers’ Stress

Two Groups Principals’ Support Teachers’ Stress
Principals’ Support 1 -.35%*
Teachers’ Stress -.35** 1

**Correlation is significant at the 0.01 level (2-tailed).

Q-5: Are there any relationships between principals’ support for teachers’ work-related
stress management and teachers’ coping strategies?

According to Table 5, it was found that there was a positive relationship between principals’
support for teachers’ work-related stress management and problem-focused coping strategies
(r=.303, p<0.01). There was also positive relationship between principals’ support for teachers’
work-related stress management and emotion-focused coping strategies (r=.27, p<0.01). It was also
found that the correlation between principals’ support for teachers’ work-related stress
management and dysfunctional coping strategies was not statistically significant.

Table 5 Correlation between Principals’ Support for Work-related Stress Management of
Teachers and Teachers’ Coping Strategies

Emotion-focused
Coping

Problem-focused
Coping

.303**

**Correlation is significant at the 0.01 level (2-tailed).

Dysfunctional
Coping

27 ** -.022

Two Groups

Principals’ Support
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Q-6: What is the relative importance of different types of principals’ support in reducing
teachers’ work-related stress?

According to Table 6, “Instrumental Support” (=-.318, p<.001) and “Appraisal Support”
(B =-.421, p < .01) significantly reversely predicted teachers’ work-related stress. Among these
two variables, according to beta weight, the study found that appraisal support was the most
striking or potential factor.

Table 6 Simultaneous Multiple Regression Analysis for Principals’ Support Dimensions
Predicting Teachers’ Work-related Stress

Dimensions B SEB /] t p
Emotional Support 146 .094 151 1.551 122
Instrumental Support -.308 114 -.318 -2.697  .008**
Informational Support 192 103 203 1.867 .063
Appraisal Support -.363 .083 -421 -4.368  .000***
Constant 3.852 252 15.267  .000***
Note. R= 418, R>= .161, F(4,235)= 12.433,

*p< .05, **p< .01, *** p< .001

Q-7: What is the relative importance of different types of principals’ support in predicting
teachers’ coping strategies?

In order to find the relative importance of different types of principals' support in predicting
teachers’ coping strategies, simultaneous multiple regression was conducted.

Table 7 Simultaneous Multiple Regression Analysis for Principals’ Support Dimensions
Predicting Teachers’ Use of Problem-focused Coping Strategies

Dimensions B SEB p t p
Emotional Support .286 .089 324 3.219 .001**
Instrumental Support -.152 .108 -173 -1.418 .158
Informational Support 132 .097 153 1.360 .175
Appraisal Support .055 .078 .070 .703  .483
Constant 2.562 237 10.797 .000***
Note. R=.340, R>= .100, F(4,235)= 7.662,

*p< .05, **p< .01, *** p< 001

According to beta weight, “Emotional Support” ($=.324, p < .01) appeared to be the best
predictor of teachers’ use of problem-focused coping strategies. (See: Table 7)

Besides, “Emotional Support” (f =.272, p < .01) also appeared to be the best predictor of
teachers’ use of emotion-focused coping strategies. (See: Table 8)

Table 8 Simultaneous Multiple Regression Analysis for Principals’ Support Dimensions
Predicting Teachers’ Use of Emotion-focused Coping Strategies

Dimensions B SEB /] t p
Emotional Support .228 .086 272 2.663 .008**
Instrumental Support -134 104 -.160 -1.292 .198
Informational Support 148 .094 181 1.584 114
Appraisal Support .028 075 .038 373 .709
Constant 2.804 229 12.244 .000***
Note. R=.300, R?= .074, F(4,235)=5.793,

*p< .05, **p< .01, *** p< 001
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As the results of the qualitative study, by analysing interview responses, some important
findings are noted and summarized as follows:

Emotional Support: Group | principals were considered as easy to approach warm, helpful,
considerate towards teachers and compassionate. They were justice. They recognised and
celebrated teachers’ efforts and accomplishments. They allowed teachers to give opinions and
advices and valued teachers’ idea. They frequently observed the classrooms with the purpose of
caring.

Group |1 principals were unapproachable. They were not frequently supportive in solving
the concerns and problems that the teachers encountered. Some principals in Group Il created a
very rigid environment in which it was very difficult for teachers to work. They had rarely
recognized and celebrated teachers’ efforts and accomplishments. They placed less value on
teachers’ ideas and views. Some of group Il principals took everyone’s thoughts, opinions, feelings
and ideas into consideration. They tried to address everyone’s concerns and problems.

Instrumental Support: Group | principals fairly distributed the workload and unpopular
chores among teachers. They arranged to spend minimum time on additional paperwork and in
meetings as possible as they could. They provide funds and material support for educational and
school affairs. They helped teachers with students’ discipline problems and have willingness to
stand on teachers’ side when teachers encountered problems and made confrontations with students
and parents. They tried to improve parent involvement and community involvement in the school
affairs. They tried to have increased level of team spirit among teachers in the schools.

In Group II principals’ schools, workloads were extremely high. There were more
schoolwork activities than they could comfortably manage. There were insufficient numbers of
teachers for some subjects. So, some teachers were assigned to teach subjects which were not their
specialized subjects. Student’s disciplinary problems and parents’ complaints were frequently
occurred in these schools. They sometimes ordered teachers to put time to schoolwork on
weekends. Occasionally, the school meeting took long hours. They provided less support of funds
and materials for educational and classroom maintenance.

Informational Support: Principals in Group I disseminated latest information about current
educational reforms, changing trends in educational policies and modern instructional techniques.
They actually communicated instructions and information from the education departments. They
informed professional development opportunities for professional growth of teachers.

Principals in Group Il did not know and explain clearly latest information about current
educational reforms and changing trends in educational policies and modern instructional
techniques. They sometimes did not clearly communicate instructions and information from the
education departments.

Appraisal Support: Group | principals provided clear guidelines for teachers concerning
job responsibilities in schools. They were good in planning and set appropriate goals and realistic
expectations for teachers and students. They provided teachers with constructive feedback about
teachers’ performance and practices based on evidences obtained by classroom walkthroughs and
observations. They arranged discussion sessions and professional development activities based on
teachers’ needs by asking teacher’s preferences for which they would like to learn. Principals also
encouraged teachers to read books and provided literature on various topics in the areas of their
specialized fields and education that could help teachers to improve in their jobs. They provided
suggestions on improving students’ achievement and always checked notes of lesson, lesson plans
and teacher diaries.

Group Il principals sometimes gave unclear expectations and guidelines for school works.
There is no open discussion about what was expected of them. Some of principals in Group 1l set
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unrealistic expectation for teachers. Some of them forced teachers for high pass rate of school and
students’ progress. They sometimes checked teachers’ performance and practices.

Conclusion and Discussion

Firstly, the researcher found that the right kind of emotional support provided by their
principal can reduce work-related stress and even decreased the negative effect of work-related
stress. Graham et al. (2014) highlighted that the principals’ relational skills with teachers such as
valuing teachers’ ideas and opinions, acting teachers in a friendly way, showing consistency in
relationship with teachers, having enough interpersonal skills and developing teachers’ strengths
were prominently effected on positive emotional feeling of teachers. School principal’s embraced
type of relationship is a dominant predictor of degree of stress among teachers. In this study, it was
also found that instrumental support of principals was the second best predictor for directly
reducing teachers’ work-related stress. According to Liu and Meyer (2005), one of the leading
causes of teacher dissatisfaction was concerned with students’ disciplinary problems. Principals
who provided large extent of instrumental support set the school-wide discipline plans,
communicated to all of the students and their parents and maintained students’ discipline. In this
study, according to interview responses, it was found that teachers who received large extent of
informational support from their principals experienced lower level of work-related stress than
teachers who received moderate extent of informational support from their principals. Moreover,
findings in this study indicated that appraisal support of principals was the best predictor for
reducing teachers’ work-related stress. According to Evans (2003), teachers who were unsure of
their job responsibilities within the school experienced a high degree of stress. Moreover, Katz and
Kahn (1966) stated that employees experienced work-related stress when they were unclear about
the duties and actions required in their job. Dworkin et al. (1990) reported that supportive
principals who were supportive of their teachers could break the functional connection with work-
related stress. To sum up, this study found that principals’ emotional support, instrumental support
and appraisal support are important potential factors for work-related stress management of
teachers.

Recommendations

The following proposed recommendations are based on the analyses of the quantitative and
qualitative research findings. The findings showed and claimed that the principals were necessary
to possess the following measures for work-related stress management of teachers in order to
prevent, manage and alleviate teachers’ work-related stress.

e Principals should establish positive atmosphere in the schools particularly with supportive
behaviours such as friendliness and noticing what teachers do.

e Principals should offer classroom autonomy to teachers and should try not to reduce
teachers’ authority in making classroom decisions.

e Principals should know the limitation of their teachers and set realistic expectations for
what teachers would be done.

e Principals should fairly allocate the manageable amount workload and unpopular chores to
teachers.

¢ Principals should facilitate resources and materials for educational and school affairs.

e Principals should provide informal support to teachers in handling students’ motivational
issues and disciplinary problems by validating students’ concerns, allowing them to be
heard and encouraging students with positive things happening in schools.
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Principals should establish good relationship with parents and community members and
involve them in school affairs.

Principals should disseminate instructions and information from the education departments
and give reliable information about due dates for works.

Principals should not only actively participate themselves in professional development
activities but also share and discuss new information about teaching experiences and new
practices to teachers after attending courses, seminars, workshops.

Principals should provide clear guidelines and instructions for teachers regarding job
responsibilities in schools so that there is no role ambiguity.

Principals should observe the classrooms, gather data about instructional practices, provide
teachers with reliable, constructive and specific feedback to teachers, and discuss the
themes that the teachers need to improve based on the observed evidences.

However, some sources of teachers’ work-related stress came from beyond the boundary of

principals. Based on interview results, Ministry of Education should provide support for work-
related stress management of teachers in the following ways.

The organizational goals should be realistic, specific and stimulating.

There should have a sufficient and fair distribution of funds, school facilities and classroom
materials.

There should have a fair and just distribution of incentives and salary structure.

The sufficient numbers of teachers are needed to allocate reduce workloads of teachers and
to assign teachers to teach specialized subjects with which they are trained to teach.

Good communication system should be implemented in order to facilitate flow of
information at different levels.

Clear instructions and guidelines about educational affairs should be provided.

Information about recent advancement in education such as current educational reforms and
changing trends in educational policies, instructional techniques and teacher competency
standard framework should be clearly shared to principals and teachers.

Current educational reforms and changing educational policies should be clearly
communicated to increase public awareness.
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DEVELOPING THE FACTORS FOR CREATING
PROFESSIONAL LEARNING COMMUNITIES IN
BASIC EDUCATION HIGH SCHOOLS
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Abstract

In 21st century, there has been increasing interest in professional learning community (PLC)
because of its valuable effects on education not only in western context but also in eastern context.
Teaching as a profession needs a team of collaborating in various functions together with, and
developing countries are appropriate reasons to implement professional learning communities
(PLCs) in schools as school-based professional development. In order to explore in-depth the
concept of PLC in this context, the professional learning community model of Basic Education High
Schools (BEHSs) was intended to study. Exploratory factor analysis was used to get the validity of
the research findings. Questionnaires were developed based on thorough reviewing of literature
related to PLC and PLC models of high education performing countries. A total of 610 teachers and
30 principals from 30 Basic Education High Schools in Mandalay City Development Area was
selected as a sample through proportional stratified sampling method. Supportive and shared
leadership, collaborative professional culture, deprivatized instructional practices, facilitative
structure and relationship to teacher learning, and collective implementing to shared values and
vision were found as factors of professional learning community by exploratory factor analysis.

Keywords: Professional Learning Community, Supportive and Shared Leadership, Collaborative
Professional Culture, Deprivatized Instructional Practices, Facilitative Structure and
Relationship to Teacher Learning, Collective Implementing to Shared Values and
Vision

Introduction

Educators today face the difficult task of increased accountability for student learning of
the 21% century with the context of rapidly changing society in various ways. In Myanmar’s new
national curriculum framework for basic education, it prescribed as one of the thirteen guiding
principles of basic education curriculum. Therefore, principals and teachers must consider how to
improve learning for all students to have 21% century skills by reculturing their school systems.
Moreover, teacher is the heart of education system and the quality of teacher is the root of quality
education. In the title of teacher, it already has many roles to perform and ethics to pay observance.
Thus, the continuing professional development of teachers has received extensive international
attention in endeavours to implement new and revised curricula, to improve the learning in schools
within complex teaching environments and even to improve the overall performance of an
education system (Darling-Hammond, Wei, Andree, Richardson, & Orphanos, 2009).

The concept of professional learning community began in western context. With public
concern on education sparked by the 1983 report, A Nation at Risk, of the National Commission
on Excellence in Education, American education was embarking on various attempts in school
reform and teacher professionalization and teacher development are significant in United States
(Underwood, 2007). The learning organization concept which introduced by Senge (1990), in the
book of The Fifth Discipline: The Art of Practice of Fine Learning Organization which showed
“when members of an organization learn, the entire organization learns”. With announcing No
Child Left Behind Act of 2001 that demands the needs of every child by meeting with schooling,
educators are considering professional learning community as an option for school improvement
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because of its positive effects on school (Schmoker, 2004). Now this concept spread over the world
and was found in practising among high education performing countries not only in Europe such
as United States, Canada, British Colombia, etc. but also in Asia such as Hong Kong, Singapore,
Thailand, etc.

Each of the words of “professional learning community” has their own meanings. Little
(2002) stated that the word “professional” is a specialized and technical knowledge base, and a
service-oriented member who meets client needs, having a strong collective identity to a practice;
the word “learning” states working together towards a common understanding, and the word
“community” refers to a group of individuals who shares a common mission, values, goals, and
experiences to accomplish a task. The meaning of professional is very simple and imperfect
according to Little. Therefore, the added meaning is that a professional must have a collective
personality of expertise, autonomy, commitment and responsibility (Khin Zaw, 2001).

Research Objective

The objective of this study is to develop the factors for creating professional learning
communities in Basic Education High Schools.

Research Question

This research explores the following question in order to explore professional learning
community model of Basic Education High Schools.

= What are the factors for creating professional learning communities in Basic Education
High Schools?

Definition of Key Term

Professional Learning Community: Professional learning community is a group of teachers who
meet regularly as a team to identify essential and valuable materials in student learning, develop
formative assessments, analyze current achievement level of students, set achievement goals, share
teaching strategies, and then create lessons to improve upon status quo (DuFour, DuFour, Eaker,
& Many, 2005).

Theoretical Framework

This research study will be led by the following theoretical framework. In this study, five
dimensions of Shirley M. Hord (1997) will be used to investigate the professional learning
community (PLC) because these are not only the most appropriate dimensions with the country’s
context but also the most commonly used dimensions in PLC researches. These dimensions are
supportive and shared leadership, collective creativity, shared values and vision, supportive
conditions (physical conditions and people capacities) and shared personal practice. Moreover, it
considered characteristics of DuFour’s, and Murphy and Licks’ models that shed light on
understanding professional learning community. And then, the concepts of Vygotsky’s social
development theory (1978) and adult learning theory of Knowles, Holton and Swanson (2005) are
included in this study because PLC is a teacher collaborative learning community.

Supportive and Shared Leadership: Supportive and shared leadership offers the opportunity for
shared decision-making and authority that is enhanced by supportive structural and relational
conditions for success. In nurturing supportive and shared leadership, principals use consistently
broad-based decision-making on most of the school’s issues; develop democratic conceptions and
behaviours by taking into account all the teachers' opinions and advice in decision making;



J. Myanmar Acad. Arts Sci. 2021 Vol. XIX. No.9A 89

organize teams according to grade and subject areas in making decisions; inform important
information and decisions about schools and students to all teachers.

Collective Creativity: Collective creativity sets the stage for the professional learning community
to be involved in shared practice that supports change and improvement for individuals and the
organization. Teachers work collaboratively in sharing information, seeking new knowledge, skills
and strategies by reflective dialogue in which teachers conduct conversations about students and
teaching and learning, identifying related issues and problems, and apply what they learned
together to their classroom.

Shared Values and Vision: Shared values and vision are demonstrated by a focus on student
learning that is strengthened by the learning of the PLC. Sharing vision is a particular mental image
of important things of an individual and an organization. Staff engagement in developing a shared
vision, and using that vision as a guidepost in decision making about teaching and learning in the
school are the essential features of PLC.

Supportive Conditions: Supportive conditions determine where and when, and how staff meet
and work regularly together as a team to do learning, decision making, problem solving, and
creative work that characterize a professional learning community. Two types of conditions are
necessary for learning communities to function productively: the structural or physical conditions,
and the relationship among people and people capacities.

Physical conditions involve discussion time and space to meet allocated to teachers as to facilitate
collaborative works; balanced student: teacher ratio and teacher: classroom ratio; necessary
financial resources, material and resource person for professional development; access to ICT
technology as to get teaching materials; small size of the school and physical proximity of the staff
to one another; effective flow of information among teachers; and clean, inviting and delightful
school environment.

People capacities are positive, caring student-teacher-administrator relationship; teachers are not
being penalized or fined for unpurposive mistakes; loving culture that is built on mutual trust,
respect and support among colleagues at the school and district level; openness and honesty; and
recognition and celebration in outstanding achievements inside and outside school.

Shared Personal Practice: Reviewing and observing teachers’ behaviours with each other is the
norm of professional learning community. This process is “peers helping peers” process and it is
important not to be evaluative manner. Such review must be conducted regularly by teachers who
visit each other’s classrooms to observe, script notes, and discuss and feedback observations with
each other to increase individual and organizational capacity.

Review of Related Literature

Literature review includes definitions, characteristics and some models of PLC that laid
down the foundation for the problem statement and the research procedure.

Definitions of Professional Learning Community

Professional learning community (PLC) is defined differently in diversified contexts by
many researchers. This concept of PLC started as learning organization developed by Senge (1990)
in business sector and later used it in education field. Senge defined PLC as organizations where
people continually expand their capacity to create the results they truly desire, where new and
expansive patterns of thinking are nurtured, where collective aspiration is set free, and where
people are continually learning to see the whole together.
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Further, Hord (1997) referred to a professional learning community as a group of teachers,
administrators, and staff in a school who continuously pursue and share learning and act on their
learning. As the goal of PLC is to enhance their effectiveness as professionals for improving
students’ achievement, it was also termed as communities of continuous inquiry and improvement.
She developed the attributes of PLC including (a) supportive and shared leadership, (b) collective
creativity, (c) shared values and vision, (d) supportive conditions: physical conditions and people
capacities, and (e) shared personal practice.

Moreover, Du Four and Eaker (1998) defined a PLC as an environment of educators that
fosters mutual cooperation, emotional support, and personal growth seeks to work together in order
to get unaccomplished vision alone.

Speck (1999, as cited in Sai & Siraj, 2015) explained that the school learning community
is a continuous procedure of collaborative interactions among teachers, students, leaders, staff,
parents by conversating to develop learning and life in school.

Stoll, Bolam, McMahom, Wallace, and Thomas (2006) identified PLC that is a group of
people sharing and critically probing their practices in an ongoing, reflective, collaborative,
inclusive, learning-oriented, growth-promoting way and operating as a collective activity.

Characteristics of Professional Learning Community

The literature reveals different characteristics of professional learning community.
Newmann (1996) described five essential characteristics of PLCs: shared values and norms; clear
and consistent focus on student learning; reflective dialogue; deprivatizing practice to make
teaching public; and focusing on collaboration.

DuFour and Eaker (1998) described in detail a set of six characteristics that illustrate the
process of professional learning communities. These characteristics are as follows:

» Shared mission, vision, and values

» Collective inquiry into best practices and current reality
» Collaborative teams focused on learning

« Action orientation and experimentation

« Commitment to continuous improvement

* Results orientation

Stoll, Bolam, McMahon, Wallace and Thomas (2006) identified five key characteristics
which are intertwined and operating together. These are—

» Shared values and vision — having a shared of vision and sense of purpose and
undeviatingly focus on students’ learning

» Collective responsibility — share responsibility for student learning in order to sustain
commitment and accountability

* Reflective professional inquiry — reflective dialogue on important educational issues,
deprivatization of practice through mutual observation

» Collaboration — work collaboratively to improve feelings of interdependence among
members of the school

» Group, as well as individual, learning is promoted — collective learning through interactive
knowledge creation and active engagement in dialogue

Other three aspects are considered as important characteristics: mutual trust, respect and
support among staff members; inclusive membership — the community extending beyond teachers
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and school leaders to support staff, and it being a school-wide community rather than smaller
groups of people; and openness, networks and partnerships.

Vescio, Ross, and Adams (2008) noted that the most successful PLCs shared four common
characteristics: open collaboration of teachers, a focus on student learning, teacher authority and
governance, and continuous teacher learning to accomplish goals.

Some Models of Professional Learning Community
DuFour’s Model

DuFour emphasizes how important the word professional is in the word Professional Learning
Community at Work model. “A professional is someone with expertise in a specialized field, an
individual who has not only pursued advanced training to enter the field, but who is also expected
to remain current in its evolving knowledge base” (DuFour & Eaker, 1998, pp. xi-xii). The
Professional Learning Community Model requires extensive training, expectations to remain
current, to learn continuously, and to put the needs of students first.

According to DuFour’s views, as an organization, the foundation of professional learning
communities is the development of teachers’ cooperative work which focuses on improving the
abilities of dealing with complicated work of teachers although helping students narrows the gaps
of learning to achieve their learning goals. DuFour (2004) argues that the PLC should pay more
attention to learning not teaching, cooperative working only to get individuals’ achievements.

During the PLC meetings, educators focus on four essential questions at the core of all
effective PLCs:

» What is it we want our students to know?

* How will we know if our students are learning?

» How will we respond when our students do not learn?

» How will we enrich and extend the learning for students who are proficient?

According to DuFour model, there are “three big ideas” that exemplify the fundamental
principles of PLCs: (1) Ensuring that Students Learn, (2) A Culture of Collaboration, and (3) A
Focus on Results (DuFour, 2004). The focus of the PLCs is bringing teachers together to build a
community within the school that will encourage all personnel (students, teachers, staff and
administration) and challenge them to thrive in all learning situations.

Hord’s Model

Hord (1997) elaborated five attributes of PLC for organizational effectiveness. The first
attribute is supportive and shared leadership, which requires school leaders to give teachers greater
decision-making power, builds them leadership capacity and creates atmosphere and climate that
promotes community empowerment practices to all PLC members. The second attribute, collective
creativity, allows collaborative relationships in the school community focused on improving the
effectiveness of information delivery and discussing methods and strategies to overcome
instructional issues. The third attribute of PLC is shared values and vision: this attribute refers to
the learning community to show their shared values, goals, mission and vision among its members.
This can be seen through daily practices and are embedded in a PLC. Missions and vision are
transparent to all. Established missions and vision focus on improvement in student achievement
and student learning. The fourth attribute deals with supportive conditions: the physical or
structural conditions and the human capacities of the people involved. The final attribute is shared
personal practice, that is more concerned about the process that encourages teachers to interact,
provide feedback and share the results of student learning experiences. It involves research-based
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models of schools and classrooms such as action research, coaching, creating a mentor-mentee
system and do joint decision making.

Murphy and Lick’s Model

The Whole-Faculty Study Groups (WFSG) model draws from Senge’s (1990) learning
organization theory and is grounded in what is known about collaborative learning (Murphy &
Lick, 2005). Initially created and implemented as a staff development model for the school system,
WEFSG is a framework for implementing changes in curriculum, instruction, and classroom
assessment in the school. It links or connects professional development on curriculum, instruction,
and classroom assessment to collaborative teams of teachers working together to apply their new
learning to the student needs they are addressing through their study group action plans.

“Whole-Faculty” means that every faculty member at the school is a member as a study
group focusing on data-based student instructional needs. In such a context, a study group is a
small number of individuals, three to five joining together to increase their capacities to enable
students to reach higher levels of performance. The collective synergy of all the study groups
advances the whole school. The goal of WFSGs is to focus the entire school faculty on creating,
implementing, and integrating effective teaching and learning practices into school programs that
will result in an increase in student learning and a decrease in negative behaviours of students.

The WFSG process is a step-by-step practical methodology for the development of study
groups in schools to facilitate school-wide change and enhance learning processes and outcomes.
There are five guiding principles for WFSG:

. Students are first

. Everyone participates
. Leadership is shared

. Responsibility is equal
. The work is public

Methodology
Population and Sample

The population included all principals and teachers from the Basic Education High Schools
(BEHSS) in Mandalay City Development Area (MCDA). The sample of this study was 30
principals and 610 teachers from 30 BEHSs in MCDA, that was selected by using proportional
stratified sampling based on teacher’s position.

Instrumentation

The instruments used for data collection were two questionnaires: professional learning
community questionnaire for principals (Questionnaire 1) and professional learning community
questionnaire for teachers (Questionnaire 2). Two questionnaires included two parts: the first part
for respondents’ demographic data and the second part for the investigation of perceptions of
importance of professional learning community practices.

Data Collection Procedure

As the scope of this study was located in Mandalay City Development Area (MCDA), the
researcher took permission from the Deputy Director General (Education) of Mandalay Region.
And then, the researcher sought and obtained background information of schools in MCDA from
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Regional Office in order to select sample schools. After preparing necessary data and condition,
questionnaires were distributed to participants on 2" July 2019, along with a cover letter
introducing and explaining the purpose of the study and highlighting the confidentiality of
participants and their responses. Finally, completed questionnaires were collected after one week.

Data Analysis

The data were systematically analyzed using the Statistical Package for the Social Studies
(SPSS) Software version 23. The data were analysed using factor analysis and descriptive statistics.

Findings

There were three aspects that needed to be examined the appropriateness of the data for
factor analysis. The three aspects were sample size, factorability of the correlation matrix, and the
Kaiser-Meyer-Olkin (KMO) Measure of Sampling Adequacy and Bartlett’s Test of Sphericity. For
sample size, Comrey and Lee (1992, as cited in Pearson & Mundform, 2010) suggested to the
sample sizes: 100 as poor, 200 as fair, 300 as good, 500 as very good, and 1000 or more as excellent
for a factor analysis to return reliable factors. Ho (2014) suggested that the number of sample size
would be more acceptable of 10 times the number of variables and other rule of thumb is five times.
Based on these arguments about determining the suitability of sample size for factor analysis, a
sample size of 640 respondents was involved in this study, providing a ratio of over 10 cases per
variable. Inspection of the Correlation Matrix showed evidence of many correlation r=.3 or greater.

For measure of sampling adequacy or whether data could factor well, Hair, Black, Babin,
and Anderson (2014) suggested that if the Kaiser-Meyer-Olkin (KMO) was greater than 0.6 and
the Bartlett’s Test of Sphericity (BTS) must be significant at p < .05 then factorability of the
correlation matrix was assumed. The KMO measure of sampling adequacy yielded a value of 0.98,
indicating that the sample size was large enough to assess the factor structure. BTS was significant
(x2 (1770) = 35993.79, p=.000), indicating that the variables were correlated highly enough to
provide a reasonable basis for factor analysis (Tabachnick & Fidell, 2013). Besides, the results
provided for all items had a communality that was above 0.3 (Tabachnick & Fidell, 2013). The
communalities were determined for each item. The communalities of the items ranged from 0.43
to 0.74.

An exploratory factor analysis (EFA) was used to construct new factors affecting
professional learning community practices. It was conducted on the 60 questionnaire items with
principal axis factoring as the extraction technique and varimax rotation, using Statistical Package
for Social Science (SPSS) version 23. EFA was an analysis of exploratory type and was used to
identify the complex interrelationships among the variables, and group of these variables as part
of unified concepts. This method helped the researcher to draw the main dimensions of the area of
interest to derive a theory or a model from the reasonably large set of variables. The groups formed
from interrelated variables were called factors. The distinctive feature of EFA was that the factors
were derived from statistical results, not from theory (Hair et al., 2014).

Various criteria were used to assist the factor extraction. The ‘Kaiser’s criteria’ based on
‘Eigenvalues’, the ‘Scree test’, and the ‘cumulative percentage of variance extracted’ were the
commonly used criteria for factor extraction (Williams, Brown, & Onsman, 2010). Factors were
extracted with the rules of Eigenvalues either greater than one or by fixing the number of factors
to be a fixed one, based on prior expectations. Five factors had eigenvalues greater than 1.0, which
was a common criterion for a factor to be useful. And then, cumulative percentages of variance
were above 50%, ranging from 52.01% to 62.61% (See Table 1). The total variances explained in
social science were acceptable for a minimum value from 50-60 percentages (Pett, Lackey, &
Sullivan, 2003).
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Table 1 Extraction Sums of Squared Loadings for Professional Learning Community

Factors
Extraction Sums of Squared Loadings
Factors Eigenvalues % of variance Cumulative %
Factor (1) 31.21 52.01 52.01
Factor (2) 2.49 4.15 56.16
Factor (3) 1.59 2.65 58.82
Factor (4) 1.15 1.92 60.73
Factor (5) 1.13 1.88 62.61

Extraction method: Principal Axis Factoring

The Scree plots were the graphical representation of Scree tests by drawing a straight line
through the smaller Eigenvalues, at which the above conditions were fixed. Figure 1 shows that
the Scree plot flattens out after the five factors.
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Figure 1 Scree Plot Showing Factors for Professional Learning Community Practices

Rotation Sums of Squared Loadings indicated that the presence of five factors exceeding
1, explaining 14.20%, 13.35%, 13.26%, 12.73% and 9.06% of the variance respectively (See
Table 2). Based on the Rotated Factor Matrix, a total of sixty items were retained because they all
passed minimum factor loading of 0.35 and above.

Table 2 Rotation Sums of Squared Loadings for Professional Learning Community Factors

Rotation Sums of Squared Loadings
Factors Eigenvalues % of variance Cumulative %
Factor (1) 8.52 14.20 14.20
Factor (2) 8.01 13.35 27.55
Factor (3) 7.96 13.26 40.82
Factor (4) 7.64 12.73 53.55
Factor (5) 5.44 9.06 62.61

Rotation Method: VVarimax with Kaiser Normalization
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The factors were generated, and attributed variables were examined to identify the common
property to name the variables (Williams et al., 2010). The labelling of factors was a subjective,
logical, and inductive process (Pett et al., 2003). The meaningfulness of latent factors was
ultimately dependent on the logical definitions named by the researcher (Henson & Roberts, 2006).

Table 3 Factor Loadings for Exploratory Factor Analysis with Varimax Rotation of
Professional Learning Community Practices

Variables Factor Loadings Commu
1 2 3 4 5 nalities

Behaving proactively and facilitating as needed 74 .66
Deciding and performing according to subject teams 74 .67
Sharing equal responsibilities among teachers .70 .68
Taking into account all teachers’ opinions and advice in .69 .61
decision making
Consistent participation of teachers in decision making .66 .55
Giving chance to make innovative changes .66 .61
Informing important information and decisions to all .65 .53
teachers
Nurturing leadership abilities and assigning .59 .52
alternatively
Giving power and authority in line with responsibilities .58 .54
Treating teachers with respect and as professionals .53 49
Focusing undeviatingly on student learning rather than 46 .56
teaching
Praising and recognizing teachers’ triumphs 41 .53
Pursuing for professional self-renewal 40 .57
Having interdependency among colleagues .63 71
Applying what teachers learned together .62 74
Engaging actively in instructional seminars and .61 72
workshops
Focusing more on effective teaching methods than .58 .62
finishing monthly course
Sharing successful teaching strategies .58 .68
Discussing teaching strategies and contents with each .58 .66
other to improve teaching
Developing more capacity by working collaboratively 57 .61
Taking help from experienced teachers and colleagues .55 .64
Communicating openly and honestly .50 .67
Supporting and helping each other to improve .50 .67
instruction
Supporting and helping each other to improve .50 .67
instruction
Doing inquiry activities together to reduce ability gap .50 .61
Performing school activities based on mutual trust and 48 73
respect
Pursuing teaching experiences from veteran teachers 46 .53
Collaborating to develop shared sense of values and 44 .59
respect among teachers
Sharing collaboratively knowledge and experiences in .76 73
groups
Giving constructive feedback on observations .70 71
Having opportunities to share knowledge individually .65 .68
Observing others’ teaching practices and taking notes .64 .68
Allocating fixed time to professional learning .62 .64
Sharing one’s successes and failures in instructional .62 .65
practices to others
Mentoring for professional growth .59 .64
Reserving places or rooms to professional learning .59 .60
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Table 3 Factor Loadings for Exploratory Factor Analysis with Varimax Rotation of

Professional Learning Community Practices (continued)
. Factor Loadings Commu
Variables 1 2 3 4 5 nalities

Holding regularly subject meeting once a week .55 .56
Guiding correct ways, not evaluative judgements .53 .59
Informing procedures and guidelines in time .68 .79
Getting access to ICT technology and teaching aids .66 .67
Supporting necessary resources for teacher .63 .63
competencies
Cooperating on school activities not discriminating .62 72
between roles
Balancing teacher-student ratio and teacher-classroom 59 .58
ratio
Collaborating with each other in implementing .56 71
established school policies
Having positive and caring student-teacher- 53 .65
administrator relationship
Allowing teachers’ opinions and advice to principal 52 .61
Having community support and participation 52 .61
Seeking a good infrastructure and conducive school 51 .66
environment
Recognizing and celebrating in outstanding .50 .55
achievements
Getting appropriate training programs for capacity A7 .55
building of the administrators and teachers
Neglecting unpurposive mistakes among teachers A7 .65
Risk-taking to improve on status quo .38 43
Implementing short-term and long-term plans to achieve .64 .70
school vision
Setting up all school programs and procedures in line .63 .67
with school vision
Working collaboratively on the quality of teaching .58 .63
profession
Having high expectations on school and students .58 .66
Aligning decisions about teaching and learning with 57 .68
school values and vision
Setting school’s own mottos or vision with teachers .53 .55
Supervising teaching and learning to improve student 52 .62
learning
Encouraging and helping teachers to create continuous .50 .59
learning environment
Having active involvement of parents and community .39 .50
Eigenvalues 852 | 801 | 796 | 764 | 544
% of variance 14.20 | 13.35 | 13.26 | 12.73 | 9.06

Note. Loading <.35 are suppressed Extraction method: Principal Axis Factoring

Rotation Method: Varimax with Kaiser Normalization

According to the results of EFA described in Table 3, Factor (1) measured leadership in
professional learning community practices naming “Supportive and Shared Leadership” (SSL).
There were 13 items: behaving proactively and facilitating as needed; deciding and performing
according to subject teams; sharing equal responsibilities among teachers; taking into account all
teachers’ opinions and advice in decision making; consistent participation of teachers in decision
making; giving chances to make innovative changes; informing important information and
decisions to all teachers; nurturing leadership abilities and assigning alternatively; giving power
and authority in line with responsibilities; treating teachers with respect and as professionals;
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focusing undeviatingly on student learning rather than teaching; praising and recognizing teachers’
triumphs; and pursuing for professional self-renewal.

Factor (2) consisted of 14 items: having interdependency among colleagues; applying what
teachers learned together; engaging actively in instructional seminars and workshops; focusing
more on effective teaching methods than finishing monthly course; sharing successful teaching
strategies; discussing teaching strategies and contents with each other to improve teaching;
developing more capacity by working collaboratively; taking help from experienced teachers and
colleagues; communicating openly and honestly; supporting and helping each other to improve
instruction; doing inquiry activities together to reduce ability gap; performing school activities
based on mutual trust and respect; pursuing teaching experiences from veteran teachers; and
collaborating to develop shared sense of values and respect among teachers that were labelled as
“Collaborative Professional Culture” (CPC).

Factor (3) was loaded with 10 items: sharing collaboratively knowledge and experiences in
groups; giving constructive feedback on observations; having opportunities to share knowledge
individually; observing others’ teaching practices and taking notes; allocating fixed time to
professional learning; sharing one’s successes and failures in instructional practices to others;
mentoring for professional growth; reserving places or rooms to professional learning; holding
regularly subject meeting once a week; and guiding correct ways, not evaluative judgements that
were labelled as “Deprivatized Instructional Practices” (DIP).

Fourteen items that loaded into Factor (4) were informing procedures and guidelines in
time, getting access to ICT technology and teaching aids, supporting necessary resources for
teaching competencies, cooperating on school activities not discriminating between roles,
balancing teacher-student ratio and teacher-classroom ratio, collaborating with each other in
implementing established school policies, having positive and caring student-teacher-administrator
relationship, allowing teachers’ opinions and advice to principal, having community support and
participation, seeking a good infrastructure and conducive school environment, recognizing and
celebrating in outstanding achievements, getting appropriate training programs for capacity
building of the administrators and teachers, neglecting unpurposive mistakes among teachers, and
risk-taking to improve on status quo. This factor was labelled, “Facilitative Structure and
Relationship to Teacher Learning” (FSRTL).

Factor (5) was made up of 9 items: implementing short-term and long-term plans to achieve
school vision; setting up all school programs and procedures in line with school vision; working
collaboratively on the quality of teaching profession; having high expectations on school and
students; aligning decisions about teaching and learning with school values and vision; setting
school’s own mottos or vision with teachers; supervising teaching and learning to improve student
learning; encouraging and helping teachers to create continuous learning environment; and having
active involvement of parents and community that were mainly concerned with “Collective
Implementing to Shared Values and Vision” (CISVV). The factor labels proposed by the researcher
suited the extracted factors and were retained. Internal consistency for each of the scales was
examined using Cronbach’s alpha. The alphas were high (See Table 4).
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Table 4 Descriptive Statistics for Factors Affecting Professional Learning Community

Practices in Basic Education High Schools (N=640)
Factors No. of M SD | Alpha
Items

Supportive and Shared Leadership 13 3.60 | .53 94
Collaborative Professional Culture 14 3.61 | .52 .96
Deprivatized Instructional Practices 10 3.46 | .58 .94
Facilitative Structure and Relationship to Teacher 14 357 | 54 .96
Learning
Collective Implementing to Shared Values and Vision 9 3.58 | .53 .93
PLC Practices 60 3.50 | .48 .98

In naming the factors resulting from factor analysis, the researchers asked for check the
reasonability of the names of factors and the meanings of items in each factor from expert and
experienced educators of the Department of Educational Theory, Yangon University of Education
and Sagaing University of Education. Some items were rewarded and revised, and the names of
the factors were reviewed succinctly so that the appropriateness of the names of the factors and
their related items were confirmed. After discussing with them, valuable and imaginative advice
were got not only for the names of factors but also for this study. This PLC model had both
construct validity by calculating factor analysis and content validity by examining with experts, so
the validated factors for professional learning community model for Basic Education High Schools
were specified as follows:

(i) Supportive and Shared Leadership

(i) Collaborative Professional Culture

(iii) Deprivatized Instructional Practices

(iv) Facilitative Structure and Relationship to Teacher Learning
(v) Collective Implementing to Shared Values and Vision

Conclusion and Discussion
Discussion

The objective of this study was to develop the factors for creating professional learning
communities in Basic Education High Schools. Therefore, exploratory factor analysis, specifically
Principal Axis Factoring (PAF), was used to investigate factors affecting professional learning
community practices of teachers and principals. Analysis found five factors that represented each
of interrelated variables. These five factors were supportive and shared leadership, collaborative
professional culture, deprivatized instructional practices, facilitative structure and relationship to
teacher learning, and collective implementing to shared values and vision. These factors resulted
from the findings of exploratory factor analysis using principal axis factoring method based on the
responses of teachers and principals on the importance level of professional learning community
practices.

A composite scale for professional learning community was developed using all five factors
explaining above 50%, ranging from 52.01% to 62.61%. Internal scale reliabilities for the five
factors were generally excellent with all Cronbach alpha values higher than .90 and the alpha value
of overall professional learning community practices is 0.98. The research findings have supported
previous researchers such as Hord (1997) and Harris and Jones (2010) in affirming that shared and
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supportive leadership, collective learning and its application, shared values and vision, supportive
conditions, and shared personal practice are the attributes of PLCs.

Conclusion

Based on factor analysis results, the proposed professional learning community model for
Basic Education High Schools was presented in Figure 2. Supportive and shared leadership,
collaborative professional culture, deprivatized instructional practices, facilitative structure and
relationship to teacher learning, and collective implementing to shared values and vision were the
main factors for creating professional learning communities in Basic Education High Schools.

Supportive and Shared Leadership refers to that school administrators support and
encourage leadership and continuous learning, share leadership, power and authority
democratically with teachers, and make a concerted effort to nurture authentic teacher leadership.

Collaborative Professional Culture means that school administrators and teachers work
together within and between content areas, and grade levels to share information, plan
collaboratively, and improve student learning opportunities in the school.

Deprivatized Instructional Practices mean that teachers observe teaching and professional
behaviours with each other, and review and give constructive feedback in a non-evaluative manner.

Facilitative Structure and Relationship to Teacher Learning mean that having structure
which supports appropriate conditions (exact time and space) and creates professional culture to
consistently hold as a PLC, and warm relationship that strengthens mutual respect and trust among
school administrators and teachers.

Collective Implementing to Shared Values and Vision refers to guiding behaviours of
members as a whole that are a common vision and a total commitment of how to improve teaching
and learning towards attaining shared values and vision.

Supportive &
Shared
Leadership

o ™~

Collective

Collaborative /- \ Implementing

Professional to Shared
Culture Values &

~ Vision

- Facilitative
Structure &
~ Relationship to
‘Teacher Learning
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Instructional
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™
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Figure 2 Proposed Professional Learning Community Model for Basic Education High Schools
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Recommendations

A number of recommendations could be made for the improvement of professional learning
community practices based on the findings:

= Educators and policy makers need to explore how to implement school-based PLCs for
enhancing authenticity and quality of teacher engagement in it rather than increasing the
frequency of holding it.

= Educational policy makers must mentor and guide schools to focus on improving student
achievement, and enhance teacher professionalism through increasing the professional
status of teaching and providing teachers with greater opportunities for professional
growth.

= School principals who are combining PLCs and faculty meetings are recommended not to
combine PLCs and faculty meetings to provide and promote teacher professional
development.

= School principals need to reinforce and lead in Boards of Studies and Continuous
professional development as much as they can so that teachers can participate actively in it
and commit running them effectively.

= Teachers have to change their traditional ways of teaching; they have a strong perception
of themselves as professionals and behave and try well as such.

= Teachers have to work collaboratively to apply teaching strategies that promote student
learning. In order to improve their classroom practices, teachers need to work together and
organize learning teams in an ongoing manner.

= The community have to provide the needs of school as much as they can. To be effective
schools, only school members can not able to do. Community support is the best facilitator
to improve teacher morale and school achievement.
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PRINCIPALS’ LEADERSHIP BEHAVIOURS ON TEACHERS’
PROFESSIONAL DEVELOPMENT IN BASIC EDUCATION HIGH
SCHOOLS

Khin Myat Noe Oo'and Phyu Phyu Yin?

Abstract

The main aim of the paper was to study principals’ leadership behaviours on teachers’ professional
development in Basic Education High Schools, Tada-U Township. The specific aims were to study
the levels of teachers’ perception of principals’ leadership behaviours, to study the levels of
teachers’ professional development, to investigate the relationship between principals’ leadership
behaviours and teachers’ professional development, and to identify the predictors of principals’
leadership behaviours on teachers’ professional development. Principals’ leadership behaviours
questionnaire developed by House (1996) and the teachers’ professional development questionnaire
developed by Loucks-Horsely, Stiles, Mundry, Love and Hewson (2010) were used to collect the
necessary information. A total of 198 teachers participated in the study. Descriptive statistics,
Pearson product-moment correlation and multiple regression analysis were used to analyze the data.
There were moderate level of teachers’ perceptions of principals’ leadership behaviours and
moderate level of teachers’ professional development. Moreover, there is a strong and positive
relationship between the dimensions of principals’ leadership behaviours and teachers’ professional
development. The multiple regression result of the study showed that directive leadership behaviour
was appeared as the most influential predictor of teachers’ professional development. Open-ended
responses verified that the impact of leadership behaviours is organized and directed by the
principals that lead to a great change in teachers’ professional development.

Keywords: principals’ leadership behaviour, teachers’ professional development

Introduction

Many schools today are in strong need of understanding the purpose of the effective and
the importance of principals’ leadership behaviour. The school leaders, principals, need to
understand the new modern strategies to achieve success in the education process. Principals’
leadership behaviours in schools play a vital role in achieving the growth of instructional process
and improving the development of administrative process.

Teachers’ development is the main reason for enhancing the students’ educational level and
their achievement. Thus, the principals should focus on teachers’ professional development, as
teachers are considered to be the most important element in the educational process. The role of
the principal in supporting teachers’ professional development activities appears to be crucial to
the success of the professional growth of teachers (Berube, Gaston, & Stepans, 2004).

It is essential to have principals who create a positive school climate in the school that
allows teachers to realize their potential. They can support a learning environment in which
teachers can experiment with new ideas and practices for teaching and exercise creativity. They
ought to look into their sense of fulfillment of teachers’ needs, which will let them focus on their
work and improve their job involvement.

Therefore, the principals need to have the strong theoretical knowledge, skill and adequate
experiences in school leadership. They should have various trainings on school leadership that can
play active and effective teachers’ professional development in school improvement programs.

! Assistant Lecturer, Department of Educational Theory, Sagaing University of Education
2 Dr, Professor, Department of Educational Theory, Yangon University of Education
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Aims of the Study

The main aim is to study principals’ leadership behaviours on teachers’ professional
development in Basic Education High Schools, Tada-U Township.

The specific aims are:

1. to study the teachers’ perception of principals’ leadership behaviours in Basic Education
High Schools of Tada-U Township,

2. to study the levels of teachers’ professional development in Basic Education High Schools
of Tada-U Township,

3. to investigate the relationship between principals’ leadership behaviours and teachers’
professional development, and

4. to identify the predictors of principals’ leadership behaviours on teachers’ professional
development.

Research Questions

1. What are the teachers’ perceptions of principals’ leadership behaviours in Basic Education
High Schools of Tada-U Township?

2. What are the levels of teachers ‘professional development perceived by teachers in Basic
Education High Schools of Tada-U Township?

3. Is there any relationship between principals’ leadership behaviours and teachers’
professional development?

4. What are the predictors of principals’ leadership behaviours on teachers’ professional
development?

Theoretical Framework

The study is concerned with the principals’ leadership behaviors on teachers’ professional
development. Principal leadership behaviours were developed into four dimensions based on House
(1996). They are directive leadership behaviour, supportive leadership behaviour, participative
leadership behaviour and achievement-oriented leadership behaviour.

Directive leadership behaviour is the principal behaviour that tells teachers what are expected
from them and shows how to perform jobs assigned to them. This includes giving teachers
schedules of specific work to be done at a specific time.

Supportive leadership behaviour is the principal behaviour directs towards the satisfaction of
teachers’ needs and preferences, such as displaying concern for their welfare and creating a friendly
and psychologically supportive work environment.

Participative leadership behaviour is the principal behaviour that directs towards encouragement
of teachers and taking their opinions and suggestions into account when making decisions.

Achievement-oriented leadership behaviour is the principal behaviour that directs towards
motivating performance in setting challenging goals, seeking improvement, emphasizing
excellence in performance, and showing confidence that teachers will attain high standards of
performance.

Teachers’ professional development was developed into six dimensions: aligning and
implementing curriculum, collaborative structures, examining teaching and learning, immersion
experiences, practicing teaching and vehicles and mechanisms developed by Loucks-Horsely,
Stiles, Mundry, Love and Hewson (2010).
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Aligning and implementing curriculum refers to studying how to implement new curriculum
materials, teaching a unit on a topic that is new to them or is taught in a new way, all of which can
build in teachers new content knowledge, teaching skills, and dispositions towards other ways of
teaching.

Collaborative structures refer to teachers’ professional networks inside schools and across school
boundaries, and partnerships with experienced teachers. These afford teachers important
opportunities to share and build a professional culture that focuses collective energy on student
learning.

Examining teaching and learning refers to teachers’ own practice afford direct "job-embedded"
learning. This includes students’ work, their responses to assessments, and thinking, as carefully
observed and documented by their teachers.

Immersion experiences refer to being immersed in intensive experiences in which they focus on
subject and content in-depth, learning through inquiry and problem solving.

Practicing teaching refers to peering and coaching among teachers. Experienced teachers mentor
and demonstrate the lesson and share experiences with teachers to get the desired the student
learning outcomes.

Vehicles and mechanisms refer to activities that teachers have opportunities to attend workshops
based on new initiatives or changing teaching strategies, giving training to use technology-based
professional learning opportunities.

Definitions of Key Terms

Principal Leadership Behaviours: Principal leadership behaviours are defined as the process of
motivating other people to act in particular ways in order to achieve specific goals (Hannagan,
2002, as cited in Porter, 2014).

Teachers’ Professional Development: Teachers’ professional development refers to any
activities engaged in by principals that enhance teachers’ knowledge and skills and enable them to
consider their attitudes and approaches to the education of learners, with a view to improving the
quality of teaching and learning (Van der Nest, 2012, as cited in Mashaba, 2015).

Operational Definition

Principals’ Leadership Behaviours on Teachers’ Professional Development refers to teachers’
view of principals’ behaviours that their teachers’ professional development that help them build
their academic content knowledge and how to reach students with this knowledge as being the
most valuable.

Review of Related Literature
Leadership Behaviour

Leadership behaviour is a process of social influence in which one person is able to enlist
the aid and support of others in the accomplishment of a common task (Hoy & Miskel, 2013).
Hannagan (2002, as cited in Porter, 2014) defined leadership behaviour as the process of
influencing others to understand and agree about what needs to be done and how to do it, and the
process of facilitating individual and collective efforts to accomplish shared objectives.

Principals’ Leadership Behaviour

Laschinger (1999) defined leadership behaviour as the behaviour that significantly
influenced teachers’ perceptions of formal and informal power and access to empowerment
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structures (information, support, resources and opportunity).According to Huber-Dilbeck (1988),
leadership behavior is the interpersonal influence, exercised in situations and directed through the
communication process, toward the attainment of a special goal or goals.

The Path-goal Leadership Theory

The path-goal theory is a leadership theory in the field of organizational studies developed
in 1971 and revised in 1996 by Robert House. This theory of leadership styles are also used as
leadership behaviours.

Directive Leadership Style: Letting subordinates know what is expected of them, giving guidance
and direction, and scheduling work (similar to initiating-structure and task-oriented behavior).

Supporting Leadership Style: Being friendly and approachable, showing concern for subordinate
welfare and treating members as equals (similar to consideration and relationship-oriented
behavior).

Participative Leadership Style: Consulting subordinates, soliciting suggestions and allowing
participation in decision making.

Achievement-oriented Leadership Style: Setting challenging goals, expecting subordinates to
perform a high level, encouraging them and showing confidence in subordinates’ abilities.

Principal Leadership Styles
Harris (2003) divided principals’ leadership into four leadership styles.

Autocratic or authoritative leadership style: An autocratic leader tries to exert powerful authority
using reward and coercion to influence his/her follower, focusing his/her attention on the product
instead of making human needs the centre of attention. An autocratic or authoritative style leader
shows consistent behavioural patterns involving acting alone and making unilateral decisions.

Democratic or participative leadership style: A democratic or participative leader is a leader who
can motivate humanness, teamwork and participation of teachers. Democratic or participative
leadership style is used by leaders to involve followers in the managerial task giving guidance and
support. It is also one of the most convenient styles that allow followers to present their ideas or
opinions freely in the organization for which they are working.

Laissez-faire or permissive leadership style: A laissez-faire or permissive leader is a leader who
gives complete freedom to followers to make decisions regarding any issue in the organization and
to solve any problems they encounter on their own with very little guidance from their leader.
However, working on different activities and making various decisions on different issues or topics
alone without a leader, leads to low productivity and low job satisfaction.

Teacher Professional Development

Teacher professional development is the process of improving staff skills and competencies
needed to produce outstanding educational results for students (Hassel, 1999). Professional
development is a lifelong collaborative learning process that nourishes the growth of individuals,
teams, and the school through a daily job-embedded, learner centered, focused approach (Du Four,
2006, as cited in Trehearn, 2010).

Professional development is a comprehensive, sustained, and intensive approach to
improving teachers’ and principals’ effectiveness in raising student achievement (National Staff
Development Council, 2007, as cited in Porter, 2014).
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California University’s Dr. Kornhauser (n.d, as cited in Khin Zaw, 2001) had distinguished
the features of the professions with the following characteristics:
1. Expertise
2. Autonomy
3. Commitment
4. Responsibility
In-service preparation is also one of the most important components in the total teacher
education programme. Growth into a full professional teacher is also aided by reading of three
types:
1. Professional
2. Expansive and
3. Slice-of-life and variety reading (Khin Zaw, 2001).

Loucks-Horsley et al., (2010) identified six categories which included eighteen different
strategies that are used for professional development of teachers

1. Aligning and Implementing Curriculum

Curriculum Alignment and Instructional Materials Selection: It refers to studying the national
standard to identify the meeting and intent of student learning goals, developing a clear picture
what curriculum was needed based on the standards and students learning goals.

Curriculum Implementation: It refers to learning content and teaching strategies, organizing the
support for teaching strategies and learning environments, and using them, preparing such as
selecting teaching learning materials and planning teaching steps to teach curriculum.

Curriculum Replacement Units: It refers to having access to replace quality units suitable,
learning some parts or some lessons of curriculum, having opportunities to broaden their
application of the new approach to other parts of the curriculum.

2. Collaborative Structures

Partnerships with Schools and Universities: It refers to being two ways exchange of knowledge
and resources with experts from other schools, discussing subject matter and teaching learning
strategies through network that can make important contribution to students’ learning
improvement.

Professional Networks: It refers to joining network voluntarily to share their own knowledge and
experience and learn from other network participants, broadening members’ perceptions by
learning the lesson’s content, learning situation of students, etc.

Study Groups: It refers to structuring study groups to support teachers’ implementation strategies
recently learned in the workshops or other short team sessions and using study groups once teacher
have already implemented new practices in the classroom.

3. Examining Teaching and Learning

Doing Research: It refers to identifying a problem to be solved, planning, action, observing,
reflection and collaborating with other teachers to contribute to the teaching learning process.

Case Discussions: It refers to writing case materials presented a focus picture of specific aspects
of teaching and learning involved students’ participation, discussion and thinking and learning and
offering groups of teacher the opportunities to reflect on teaching and learning.
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Examining Student Work and Thinking, and Scoring Assessments: It refers to being a power
examining students’ work as a team, applying what is learned and discussed to practice through
colleagues’ thinking and perceptions and reflecting on individual thinking.

Lesson Study: It refers to using lesson study for the result in teachers developing a thorough
understanding of how particular lesson should be conducted and why, based on data that go on
teaching learning improvement.

4. Immersion Experiences

Immersion in Inquiry in Subjects and Problem Solving: It refers to being immersed in an
intensive experience in which teachers focus on subject and content in-depth, learning through
inquiry and problem solving, changing through strategies as a result of teachers’ conceptions about
subjects and experiences.

Immersion into the World of Science and Art: It refers to having opportunities for them as learning
the content, process, culture and development work, attending lectures and seminars and reflection
on their experiences as members of research teams and content experts.

5. Practicing Teaching

Coaching: It refers to enhancing the learning of both the coach (experienced teachers) and the one
being coached (beginner teachers), sharing ideas and providing feedback, examining together
particular teaching strategies and learning strategies and having opportunities for interaction with
trust.

Demonstration Lessons: It refers to presenting the exemplary model of teaching facilitated by an
experienced teachers while other teachers observe and discuss, having clear purpose and intent
focus on the discussion and observation, using a pre-lesson and classroom observation.

Mentoring: It refers to occurring between a teacher new to the field and a more experienced
teachers that sustain long-term ongoing professional learning, having valuable expertise to share
each other, paying attention to match mentor and new teachers on the alignment in content areas.

6. Vehicles and Mechanisms

Developing Professional Developers: It refers to designating teachers as leaders of other teachers
in regard to lead their professional development activities, training professional developers as
skillful organizers, coordinators and flexible, adaptable and creative problem solvers.

Technology for Professional Development: It refers to giving training to use technology-based
professional learning opportunities, meeting participants learning needs, improving qualities by
using technology such as computer, internet, etc.,

Workshops, Institutes, Courses, and Seminars: It refers to having opportunities to attend
workshops based on new initiatives or changing teaching strategies, etc. and having chances to
attend seminars for sharing subject, teaching learning experiences.

Quiality professional development and experiences help teachers recognize the high-quality
ongoing professional development that deepen teachers’ content knowledge and pedagogical
skills: provides opportunities for practice and reflection and includes efforts that are job-embedded,
sustained and collaborative will assist in the goal to remain make up-to-date (Spark, 2002).
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Research Methodology
Research Method
Descriptive research method was used to collect the required data in this study.

Population and Sample

The participants of this study were chosen from Basic Education High Schools in Tada-U
Township, Mandalay Region. There are nine Basic Education High Schools in Tada-U Township.
These schools were labeled as S1, S2, S3, S4, S5, S6, S7, S8 and S9. All the teachers from nine
Basic Education High Schools in Tada-U Township were chosen as sample. Totally 198 teachers
participated in this study. The respondent rate was 94.29%.

Instrumentation

The set of questionnaire for all participants was developed after reviewing the related
research and literature thoroughly. Then, in order to get the required data, an instrument was
developed and made necessary changes under the advices and guidance of the supervisor.

The questionnaire was composed of three parts: part (A) demographic information of
teachers, part (B) principals’ leadership behaviour questionnaire and part (C) teachers’ professional
development questionnaire. Part (A) consisted of demographic information about gender, age,
qualification, total services, current position teaching services, class and subject taught. Part (B)
was composed of 28 items based on the four dimensions of leadership behaviour that were
developed by House (1996): 7 items were related to directive leadership behaviour, 7 items were
related to supportive leadership behaviour, 7 items were related to participative leadership
behaviour and 7 items were related to achievement-oriented leadership behaviour.

Part (C) was composed of 54 items based on the six dimensions of teachers’ professional
development that were developed by Loucks-Horsely et al (2010): 9 items were related to aligning
and implementing curriculum, 9 items were related to collaborative structures, 12 items were
related to examining teaching and learning, 6 items were related to immersion experiences, 9 items
were related to practicing teaching and 9 items were related to vehicles and mechanisms.

All items of the questionnaires were analyzed through the use of five point Likert type scale
ranging from 1 to 5 (1=never, 2=seldom, 3=sometimes, 4=often, 5=always) was used to measure
teachers’ perception of principals’ leadership practices and teachers’ professional development.

Open-ended questionnaires were used to know the ways that improve the principals’
leadership practices and teachers’ professional development. These questionnaires were
interpreted based on the teachers” answers. The respondent rate for open-ended questionnaires was
92%.

Procedures

The researcher thoroughly reviewed related research and literature and received some
pieces of advice and guidance for the questionnaire from the panel of experienced teachers from
Department of Educational Theory, Yangon University of Education. The uses of words and
contents items were modified. Piloting was conducted with 42 teachers in Basic Education High
School, No. (3) and Basic Education High School No. (4) in San Chaung Township, Yangon
Region, in 16" January, 2018. According to the test of pilot study, the reliability coefficient
(Cronbach’s alpha) were (0.89) for questionnaire part (A) and (0.81) for questionnaire part (B).
The reliability coefficient (Cronbach’s alpha) of overall questionnaires was (0.84).



110 J. Myanmar Acad. Arts Sci. 2021 Vol. XIX. No.9A

In 2" February, 2018, the questionnaires for teachers were distributed to the schools. One
week later, the distributed questionnaires were recollected. The respondent rate was (94.29%).

Data Analysis

The collected data of this study were analyzed by using the Statistical Package for the
Social Science (SPSS) version 22. The descriptive analysis technique, One Way ANOVA, Pearson
product-moment correlation and multiple regressions were used to analyze the required data. Open-
ended responses were grouped into similar groups to interpret the collected data.

Research Findings

The analysis of collected data concerned with principals’ leadership behaviours on
teachers’ professional development as research findings are presented. The descriptive analysis
technique was used to find out the levels of teachers’ perceptions of principals’ leadership
behaviours and teachers’ professional development.

Table 1 Means and Standard Deviations for Teachers’ Perception on Levels of Dimensions
of Principals’ Leadership Behaviours in Basic Education High Schools

Dimensions Schools Total
S1 S2 S3 S4 S5 S6 S7 S8 S9
Directive 301|371 | 342 | 3.13 | 358 | 356 | 3.63 | 3.57 | 3.67 3.46

Behaviour | (57) | (.36) | (.62) | (53) | (.24) | (47) | (:38) | (:39) | (24) | (.50)
Supportive | 3.22 | 3.27 | 3.44 | 327 | 3.34 | 351 | 3.76 | 3.57 | 353 | 3.3
Behaviour | (:39) | (.47) | (.47) | (.35) | (.63) | (.66) | (:50) | (.40) | (49) | (51)
Participative | 3.00 | 3.30 | 3.29 | 2.90 | 3.41 | 339 | 355 | 3.41 | 365 | 331
Behaviour | (.43) | (.40) | (.38) | (.75) | (.31) | (.36) | (:38) | (41) | (77) | (53)

Achievement- | 33 | 330 | 325 | 3.06 | 356 | 3.21 | 3.27 | 3.20 | 3.64 | 3.27

oriented
Behaviour (.46) | (\42) | (.35) | (.59) | (.44) | (.47) | (.36) | (.41) | (.38) (.47)
Note: 1.00-2.33 = Low level 2.34-3.67 = Moderate level 3.68-5.00 = High level

Table 1 displayed the means and standard deviations of principals’ leadership behaviours.
According to the data presented in the table, all schools had moderate levels of teachers’ perception
on the four principals’ leadership behaviour: directive leadership behaviour, supportive leadership
behaviour, participative leadership and achievement-oriented leadership behaviour. Moreover, S2
had a high level of directive leadership behaviour. Then, S7 had high level of supportive leadership
behaviour.

One-way ANOVA was used to analyze whether there were significant variations in the
teachers’ perceptions of principals’ leadership practices. Table 2 described the ANOVA result for
the levels of teachers’ perceptions of principals’ leadership behaviour in Basic Education High
schools, Tada-U Township.

Table 2 showed that the teachers’ perceptions on levels of dimensions for principal’
leadership behavior regarding directive leadership behaviour (df=8, F=6.833, P<.001), supportive
leadership behavior (df=8, F=2.793, P<.01), participative leadership behavior (df=8, F=5.244,
P<.001) and achievement-oriented leadership behavior (df =8, F=4.669, P<.001). There were
significant variations on teachers’ perceptions on all levels of dimensions of principals’ leadership
behaviours in schools.
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Table 2 One-Way ANOVA Results Showing Teachers’ Perceptions on Dimensions of
Principals’ Leadership Behaviours in Basic Education High Schools

Dimensions SSum of df Mean F p
quares Square

Directive Between Groups 11.114 8

Behaviour Within Groups 38.424 | 189 1322 6.833 | .000***
Total 49.538 | 197 '

Supportive Between Groups 5.510 8

Behaviour Within Groups 46605 | 189 | 89 | 2703 | 0op*
Total 52.116 | 197 247

Participative Between Groups 9.295 8 1162

Behaviour Within Groups 37.297 | 189 '197 5.244 | .000***
Total 46.593 | 197 '

Achievement- Between Groups 7.028 8 879

oriented Within Groups 29.261 | 189 '155 4.669 | .000***

Behaviour Total 36.289 | 197 '

Note: ***p<.001, **p<.01

According to the data presented in the Table 3, S7 and S9 had a high level of teachers’
professional development.S2 had a high level of teachers’ practicing teaching.S5 had high level of
teachers’ immersion experiences and practicing teaching. Moreover, S7 had a high level of
teachers’ aligning and implementing curriculum, collaborative curriculum, practicing teaching and
teachers’ professional development. Then, S9 had a high level of teachers’ collaborative
curriculum, examining teaching and learning, immersion experiences, practicing teaching, vehicles
and mechanism, and teachers’ professional development.

Table 3 Means and Standard Deviations for Levels of Teachers’ Professional Development
in Basic Education High Schools

Dimensions Schools
S1 | 52 | s3 | sa |5 ] s6 | s7 | s8] sg | row
AIC 293 | 317 | 325 | 282 | 3.44 | 351 | 3.91 | 350 | 3.51 | 3.34
(64) | (:39) | (79) | (:68) | (:66) | (.72) | (.55) | (.54) | (.40) | (.68)
cs 284 | 327 | 304 | 271 | 335 | 3.29 | 3.75 | 3.39 | 3.77 | 3.26
(62) | (56) | (.58) | (.58) | (.64) | (.80) | (.66) | (.69) | (.49) | (.71)
ETL 288 | 359 | 3.22 | 2.72 | 3.66 | 3.38 | 3.55 | 3.48 | 3.68 | 3.34
(65) | (46) | (72) | (67) | (:64) | (.88) | (.52) | (.50) | (.36) | (.69)
IE 293 | 353 | 3.44 | 2.83 | 3.74 | 347 | 359 | 3.33 | 3.71 | 3.38
(77) | (80) | (:98) | (:88) | (:88) | (.99) | (.52) | (.46) | (.61) | (:83)
PT 302 | 389 | 341 | 2.80 | 381 | 350 | 3.71 | 350 | 3.76 | 3.47
(68) | (44) | (.75) | (51) | (.56) | (.95) | (.46) | (.55) | (.36) | (.69)
VM 288 | 359 | 3.22 | 2.72 | 3.66 | 3.38 | 3.55 | 3.48 | 3.68 | 3.34
(.65) | (46) | (72) | (:67) | (:64) | (.88) | (.52) | (.50) | (.36) | (.69)
TPD 291 | 351 | 3.26 | 277 | 361 | 3.42 | 3.68 | 3.45 | 3.69 | 3.35
(.60) | (:39) | (:69) | (:62) | (.55) | (.81) | (.46) | (.43) | (.26) | (:63)

Note: 1.00-2.33 = Low level  2.34-3.67 = Moderate level 3.68-5.00 = High level

AIC = Aligning and implementing curriculum IE = Immersion experiences
CS = Collaborative structures PT = Practicing teaching
ETL = Examining teaching and learning VM = Vehicles and mechanisms

TPD = Teachers’ professional development
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In order to analyze whether there were significant variations in the teachers’ professional
development, One-way ANOVA was showed in Table 4.

Table 4 ANOVA Table for Teachers’ Professional Development in Basic Education High

Schools
Dimensions SSum of df Mean F P
quares Square

Aligning and Between Groups 20.260 8 9 530

implementing Within Groups 73.089 | 189 .387 6.549 | .000***

curriculum Total 93.349 | 197 '

Collaborative Between Groups 23.495 8

structures Within Groups 76.483 | 189 2.9317 7.257 | .000***
Total 90978 | 197 | 4%°

Examining Between Groups 21.466 8 2 683

teaching and Within Groups 73.641 | 189 '390 6.887 | .000***

learning Total 95.108 | 197 '

Immersion Between Groups 18.530 8 2316

experiences Within Groups 117.809 | 189 .623 3.716 | .000***
Total 136.339 | 197 '

Practicing Between Groups 23.726 8 2966

teaching Within Groups 71.068 | 189 .376 7.877 | .000***
Total 94.794 | 197 '

Vehicles Between Groups 21.466 8 2 683

mechanisms Within Groups 73.641 | 189 '390 6.587 | .000***
Total 95.108 | 197 '

Professional Between Groups 19.419 8 2427

Development Within Groups 60.146 | 189 .318 7.627 | .000***
Total 79.565 | 197 '

Note: *** p<.001

As shown in Table 4, there was significant difference on teachers’ perceptions of levels of
teachers’ professional development (df=8, F=7.627, P<.001). Then, there were significant
differences on the teachers’ professional development regarding aligning and implementing
curriculum (df=8, F=6.549, P<.001), collaborative curriculum (df=8, F=7.257, P<.001), examining
teaching and learning (df=8, F=6.887, P<.001), immersion experiences (df=8, F=3.716, P<.001),
practicing teaching (df=8, F=7.877, P<.001)and vehicles mechanisms (df=8, F=6.587, P<.001).

To find out the relationship between principals’ leadership behaviour and teachers’
professional development in Basic Education High Schools, Pearson product-moment correlation
was used to analyze the data.

As presented in Table 5, there was a strong and positive relationship between teachers’
perceptions of directive leadership behaviour and teachers’ professional development in Basic
Education High Schools (r = .705). Moreover, there was a moderate and positive relationship
between teachers’ perceptions of supportive leadership behaviour and teachers’ professional
development (r = .613). There was a Moderate and positive relationship between teachers’
perceptions of participative leadership behaviour and teachers’ professional development
(r = .633). There was also a moderate and positive relationship between teachers’ perceptions of
achievement-oriented leadership behaviour and teachers’ professional development (r=.557). The
relationship was statistically significant at 0.01 levels. This implies that increase in principals’
leadership behaviours helps to increase professional development of teachers.
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Table 5 Relationship between Teachers’ Perception on Dimensions of Principals’
Leadership Behaviours and Teachers’ Professional Development in Basic
Education High Schools

1 2 3 4 5

1. Directive Behaviour 1
2. Supportive Behaviour A401** 1

.000
3. Participative Behaviour 505** | 419** 1

.000 .000
4. Achievement-oriented Behaviour 523** | 253** | 541** 1

.000 .000 .000
5. Teachers’ Professional development J05%* | .613** | .633** | .557**

.000 .000 .000 .000 1

**Correlation is significant at 0.01 level (2 tailed).

Regression analysis was used to identify the predictors that influence the teachers’
professional development in Basic Education High Schools, Tada-U Township.

Table 6 Regression Model (Principals’ Leadership Behaviour on All Variables) Model

Summary
Model R R Square | Adjusted R Square Std. Error of the Estimate
1 8342 695 .689 .354

Predictors: (Constant), Directive leadership behaviour, Supportive leadership behaviour,
Participative leadership behaviour, Achievement-oriented leadership
behaviour.

Table 6 showed that the adjusted R squared value was .689 and this indicated that 68.9%
of the variance in principals’ leadership behaviour was predicted from teachers’ professional
development.

The Potential Factors Affecting Teachers’ Professional Development

A standardized beta coefficient compares the strength of the effect of principals’ leadership
behaviour to teachers’ professional development was presented in Table 7.

Table 7 Simultaneous Multiple Regression Analysis for Principals’ Leadership
Behaviours Dimensions Predicting Teacher Professional Development

Dimensions B Std. Error B p
Constant 2.738 .366 .000***
Directive Behaviour 451 .064 .356 .000***
Supportive Behaviour .396 .055 .320 .000***
Participative Behaviour 294 .068 225 .000***
Achievement-oriented Behaviour 275 077 .186 .002**

Note: R=.834, R?=.689, F (4,198) = 110.143,
% p< 001, p< .01

All leadership behaviours were significantly predicted teachers’ professional development.
The adjusted R squared value was .689 (R=.834). This indicates that 68.9% of the variance in
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teachers’ professional development was explained by the model, and this is a typical effect
according to Cohen (1988).

According to the B weights, directive leadership behaviour variable (f=.356, p<.001)
appears to be the best predictor of teachers’ professional development. Supportive leadership
behaviour variable (p=.32, p<.001) appears to be the second predictor of teachers’ professional
development. Participative leadership behaviour variable (f=.225, p<.001) appears to be the third
predictor of teachers’ professional development. Achievement-oriented leadership behaviour
variable (f=.186, p<.001) appears to be the fourth predictor of teachers’ professional development.

Participative
Leadership
Behaviour

Directive
Leadership
Behaviour

Teachers’
Professional
Development

Achievement

Supportive -oriented
Leadership Leadership
Behaviour Behaviour

Figure 1: Potential Factors Affecting Teachers’ Professional Development
=) Predicting on Teachers’ Professional Development (Statistically significant)

Open-Ended Responses

Teachers’ responses to open-ended questions were used to fulfill the meaningful answers.
The first question was “Do the leadership behaviours of principal affect teachers’ professional
development in your school? Discuss?” According to open-ended response, principals’ leadership
behavior was necessary for professional development of teachers. Most of the teachers in school
knew how to prepare their subjects and how to teach their subjects well when they were good and
motivated professional development by their principals.

The second question was “Do your principals give the opportunities to improve your
professional development?” According to open-ended response, their principals gave opportunities
to attend workshops based on new initiatives or changing teaching strategies, etc. Teachers also
had the opportunities that they can join or seek to enhance their efficacy by going through
continuous learning programs or by getting diplomas and master’s degrees in order to reach higher
professional levels and to reflect on the educational attainment for students.

The third question was “List principals’ actions that you want to improve your professional
development at school?” According to their responses, they wanted to provide reflective teaching
aids for their professional development. They wanted to have a good support of updated teaching
methodology to reach the desired target. Moreover, they wanted to work together to improve
classroom instruction. Teachers wanted to be considered as active learners and wanted to
participate in professional development to refine their knowledge and teaching strategies.
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Discussion and Conclusion

Analyses of quantitative data collected from the study attempted to answer the four
questions.

Research question 1 studied the levels of principals’ leadership behaviours in schools. When
studying teachers’ perception of principals’ leadership behaviour, it was found that all schools have
moderate levels of teachers’ perception on the four kinds principals’ leadership behaviour. S2 had
a high level of directive leadership behaviour and S7 had high level of supportive leadership
behaviour. There were significant variations on teachers’ perceptions on levels of principals’
leadership behaviours in schools.

Research question 2 examined the levels of teachers’ professional development in schools.
According to the result, S2 had a high level of teachers’ practicing teaching.S5 had high level of
teachers’ immersion experiences and practicing teaching. S7 had a high level of teachers’ aligning
and implementing curriculum, collaborative curriculum, practicing teaching and teachers’
professional development. S7 had a high level of teachers’ collaborative curriculum, examining
teaching and learning, immersion experiences, practicing teaching, vehicles and mechanism, and
teachers’ professional development.

Research question 3 investigated the relationship between the principals’ leadership behaviours
and teachers’ professional development in school. The result showed that there was a strong and
positive relationship between teachers’ perceptions of directive leadership behaviour and teachers’
professional development (r = .705). Moreover, there was a moderate and positive relationship
between teachers’ perceptions of supportive leadership behaviour and teachers’ professional
development (r = .613), between teachers’ perceptions of participative leadership behaviour and
teachers’ professional development (r = .633) and between teachers’ perceptions of achievement-
oriented leadership behaviour and teachers’ professional development (r = .557).

Research question 4 predicted the indicators of teachers’ professional development in schools.
According to beta coefficients, all leadership behaviours were significantly predicted teachers’
professional development. The value of adjusted R squared was .689 (R=.834). This implies that
68.9% of the variance in teachers’ professional development was explained by the model.
According to result, principals’ leadership behaviour affects the teachers’ professional
development in the schools.

B weights indicated that directive leadership behaviour variable (f=.356, p<.001) was the
best predictor of teachers’ professional development. Supportive leadership behaviour variable
(B=.32, p<.001) was the second predictor of teachers’ professional development. Participative
leadership behavior was to be the third predictor of teachers’ professional development (p=.225,
p<.001). Achievement-oriented leadership behaviour (f=.186, p<.001) was the fourth predictor of
teachers’ professional development.

According to open-ended response, teachers’ professional development was organized and
rolled by the schools’ principals and they lead to a great change in teachers’ academic performance.
Principals played a major role in professional development of teachers who guided one another in
improving instruction. The main focus of the school principal was developing and maintaining
effective educational programs and promoting the improvement of teaching and learning within
their schools. They worked together to improve classroom instruction. Teachers also considered
themselves as active learners and participated in professional development to refine their
knowledge and teaching strategies.

In conclusions, principals should be effective leaders who should motivate teachers by
acting as a supporter, professional developer, a resource provider, a team member, an identifier of
talent and an architect of change, a transformer, a facilitator, a coordinator, a good communicator
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and a visionary leader. They should interact directly with teachers on instructional issues, and they
should provide professional support to teachers to actively participate in the process. They need to
consistently communicate with teachers and persuade them that academic gains are priorities.
Thus, the principals need to provide teachers with all modern teaching strategies and with updated
modern curricula in order to comply with the 21st century culture and requirements.

Recommendations for Further Research

This paper contributed to study principals’ leadership behaviour on teachers’ professional
development in Basic Education High Schools, Tada-U Township. According to the finding of this
study, the following recommendations are made for further research. Like this paper, principals’
leadership behaviour and teachers’ professional development should be expended to the schools in
other schools and universities of our country, Myanmar. Moreover, factors affecting principals’
leadership behaviour on teachers’ professional development should be studied. Then, a qualitative
research should be conducted to bring a deeper understanding of knowledge, skills and attitudes of
participants about their perceptions of the effective principals’ leadership behaviour.
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A STUDY OF PRINCIPAL’S LEADERSHIP STYLES ON TEACHERS’
JOB PERFORMANCE IN BASIC EDUCATION HIGH SCHOOLS

Kathy Winn'! and Cho Cho Sett?

Abstract

The main aim of this study is to examine the leadership styles adopted by school principals and their
influence on the job performance of basic education high school principals’ current leadership
styles. Descriptive research method was used in this study. 139 teachers at five selected Basic
Education High Schools working in Waw Township, Bago Region were studied, using purposive
sampling method. Questionnaires for teachers composing four main portions, demographic data, the
perceptions on teachers’ on leadership styles, the perceptions on teachers’ on job performance and
the open-ended questions were used. Instrument was reviewed by the teacher-experts. The reliability
coefficient for the principals’ leadership styles was 0.87 and for the teachers’ performance was 0.91.
Based on the findings obtained from the questionnaires, the total mean values for the principals’
leadership styles were 4.48, 4.45, 4.42 and 4.41 respectively. It could be concluded that the
principals mostly used supportive styles and directive styles than participative styles and
achievement-oriented styles. Moreover, the total mean values for teachers’ job performance for
School A, B, C, D and E were 4.68, 4.62, 4.71, 4.65 and 4.47 respectively. The result of the data
analysis indicated that the principals of School A, C and D always used supportive leadership style
and directive leadership style was frequently used by the principals of School B and E. According
to the result, the dimensions teachers' job performance were significantly correlated with principal’s
leadership styles. Computing to the result of Pearson correlation, the result indicated that the
principal’s leadership styles have a positively impact on the teachers’ job performance in this study.

Keywords: leadership, leadership style, job performance

Introduction

Normally, principals’ leadership styles are seen in their behaviors and how they interrelate
with teachers, students, parents, and other school staff. If the principal has an effective leadership
style, he or she can engender a positive climate in the school. Teachers, students, staff, and parents
will come to feel more comfortable and satisfied with their children’s educational experience.
However, if the principal is ineffective, then the opposite may equally be held true (Wachira,
Gitumu, & Mbugua, 2017).

Teachers’ job performance is the duties performed by a teacher at a particular period in the
school system in achieving organizational goals. Principals can therefore encourage effective
performance of their teachers by identifying their needs and trying to satisfy or meeting them
(Adeyemi, 2004).

Since teachers have different cultural backgrounds, come from different socio-economic
groups and have different personalities, it is important to realize that each will have his/her own
way of teaching. Principals need to keep this in mind when employing leadership styles to get the
most out of their teachers, and to enhance the performance of the teachers. The purpose of this
study is to explore the principals’ leadership styles on teacher performance in complete the basic
education high schools in Waw Township.

Significance of the Study

This study is to support the current endeavors of the government of the Republic of the
Union of Myanmar to improve educational quality by various changes to the education system,
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2 Associate Professor, Department of Educational Theory, Yangon University of Education
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such as decentralized management. Furthermore, the results of the study could be applied to the
management of the education system in Education Sector. The findings derived from this study
can also be useful with regard to improving school principals’ leadership styles and their effect on
teachers’ job performance. Moreover, it will strive to determine whether the directive, supportive,
participative and achievement oriented styles or a combination of these leadership styles have a
greater effect on the performance of teachers (Adeyemi, 2006). This study only focuses on the
leadership styles of principals and their effects on teacher performance at Basic Education High
Schools in Waw Township since it would need a considerable amount of time to conduct this study
in all the basic education schools in Myanmar. It also focuses on the effect of the leadership styles
of school leaders on teacher performance. Participants in the research were principals and teachers
at Basic Education High Schools in Waw Township, Bago Region.

Objectives
(a) General Objective
The general objective is to study the principal’s leadership styles on teachers’ job
performance at Basic Education High Schools in Waw Township, Bago Region.
(b) Specific Objectives
The specific objectives are

- to explore the leadership styles of the principals
- toinvestigate the job performance level of the teachers, and
- to find out the relationship between the principal’s leadership styles on teachers’ job

performance
Research Questions
The research questions are as follows:

(1) Which leadership styles are most commonly adopted by the principals?
(2) What is the job performance level of the teachers?
(3) Is there any significant relationship between the principal’s leadership styles and the

teachers’ job performance?
Scope of the Study

This study is concerned with principal’s leadership styles on teachers' job performance at
basic education high schools. Due to the time constraint, this study was restricted to the areas of
Waw Township, Bago Region.

Definitions of Key Terms
Leadership

Leadership refers to the power of an individual in a group, which provides him/her with an
opportunity to practice interpersonal influence on the group members to lead their efforts towards
certain goals (Atsebeha, 2016).

Leadership Style

A leadership style as the dependent variable is influenced by situational factors while as
the independent variable it influences the actions of teachers, the learning conditions within the
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school and the attainment of outcomes such as teacher’s job performance and directly and
indirectly student learning outcomes (Hoy & Miskel, 2001, cited in Atsebeha, 2016).

Job Performance

Teachers’ job performance can be described either in terms of activities that are performed
by teachers themselves during a specific period of time in the school system to reach goals already
set by the organization, or as the ability of teachers to make a considerable condition to the teaching
and learning process (Akinyemi, 1993, cited in Adeyemi, 2010).

Theoretical Framework

The term “path-goal” draws from the principle that successful leaders clarify the path that
should be followed by their subordinates in order to achieve their work goals and to make the
journey along the path easier by avoiding difficulties that stand in the way of achieving of the goal
(House, 1971, as cited in Yang & Lim, 2016). The path-goal leadership theory assumes that the
most important part of the “leader’s job is to assist followers in attaining their goals and to provide
the necessary direction and support to ensure that their goals are compatible with the overall
objectives of the group or organization” (House, 1971, as cited in Yang & Lim, 2016). The main
assumption of Path-Goal Theory is based on that effective leaders influence employee satisfaction
and job performance.

The Path-Goal Theory suggests that leaders motivate and satisfy employees in a particular
situation by adapting the following leadership styles. Directive Style where the leader clarifies
performance goals, means of reaching the goals, specifies standards against which the goals are
measured and uses rewards to motivate the employees. Supportive style where the leader provides
psychological support to the staff, the leader is friendly and approachable treats staff with respect,
shows concern for the well-being of staff members and goes out of his way to make work pleasant.
Participative style of leadership is where the leader encourages and facilitates staff involvement in
decision making beyond their normal work activities. The leader consults with staff, seeks their
suggestion before making any decision. Achievement-oriented behavior is a style directed towards
motivating performance in setting challenging goals, seeking improvement, emphasizing
excellence in performance, and showing confidence that subordinates will attain high standards of
performance (Daniel et al., 2003, cited in Astebeha, 2016).

Review of Related Literature
Leadership Styles

Path-Goal Theory, originally developed by Evans (1970, as cited in Malik, 2012) and later
modified by House (1971, as cited in Malik, 2012), was designed to identify a leader’s most
practiced style as a motivation to get subordinates to accomplish goals. It is a contingency theory
rooted in the expectancy theory of motivation developed by Victor Vroom, Daniel, Villa, Howell,
and Dorfman (2003, as cited in Malik, 2012).

Leader supportiveness is in itself a reward that the leader has at his or her disposal, and the
judicious use of this reward increases the motivation of subordinates. Evans also studied the
relationship between the behavior of leaders and the subordinates' expectations that effort leads to
rewards and also studied the resulting impact on ratings of the subordinates' performance. He found
that when subordinates viewed leaders as being supportive (considerate of their needs) and when
these superiors provided directions and guidance to the subordinates, there was a positive
relationship between leader behavior and subordinates' performance ratings (Evans, 1970 cited in
Adeyemi, 2010).
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House advanced that the theory intends to explain the effects of four specific kinds of leader
behavior on the following three subordinate attitudes or expectations: (1) the satisfaction of
subordinates, (2) the subordinates' acceptance of the leader and (3) the expectations of subordinates
that effort will result in effective performance and that effective performance is the path to rewards.
The four kinds of leader behavior included in the theory are: (1) directive leadership, (2) supportive
leadership, (3) participative leadership and (4) achievement-oriented leadership.

Directive leadership is characterized by a leader who lets subordinates know what is
expected of them, gives specific guidance as to what should be done and how it should be done,
makes his or her part in the group understood schedules work to be done, maintains definite
standards of performance and asks that group members follow standard rules and regulations.
Directive leader tells subordinates exactly what they are supposed to do. It characterizes a leader
who tells subordinates about their task, including what is expected of them, hoe it is to be done,
and time line for the completion of particular task. He also sets standards of performance and
defines clear rules and regulations for subordinates (Northouse, 2013, as cited in Atsebeha, 2016).
Directive behavior is appropriate when task is complex or ambiguous, formal authority is strong
and the work group provides job satisfaction (Lussier and Achua, 2010).

Supportive leadership is characterized by a friendly and approachable leader who shows
concern for the status, well-being and needs of subordinates. Supportive leader shows concern for
subordinates’ wellbeing and personal needs. Supportive leadership consists of being friendly and
approachable as a leader and includes attending to the well-being and human needs of subordinates
(Northouse, 2013, as cited in Atsebeha, 2016). Supportive leadership is appropriate when task is
simple, formal authority is weak, and the work group does not provide job satisfaction. Supportive
leader behavior focuses on the personal needs of followers. Specific supportive leader behaviors
include making the work environment an enjoyable place and expressing concern for the personal
welfare of followers. House and Mitchell suggested that supportive leader behavior would be most
effective when work-related activities were not intrinsically satisfying (Lussier and Achua, 2010,
cited in Astebeha, 2016).

Participative leadership is characterized by a leader who consults with subordinates, solicits
their suggestions and takes these suggestions seriously into consideration before making a decision.
Participative leader consults with subordinates about decisions. A participative leader consults
subordinates, obtains their ideas and opinions and integrates their suggestions into decision making
(Northouse, 2013, as cited in Atsebeha, 2016). Participative leadership is appropriate when
subordinates don’t want autocratic leadership, have internal locus of control, and follower ability
is high; when task is complex, authority is either weak or strong, and satisfaction from co-workers
is either high or low (Lussier and Achua, 2010). House and Mitchell suggested that participative
leader behaviors would be most effective when directed toward followers who prefer
independence.

An achievement-oriented leader sets challenging goals, expects subordinates to perform at
their highest level, continuously seeks improvement in performance and shows a high degree of
confidence that the subordinates will assume responsibility, put forth effort and accomplish
challenging goals. This kind of leader constantly emphasizes excellence in performance and
simultaneously displays confidence that subordinates will meet high standards of excellence
(House, 1971, as cited in Yang & Lim, 2016). Achievement-oriented leader sets clear and
challenging goals for subordinates. The leader establishes a high standard of excellence for
subordinates and seeks continuous improvement. Further leader shows a high degree of confidence
in subordinates (Northouse, 2013, as cited in Atsebeha, 2016). Achievement-oriented leadership is
appropriate when followers are open to autocratic leadership, have external locus of control, and
follower’s ability is high; when task is simple, authority is strong, and job satisfaction from
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co-workers is either high or low (Lussier and Achua, 2010). House and Mitchell (1975) posited
that achievement-oriented behavior would be most effective for unstructured, ambiguous tasks
because follower confidence in such situations is likely to be low.

Teacher Job Performance (JP)

The Path-Goal Theory is relevant to this study because it is based on the principle that an
employee’s expectation of the amount of effort and performance expected of him/her are affected
greatly by a leader’s style (House, 1971, cited in Atsebeha, 2016). Based on Atsebeha’s (2016)
performance indicators regarding classroom atmosphere and discipline, organization, planning,
monitoring and evaluation, and leadership, the questionnaire can be designed to measure teacher’s
job performance.

1. Classroom atmosphere and discipline (CAD)

The teacher needs to feel comfortable in his/her workplace, which are the school and more
specifically, the classroom. While a disciplined environment is preferred by some teachers, others
have a preference to create an enjoyable classroom atmosphere where students feel safe to take
risks and be creative (Atsebeha, 2016). Teachers’ working conditions include aspects such as the
workload, compensation, school support for teachers’ professional development, school decision-
making, school safety, students’ readiness to learn and public respect for teachers (Ladebo, 2005
cited in Atsebeha, 2016). These issues are relevant to be taken into account by leaders in order to
assist teachers in creating a conductive classroom atmosphere.

2. Organization (Org)

Atsebeha (2016) believed that for, if the rules and routine of the classrooms are clear and
agreed upon, freedom for the teachers to teach and for the learners to learn can be increased by
good organization. Good classroom organization provides teachers with more time to study the
learners’ learning difficulties and to plan suitable learning objectives. Classroom organization also
focuses on the physical environment. Thus, a successful teacher organizes a safe classroom
environment. Importantly, teachers place furniture, learning centres and materials strategically, in
order to optimize learners’ learning and to reduce distractions (Mekelle University, 2011). Good
classroom organization promotes better work delivery by both teachers and learners.

3. Planning (PI)

One of the important aspects with regard to planning is that it makes a teacher’s teaching
experience an exciting and challenging journey and reduces the chance of any costly detours.
Planning is fundamental to effective teaching, and therefore needs to feature in any performance
management system for teachers (Atsebeha, 2016). Successful teaching starts from a plan to create
a good and respectful relationship between teachers and students. It is imperative for a new teacher
to plan and prepare for managing various activities. One of the important aspects with regard to
planning is that it makes a teacher’s teaching experience an exciting and challenging journey and
reduces the chance of any costly detours. Planning is fundamental to effective teaching, and
therefore needs to feature in any performance management system for teachers (Wiggins &
McTighe, 2000).

4. Monitoring and evaluation (ME)

Monitoring and evaluation are how data from projects or programs are gathered
systematically for diverse reasons which are important for future initiatives. As effective
monitoring and evaluation is a key to effective teaching, this is a cardinal aspect in teacher job
performance (Atsebeha, 2016). Monitoring is used by people to check their progress against plans
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and it entails an analysis of information to compare the progress against plans already set. The data
obtained during monitoring are utilized to evaluate what is desired, as evaluation is used to assess
a course already offered as analytically and objectively as possible. In addition, during an
evaluation, the data are scanned that can assist a teacher to develop a course or the subject matter
to be taught in the future (Crawford & Bryce, 2003).

5. Teacher leadership (TL)

According to Atsebeha (2016), teacher leaders assume roles such as “resource provider,
instructional specialist, curriculum specialist, classroom supporter, learning facilitator, mentor,
school leader, data coach, the catalyst for change” and finally as learners themselves. They always
try to improve themselves to help all students achieve the required learning goals. Teacher leaders
are ready to bring change to their schools. They are visionaries who are always looking for a better
way of doing things. The role which is the most important that teacher leaders fulfill is that teachers
are learners. They always try to improve themselves to help all students achieve the required
learning goals. (Harrisson & Kilion 2007).

Methodology

In this study, descriptive research design was used to collect the required data through
questionnaires and open ended questions. And so, this study was conducted during the 2018-2019
academic year and was carried out at basic education high schools in Waw Township, Bago
Region.

Population and Sample

The five principals whose length of service is above one year in the current school and
139 teachers at five Basic Education High Schools were purposively chosen as the sample of this
study.

Instrumentation

The questionnaires were based on House’s (1971) Path-Goal Leadership Theory consists
of 20 items relating to principals' leadership styles (Yang &s Lim, 2016). Each leadership style has
5 items. Moreover, it contains 34 items relating to teachers' job performance developed by
Atsebeha, (2016); 7 items for classroom atmosphere and discipline, 6 items for organizing, 7 items
for planning, 7 items for monitoring and evaluating, and 7 items for teacher leadership. There are
two items for open-ended questions. The Likert’s five points scaling technique was used for
analyzing the data. The collected raw data were converted into meaningful data through the use of
statistical tools.

Procedure

First, necessary references were thoroughly studied. References, papers, reports and
periodicals for this study were obtained from the library of Yangon University of Education and
the required data were searched on the Internet. Then, the questionnaires were developed to collect
the required data with the guidance of the supervisor and co-supervisor. The pilot study was
undertaken to refine the developed questionnaire. It produced evidence of the validity and
reliability of the measure. In main study, responces from the questionnaires and open-ended
questions were categorized and analyzed to implement findings in the study.
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Data Analysis

In the quantitative analysis, the data obtained from questionnaire survey were analyzed by
using the Statistical Package for the Social Sciences (SPSS) version 20. The data collected were
analyzed in term of independent samples t-test and Pearson’s Product Moment Correlation. The
mean values for the leadership styles were interpreted as 1 to 1.49 is never, 1.5 to 2.49 is seldom,
2.5 t0 3.49 is sometimes, 3.5 to 4.49 is often and 4.5 to 5 is always. The mean values for the level
of job performance were interpreted as 1 to 2.44 is low performance level, 2.45 to 3.44 is moderate
performance level and 3.45 to 5.00 is high performance level. Descriptive statistics were used to
tabulate means and standard deviations for group of items. The collected data were analyzed and
presented in the form of tables and bar graphs.

Findings

In this study, descriptive and Pearson correlation were used to examine the responses of
principal's leadership styles and teachers' job performance. The higher the mean values of
responses, the greater principals' leadership styles and teachers' job performance. The quantitative
findings of basic education high schools, Waw Township were presented in the following tables
and bar graphs.

Descriptive Statistics of Principals Leadership Styles Perceived by Teachers

Table 1 Mean Values and Standard Deviations of Principals' Leadership Styles at Basic
Education High Schools, Waw Township

Leadership Styles | School A | School B | School C | School D | School E | Overall
Directive Style 4.40 (.48) | 4.81 (.24) | 457 (.37) | 4.52 (.31) | 4.10 (.84) | 4.48 (.45)
Supportive Style 4.58 (.44) | 4.62 (.36) | 4.66 (.37) | 4.68 (.41) | 3.71 (.88) | 4.45 (.49)
Participatie Style | 4.56 (.48) | 4.79 (.25) | 4.59 (.50) | 4.40 (.43) | 3.75 (.87) | 4.42 (.51)
Achievement- 4.56 (.41) | 4.71(.28) | 4.59 (.31) | 4.36 (.44) | 3.82 (.82) | 4.41 (.45)
oriented style

1.00 — 1.49 = Never
3.50 — 4.49 =Often

1.50 — 2.49 =Rarely
4.50 — 5.00 = Always

2.50 — 3.49 =Sometimes

In table 1, the mean values and standard deviations of directive, supportive, participative
and achievement-oriented leadership styles of School A were 4.40, 4.58, 4.56 and 4.56
respectively. It can be found that the mean score of the principal of School A for supportive style
was the highest in this study.

The mean values and standard deviations of directive, supportive, participative and
achievement-oriented leadership styles of School B were 4.81, 4.62, 4.79 and 4.71 respectively. It
can be found that the mean score of the principal of School B for directive style was the highest in
this study.

The mean values and standard deviations of directive, supportive, participative and
achievement-oriented leadership styles of School C were 4.87, 4.78, 4.47, 4.65 and 4.77
respectively. It can be found that the mean score of the principal of School C for supportive style
was the highest in this study.

The mean values and standard deviations of directive, supportive, participative and
achievement-oriented leadership styles of School D were 4.52, 4.68, 4.40 and 4.36 respectively. It
can be found that the mean score of the principal of School D for supportive style was the highest
in this study.
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The mean values and standard deviations of directive, supportive, participative and
achievement-oriented leadership styles of School E were 4.10, 3.71, 3.75 and 3.82 respectively. It
can be found that the mean score of the principal of School E for directive style was the highest in
this study. It can be seen vividly in Figure 1.
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Figure 1 Comparison of Mean Values of Leadership Styles of Principals at Basic Education High
Schools, Waw Township

Table 2 Mean Values and Standard Deviations of Teachers’ Job Performance at Basic
Education High Schools, Waw Township

Teachers’ Job School A | School B | School C | School D | School E
Performance Mean(SD) | Mean(SD) | Mean(SD) | Mean(SD) | Mean(SD)
Classroom Atmosphere
and Discipline 473 (.24) |4.72(59) |4.87(.18) |4.74(.38) | 4.66 (.32)
Organizing 4.63 (.36) | 4.64 (.54) |4.78(.18) | 4.63 (.44) | 4.55(.36)
Planning 4.64 (35) |4.35(50) |4.47(25) |4.49(57) |4.19(.53)
Monitoring and 4.64 (.35) | 4.65(51) |4.65(.22) |4.61(.47) |4.38(.58)
Evaluation
Teacher Leadership 4.76 (.50) | 4.74 (50) | 4.77 (.28) | 4.65(.34) | 4.47 (.48)
Overall 4.68 (51) |4.62(50) |4.71(19) |4.65(41) |4.47(42)

1.00-2.44=Low Performance Level,
3.45-5.00=High Performance Level

2.45-3.44=Moderate performance Level,

According to Table 2, the mean values and standard deviation of classroom atmosphere and
discipline, organizing, planning, monitoring and evaluation, and teacher leadership of School A
(4.73,4.63, 4.64, 4.64 and 4.76) rated by the teachers highlighted that the mean score of teachers’
job performance of School A was the highest in the dimension of teacher leadership among all five
job performance dimensions in this study.

The mean values and standard deviation of classroom atmosphere and discipline,
organizing, planning, monitoring and evaluation, and teacher leadership of School B (4.72, 4.64,
4.35, 4.65 and 4.74) rated by the teachers highlighted that the the mean score of teachers’ job
performance of School B was the highest in the dimension of teacher leadership among all five job
performance dimensions in this study.

The mean values and standard deviation of classroom atmosphere and discipline,
organizing, planning, monitoring and evaluation, and teacher leadership of School C (4.87, 4.78,
4.47, 4.65 and 4.77) rated by the teachers highlighted that the the mean score of teachers’ job
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performance of School C was the highest in the dimension of classroom atmosphere and discipline
among all five job performance dimensions in this study.

The mean values and standard deviation of classroom atmosphere and discipline,
organizing, planning, monitoring and evaluation, and teacher leadership of School D (4.74, 4.63,
4.49, 4.61 and 4.76) rated by the teachers highlighted that the the mean score of teachers’ job
performance of School D was the highest in the dimension of classroom atmosphere and discipline
among all five job performance dimensions in this study.

The mean values and standard deviation of classroom atmosphere and discipline,
organizing, planning, monitoring and evaluation, and teacher leadership of School E (4.66, 4.55,
4.19, 4.38 and 4.55) rated by the teachers highlighted that the the mean score of teachers’ job
performance of School E was the highest in the dimension of classroom atmosphere and discipline
among all five job performance dimensions in this study. It can be seen vividly in Figure 2.
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Figure 2 Comparison of Mean Values of Teachers’ Job Performance at Basic Education High
Schools, Waw Township

Table 3 Correlation between Perceived Principals' Leadership Styles and Teachers' Job
Performance of Basic Education High Schools, Waw Township

Leg‘:;{;h'p CAD | Org Pl ME | TL O‘ffga"
irective |R |58 | i70* | 155 | 087 | 192 | 160
Sig (2-tailed) | 072 | .046 | 069 |.306 |.023 | .059
supportive | R | 445|155 [a79F 137 | 253%% | 187
Sig (2-tailed) | 090 | .069 | .035 |.107 |.003 |.027
participative | R | 210|107 | 2455 247+ | 300%% | 2625
Sig (2-tailed) | 013 |.020 | .004 |.003 |.000 |.002
Achievement | R 161 | .230%* | .260%* | 231%* | 272%*% | 250%*
soriented | Sig (2-tailed) | .050 | .005  |.002 |.006 |.001 |.003

** Correlation is significant at the 0.01 level (2-tailed).
* Correlation is significant at the 0.05 level (2-tailed).

The results presented in table 3 show that the calculated Pearson’s correlation coefficient
for principal’s directive leadership style was significantly correlated with organizing and teacher
leadership, further principal’s supportive leadership style and planning along with teacher
leadership were significant. And principal’s participative leadership style has significant
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relationship with all of teachers’ job performance variables. Then principal’s achievement-oriented
leadership style was also significantly correlated with teachers’ job performance variables apart
from classroom atmosphere and discipline.

Open-ended Responses

The teacher participants were asked two open-ended questions. The first question was
“Express the contributions that the principal supports to his/her teachers concerning instructional
tasks”. The responses of the teacher participants at the five basic education high schools can be
summarized as follows:

« In teaching and learning situation, the necessary instructional aids and media accessories were
supported by the principal.

« In implementing the instructional tasks, the principal encouraged to progress the instructional
work and accommodated the teachers’ personal needs, if necessary.

 Concerning students’ affairs, the meetings including teachers, students and parents were
performed to liaise with parents’ help and support in students’ academic achievement.

Then, the second question was “Express any more contributions that the teachers expect from
their principal concerning instructional tasks if there is any”. The responses of the teacher
participants at the five basic education high schools can be summarized as follows:

+ Besides the instructional aids, the science laboratory materials will be expected to support by
the principal.

« For physical development for students, the gymnasium will be anticipated to build in the
school compound and also the complete and comfortable classrooms.

 The matriculation examination for the next academic year will be looked forward achievement
to preplan and accomplish the target school mission.

Conclusion and Discussion

The main purpose of this study was to study the leadership styles adopted by school
principals and their effect on teachers’ job performance at Basic Education High Schools in Waw
Township, Bago Region. In order to measure the teachers’ perceptions on principals’ leadership
styles constructed by House’s (1971) questionnaires and on teachers’ job performance developed
by Atsebeha’s (2016) questionnaires were used. Based on the findings of study, the conclusion can
be dawn as follows.

Research question one investigated to explore the leadership styles adopted by school principals.
In school A, the mean values of directive, supportive, participative and achievement-oriented
leadership styles were 4.40, 4.58, 4.56 and 4.56. The highest mean value of school A was
supportive leadership style. It means that the school principal always used in supportive leadership
style. In school B, the mean values of directive, supportive, participative and achievement-oriented
leadership styles were 4.81, 4.62, 4.79 and 4.71. The highest mean value of school B was directive
leadership style. It means that the school principal always used directive leadership style. In school
C, the mean values of directive, supportive, participative and achievement-oriented leadership
styles were 4.57, 4.66, 4.59 and 4.59. The highest mean value of school C was supportive
leadership style. It means that the school principal always used in supportive leadership style. In
school D, the mean values of directive, supportive, participative and achievement-oriented
leadership styles were 4.52, 4.68, 4.40 and 4.36. The highest mean value of school D was
supportive leadership style. It means that the school principal always used in supportive leadership
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style. In school E, the mean values of directive, supportive, participative and achievement-oriented
leadership styles were 4.10, 3.71, 3.75 and 3.82. The highest mean value of school E was directive
leadership style. It means that the school principal often used in directive leadership style.
According to the teachers’ perceptions, the School A, C and D were the highest mean values in
supportive leadership style while the School B and E were the highest mean values in directive
leadership style.

Research question two aimed to investigate the job performance level among teachers at Basic
Education High Schools in Waw Township, Bago Region. To investigate the level of teachers' job
performance of among teachers in each school, the obtained-statistical mean scores were used. In
calculating the mean value of teachers' job performance of School A, B, C, D, and E were 4.68,
4.62, 4.71, 4.65, and 4.47 respectively. According to the statistical data, teachers perceptions on
their job performance at all 5 basic education high schools were high performance level in this
study. Among five basic education high schools, it can be found that the perceptions of teachers'
job performance of School C was the highest and the perceptions teachers' job performance of
School E was the lowest in this study.

Research question three evaluated to find out the relationship between the leadership styles
adopted by the principals and the job performance of the teachers by using Pearson's Product
Moment. According to the research findings, there was a statistically significant correlation
between principals' leadership styles and the dimensions of teachers' job performance at the p<.01
level and 0<.05 level in this study. As the value of r is from the above .10 to .30, the effect size or
the strength of the relationship between principals’ leadership styles and teachers’ job performance
is considered medium or typical. In demographic data, moreover, the relationship between
subordinates’ teacher education, academic qualification and service in school and job performance
were significant under the current principal’ leadership styles while age, gender, rank, experience
and teaching subject were not wise significant regarding teachers’ job performance under the
current principals’ leadership styles.

According to open-ended questions in this study, the principals supported to the teaching
and learning situations, especially teaching aids, professional development of the teachers and
students affairs to progress the academic achievement of students. And also, according to the
perception of the teachers, the teachers expected their principal to support laboratory materials for
teachers, gymnasium for students’ physical development and academic development future plan.

Recommendations

Based on the related literature and the findings of the study, it is hoped that this study will
provide the importance of where a leader falls among the four types of leadership styles to be an
effective leader: principal's directing, supporting, participating and achievement-orienting to
teachers; teachers' performing and expecting to their principal; and parents and community's
supporting to the principal and teachers in school. It is also hoped that the knowledge gained
through the study of the leadership styles may allow adapting the principal’ leadership style to the
needs of his subordinates and his work tasks as a good leader within the school. The study has
provided a better understanding of leadership styles in order to help and develop the abilities, skills,
and knowledge as a future administrator.

The following recommendations were made based on the findings of the scores reflect:

The school administrator can adapt the leadership style to the needs of the subordinates and
their work tasks and can adopt a different kind of impact on the subordinates’ motivation and job
performance.
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As a leader, it can be changed between being a directive style leader when that fits the needs
of the environment or a supportive style leader when a subordinate requires more nurturing and
support.

The school administrator can also be participative or achievement-oriented leader if that is
the style that is required when it is important to adopt that is most necessary to attend to the needs
of subordinates.

In the researcher point of view, the danger or obstacles that may be unfortunately appeared
that if a subordinate becomes too dependent on his leader, he may not be able to grow
professionally to the most of his potential and may not ever develop the critical thinking and
decision making skills that could benefit him in his career.

Need for Further Research

This study led to study the principal’ leadership styles on improving teachers’ job
performance in Waw Township, Bago Region. Although the scores obtained in the questionnaires
are high scoring in each of the four leadership styles. It is needed to study and to investigate about
the information on how to effectively implement each leadership style and about the effectiveness
of Path-Goal theory on subordinates who may have needs that fall under more than one leadership
style.
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KNOWLEDGE MANAGEMENT PRACTICES OF TEACHER
EDUCATORS

Khin Thet Swel and Zin Nwe Than?

Abstract

The purpose of this study is to explore the knowledge management practices of teacher educators.
Descriptive research method was applied to collect data from two hundred and twenty three teachers
from two selected Universities in Sagaing Township. In this study, two instruments: “Knowledge
Management Practices Questionnaire” to measure the knowledge management practices of teacher
educators, and “Universities’ Support for Knowledge Management Practices Questionnaire” to
elicit the perceptions of teacher educators on universities’ support for knowledge management were
mainly used. Both instruments used in this study were developed by the researcher. The instrument
for teacher educations’ knowledge management practices was developed based on the SECI model
of Nonaka and Takeuchi (1993, as cited in Cheng, 2015). Again, the instrument for universities’
support for knowledge management was based on the use of KM system in universities developed
by Al-Zoubi (2014). Data were analyzed by the use of descriptive statistics such as means and
standard deviations, independent samples t test, one-way ANOVA and Post Hoc multiple
comparison tests (Tukey HSD and Games-Howell) and bivariate correlation through SPSS software.
The findings of this study indicated that teacher educators from the selected universities often
practiced knowledge management. According to the teachers’ perceptions, the level of universities’
support for knowledge management was high. Moreover, there was a positive correlation between
“knowledge management practice” and “universities’ support for knowledge management” in
selected universities. Therefore, the universities’ support for knowledge management is very
important for teacher educators in order to reach higher level of knowledge management practices.

Keywords: Tacit Knowledge, Explicit Knowledge, Knowledge Management

Introduction

Human beings live in an ever-changing society so they try to overcome the challenges of
the knowledge age. According to the Bloom’s Taxonomy, the cognitive domain involves
knowledge and the development of intellectual skills. Educators notice how to manage such
knowledge in order to promote learning. So, many scholars developed models and concept
concerning with the knowledge management. At the era of information technology, a large portion
of scientific activities is done in the university and therefore, it is necessary to clarify the position
of knowledge management in higher education.

Teacher educators must recognize knowledge management as the most important strategic
resource for ensuring their university’s long-term success and survival. Knowledge is valuable for
the organization but it becomes worthless when there is no transferring and sharing them in the
organization. Knowledge management can control such problem since it is based on the best
possible strategic design to create, maintain, transfer and apply organizational knowledge to reach
competitive goals. Knowledge management helps them to use the right knowledge available to the
right processor such as human or computer, at the right time in the right presentations for the right
cost.

Significance of the Study

Teacher educators are typical knowledge workers. They are engaged in various knowledge
activities, from the collection of teaching materials, writing of teaching plans, accumulation of
teaching materials to the assessment of students’ learning. Teacher educators try to produce
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qualified and proficient teachers who can make good contribution. They today face so many
institutional changes and processes. Moreover, they encounter technological changes, curriculum
changes, and they also involve in curriculum development. The existing curriculum is needed to
update in accordance with the current situation. So, teacher educators who take a main role in
producing skillful teachers need to upgrade, extend and expend knowledge. To win the world
competition to all these changes, an education society needs to own teacher educators who can
make wide contribution.

Educational institutions must focus how to cultivate knowledge creation culture.
Knowledge management is one of teachers’ key abilities to catch up with the knowledge society
and keep pace with times (Wang, Zhang, Zhan, Li & Wang, 2018). To what extend teacher
educators practice knowledge management and how the university manages knowledge
management strategy need to be investigated in order to point out the importance of knowledge
management and to highlight how to improve the implementation of knowledge management in
higher education.

Aim of the Study

The general aim of the study is to investigate the knowledge management practices of
teacher educators from selected universities in Sagaing Township. The specific objectives are:
e to find out the extent of knowledge management practices performed by teacher educators,

e to find out whether there are significant differences in teacher educators’ knowledge
management practices based on their demographic information (gender, age, academic
qualification, position and teaching experience) or not,

¢ to find out the perceptions of teacher educators on universities’ support for their knowledge
management practices, and

e to examine whether there is a relationship between knowledge management practices of
teacher educators and universities’ support for their knowledge management practices or
not.

Research Questions

The following research questions guide the direction of the study:

1. To what extent do teacher educators perform the knowledge management practices?

2. Are there any significant differences in teacher educators’ knowledge management
practices based on their demographic information (gender, age, academic qualification,
position and teaching experience)?

3. What are the perceptions of teacher educators on universities’ support for their knowledge
management practices?

4. s there any relationship between knowledge management practices of teacher educators
and universities’ support for their knowledge management practices?
Scope of the Study

1. The scope of this study is limited to two universities located in Sagaing Township which
produce teachers for Basic Education.

2. The findings of this study may not be generalized to any other universities.

Definitions of Key Terms
This study is guided by the following definitions of key terms.
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Tacit Knowledge: Tacit knowledge is the knowledge that includes skills, experience,
insight, intuition, and judgment and it is difficult to articulate. It tends to be shared among
the employees through discussions and personal interactions (Kinyata, 2014). In this study,
tacit knowledge can be defined as the personal quality or background knowledge.

Explicit Knowledge: Explicit kno

wledge is the knowledge that can be encoded and made available to others, since it is easily
articulated and is transferable from one person to another (Kinyata, 2014). In this study,
explicit knowledge can be defined as the knowledge which is in documented form and
easily transferable.

Knowledge Management: Knowledge management can be defined as a systematic and
integrative process of coordinating the organization-wide activities to retrieve, use, share,
create and store knowledge, actionable information and expertise of individuals and groups
in pursuit of organizational goals (Cheng, 2017).

Theoretical Framework

In this study, knowledge management with the four components of Externalization,

Combination, Internalization, and Socialization (Nonaka, Toyama, & Konno (2000) is used. In
order to investigate knowledge management supported by the universities, the Knowledge
Management Framework developed by Al-Zoubi (2014) is used.

SECI Model of Knowledge Management

Socialization (tacit - tacit): the process in which knowledge and information is informally
shared through one’s feelings, emotions, experiences and mental model with others in the
organization (Kaur, 2015).

Externalization(tacit - explicit): the process of allowing acquired knowledge and
information to be shared, disseminated and transferred to others in the organization through
the use of ideas, images, and concepts, figurative and visual language or in a documented
form. (Kaur, 2015).

Combination (explicit - explicit): the process in which explicit knowledge is collected,
combined and edited from Externalization and then processed to form new knowledge, by
using documents and databases (Ale, Chiotti & Galli, 2014).

Internalization (explicit - tacit): the process in which the old explicit concepts obtained
from Combination are updated, expanded, extended transformed and then shared by the
individuals of the organization in their own tacit knowledge, according to their own styles
thus, starting again a new cycle (Kaur, 2015).

Framework for Knowledge Management Support

Research Service: The administrative faculties encourage to hold research seminars,
publish research journal annually, publish university annual magazines in order to share
and get the new ideas and knowledge in conducting research.

Teaching Service: The university held professional development programme, board of
study so that the staff can distribute and refresh their existing knowledge. In addition, the
administrative staff encourage group discussion, cooperation.

Student Service: The administrative faculties manage activity to improve students’
knowledge and skill. The university provides teaching aids such as projectors, scientific
instruments, etc.
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Review of Related Literature

Knowledge Management is a process where organizations have formulated ways in the
attempt to recognize and archive knowledge assets within the organization that are derived from
the employees of various department or faculties and in some cases, even from other organizations
that share the similar area of interests or specialization (Firestone, 2001). It is also defined as the
act of transforming information and intellectual assets into persisting value for the members of an
organization (Laal, 2011). Knowledge starts as data—raw facts and numbers—for example, the
market value of an institution’s endowment. Information is data put into context—in the same
example, the endowment per student at a particular institution. Information is readily captured in
documents or in databases; even large amounts are fairly easy to retrieve with modern information
technology systems. Only when information is combined with experience and judgment does it
become knowledge (Gonzalez & Martins, 2017). In seeking to balance an organization's
information culture and its technology culture, knowledge management brings together three core
organizational resources people, processes, and technologies to enable the organization to use and
share information more effectively (Donoghue, Harris & Weitzman, 1999).

Organizational Knowledge Creation Theory

The theory of organizational knowledge creation depicts the framework on how
organizational leaders amplify the professional knowledge created by individuals and later
knowledge becomes crystallized as part of knowledge network internally and externally
(Hargreaves, 1999).0rganizational knowledge creation theory aimed not only to explain the nature
of knowledge assets and strategies for managing them, but also to complement the knowledge-
based view of the firm and the theory of dynamic capabilities by explaining the dynamic processes
of organizational knowledge creation (Nonaka 1994). Two premises were discussed in this effort:
tacit and explicit knowledge can be conceptually distinguished along a continuum, and interaction
between tacit and explicit knowledge is explained by knowledge conversion

This theory defined knowledge in three parts, indicating that it has complementary
properties. First, knowledge is justified true belief. Individuals justify the truthfulness of their
beliefs based on their interactions with the world (Nonaka, 1994). Second, knowledge is (i) the
actuality of skillful action and/or (ii) the potentiality of defining a situation so as to permit (skillful)
action (Stehr, 1994, as cited in Nonaka, 1994). Knowledge allows humans to define, prepare,
shape, and learn to solve a task or problem (Nonaka & von Krogh, 2009). Third, knowledge is
explicit and tacit along a continuum (Nonaka, 1994). Knowledge that is documented, uttered,
formulated in sentences, and captured in drawings and writing is explicit. Tacit knowledge is rooted
in action, procedures, routines, commitment, ideals, values, and emotions (Nonaka, Toyama, &
Konno, 2000).

SECI Model of Knowledge Conversion

KM tries to gather, form, maintain, and distribute knowledge. Effective KM requires a
continuous knowledge conversion process. Nonaka, Toyama, & Konno (2000) divide the KM
process into four modes.

= Socialization (tacit to tacit): The first phase of the KM process is sharing and distributing
the ideas and the interaction of tacit knowledge with tacit knowledge.

= Externalization (tacit to explicit): It requires the expression of tacit knowledge and its
translation into comprehensible forms that can be understood by others.
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= Combination (explicit to explicit): The explicit knowledge, already exchanged,
distributed, and documented or discussed during meetings and sessions, is processed and
categorized in order to create new knowledge.

Internalization (explicit to tacit): Internalizing these ideas is effective in creating an understanding
and developing a learning culture (learning through action).
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Source: Cheng (2015). Knowledge Management for School Education.

Figure 1 Nonaka and Takeuchi’s Four Modes of Knowledge Conversion in a School Context

On the other hand, basically, the modern university comprises two cultural hemispheres,
the academicians and the management. The application and implementation of a KM system
improve the quality of education at universities. An effective KM system requires every
academician to practice appropriate management of knowledge in his or her teaching activities,
which includes, generating, sharing, acquiring, storing and disseminating knowledge effectively to
users of knowledge, especially students (Mohayidin, Azirawani, Kamaruddin & Margono, 2007,
as cited in Al- Zoubi, 2014). It is clear that research is the real contribution of the university in
knowledge community. The teaching process in student-oriented universities should lead to
successful learning, which requires that university professors should concentrate on the learning
process itself and its mechanisms represented by acquisition, socialization, externalization,
combination, internalization, to produce new knowledge. The learning process is influenced by a
variety of factors, such as the curriculum in terms of priority of issues it addresses, flexibility in
dealing with these issues, as well as students' awareness and their practice of operations associated
with KM in their learning. (Smant, et al., 1999, as cited in Al- Zoubi, 2014).

Methodology
Research Method
Descriptive research method was used to collect the required data in this study.
Participants
The target population of this study was all teacher educators form two selected universities
located in Sagaing Township.
Instrumentation

Data were collected from teacher educators of two universities by using the questionnaire.
The questionnaire including two parts was developed by the researcher based on the related
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literature. In the first part of the questionnaire, 32 items which explored the knowledge
management practice of teacher educators were included and each item was rated on five-point
Likert scale ranging from never (1) to always (5). In the second part of the questionnaire, there
were 22 items, which examined the universities’ support for teacher educators’ knowledge
management practices and each item was rated on five-point Likert scale ranging from strongly
disagree (1) to strongly agree (5).

Data Collection Procedure

Before field testing the instrument with a sample of teachers, instruments used in this study
were reviewed and revised by a panel of experts who had special knowledge and close relationship
with this area from Department of Educational Theory. A sample of one Education College in
Sagaing Township was selected for pilot study. The preliminary instrument was field tested with
all teachers from that Education College.

In order to measure the reliability of the instrument, the Pearson product-moment
correlation method (Average Item Total Correlation) was used for internal consistency
reliability. The average coefficient of correlation for teacher educators’ knowledge management
practices and universities’ support for knowledge management practices got the high reliability
scores of 0.94 and 0.88. After taking the permission from the responsible person, the questionnaires
were distributed to two selected Universities located in Sagaing Township on 11" December, 2018
to 15" December, 2018 and collected them after lasting 10 days. Data collected were listed by each
university. Based on the results of responses, this study was conducted in order to explore
knowledge management practices of teacher educators.

Data Analysis

Descriptive statistics such as means and standard deviations were calculated for teacher
educators’ perceptions on knowledge management practices and universities’ support for
knowledge management practices by using SPSS. The decision rules for determining the frequency
of knowledge management practices were that the mean value from 1.00 to 1.49 was defined as
“never”, the mean value from 1.50 to 2.49 was defined as “rarely”, the mean value from 2.50 to
3.49 was defined as “sometimes”, the mean value from 3.50 to 4.49 was defined as “often” and the
mean value from 4.50 to 5.00 was defined as “always”. Again, the decision rules for determining
the universities’ support for knowledge management practices were that the mean value from 1 to
2.33 was defined as “low level”, the mean value from 2.34 to 3.67 was defined as "moderate levels”
and the mean value from 3.68 to 5 was defined as "high level”.

Moreover, the independent samples t test and ANOVA were used to compare the
differences of knowledge management practices of teacher educators and universities’ support for
knowledge management practices between two universities based on the demographic information.
In addition, Pearson-product moment correlation coefficient was utilized to know the relationship
between relationship between knowledge management practices and knowledge management
support rated by teacher educators.

Research Findings

According to Table 1, it was found that teacher educators often performed three dimensions
of knowledge management practices such as Socialization, Combination and Internalization but
they sometimes performed only one dimension, Externalization. According to the overall mean
value, teacher educators from both universities often performed knowledge management practices.
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Table 1 Mean Values and Standard Deviations for Knowledge Management Practices
Performed by Teacher Educators in Selected Universities

University | Socialization | Externalization | Combination | Internalization KM
Practices
Ua 3.91 (.687) 2.64 (.696) 3.88 (.717) 3.95(.755) |3.62(.796)
Us 4.16 (.507) 3.00 (.750) 4.15 (.575) 4.22 (.573) |3.84(.728)
All 4.01 (.634) 2.78 (.738) 3.99 (.677) 4.05 (.702) | 3.71 (.777)

1.00 — 1.49 = never
4.50 — 5.00 = always

1.50 — 2.49 = rarely 2.50 — 3.49 = sometimes  3.50 — 4.49 = often

In order to explore whether there were significant differences in knowledge management
practices between two universities, independent samples t test was used (See: Table 2). When
analyzing the teachers’ ratings of four dimensions of knowledge management practices between
two groups, there were significantly differences in all dimensions and overall knowledge
management practices at the 0.05 level. According to Table 2, it can be said that the perceived
levels of teacher educators from the University B were higher than those of teacher educators from
University A concerning the knowledge management practices.

Table 2 Independent Samples t Test Results for Knowledge Management Practices
Performed by Teacher Educators between Two Universities

Dimension University | N Mean T Mean Difference| df p

Socialization Ua 136 | 3.92 | -3.032 -2.45 211 .003
Us 84 4.16

Externalization Ua 133 | 2.64 | -3.680 -.244 216 .000
Us 85 3.00

Combination Ua 135 | 3.88 | -3.133 -.275 205.5 | .002
Us 85 4.16

Internalization Ua 137 | 3.95 | -2.991 -.268 211.2 | .003
Us 85 4.22

KM Practices Ua 138 | 3.62 | -2.106 -.224 221 .036
Us 85 3.85

Note: p<0.05

In order to find out whether there were significant differences in the performance of
knowledge management practices between male and female teacher educators or not, independent
samples t test was calculated (See: Table 3). It was found that there was a significantly difference
in perceptions of male and female teachers on only one dimension, Externalization, at 0.05 level.

Table 3 Independent Samples t Test Results for Knowledge Management Practices
Performed by Male and Female Teacher Educators

Dimension Gender | N Mean t Mean Difference| df p
Externalization Male 45 | 2.9750 | 2.02 247 216 | .046
Female | 173 | 2.7283

Note: p<0.05

On the other hand, there was no significant difference in perceptions of male and female
teachers on other dimensions of knowledge management practices: Socialization, Combination and
Internalization, and overall knowledge management practices.
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In order to find out whether there were significant differences in teacher educators’
knowledge management practices according to their age, or not, one-way ANOVA was calculated
(See: Table 4). According to Table 4, there were significant differences in three dimensions of
knowledge management practices, Externalization, Combination and Internalization, perceived by
teacher educators according to their age.

Table 4 ANOVA Results of Knowledge Management Practices Performed by Teacher
Educators according to their Age

Dimension Sum of df Mean F p
Squares Square
Externalization Between Groups | 12.207 7 1.744 3.489 .001
Within Groups | 104.468 | 209 .500
Total 116.676 | 216
Combination Between Groups | 9.054 7 1.293 2.982 .005
Within Groups 91.528 | 211 434
Total 100.582 | 218
Internalization Between Groups | 6.997 7 1.000 2.089 .046
Within Groups | 101.922 | 213 479
Total 108.919 | 220
KM Practices Between Groups 4.995 7 714 1.184 313
Within Groups | 128.973 | 214 .603
Total 133.968 | 221
Note: p<0.05

Post Hoc Comparisons (Tukey) was calculated to determine the significant source of
differences in Externalization, Combination and Internalization. According to Table 5, there were
significant differences in perceptions of Externalization between teacher educators who were
35-39 years old and teacher educators who were 50-54 years old and between teacher educators
who were 35-39 years old and teacher educators who were 55 and above years old at p<0.05 level.
Similarly, there was a significant difference in perceptions of Externalization between teacher
educators who were 25-29 years old and teacher educators who were 50-54 years old
(See: Table 5).

However, there was no significant difference in Internalization among the age groups of
teacher educators.

Table5 Results of Multiple Comparisons for Externalization Performed by Teachers
Educators According to their Age

Mean 95% Confidence
. . Age Age . Std. . Interval
Dimension Difference Sig.
m J) (1-J) Error Lower Upper
Bound Bound
Externalization | 35-39 | 50-54 -.781" 232 | .021 | -1.49 -.068
55> -1.01" 247 | .002 -1.76 -.250
55> 25-29 612" 191 | .034 .025 1.20
35-39 1.017 247 | .002 .250 1.76
Note: p<0.05

In order to determine the significant source of differences in Combination, Post Hoc
Comparison (Games-Howell) was calculated. According to Table 6, there was a significant
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difference in perceptions of Combination between teacher educators who were 30 to 34 years old
and teachers who were 25 to 29 years old at the p<0.05 level.

Table 6 Results of Multiple Comparisons for Combination Performed by Teachers
Educators according to their Age

Mean 95% Confidence
. . Age Age . Std. : Interval
Dimension Difference Sig.
Q) J) (1-J) Error Lower Upper
Bound Bound
Combination 30-34 | 25-29 .388" 114 | .024 .030 746
Note: p<0.05

In order to investigate whether there were significant differences in teacher educators’
knowledge management practices according to their academic qualification or not, one-way
ANOVA was used. According to Table 7, the findings showed that there were significant
differences in perceptions of Externalization and Combination among teacher educators
according to their academic qualification. Post Hoc Comparisons (Tukey) was calculated to
determine the significant source of differences in these two dimensions.

Table 7 ANOVA Results of Knowledge Management Practices Performed by Teacher
Educators according to their Academic Qualification

Dimension Sum of df Mean F p
Squares Square
Externalization Between Groups 9.695 2 4.847 9.607 .000
Within Groups 108.478 215 505
Total 118.173 217
Combination Between Groups 5.748 2 2.874 6.575 .002
Within Groups 94.851 217 437
Total 100.599 219
Note: p<0.05

Table 8 shows the results of multiple comparisons of two dimensions according to their
academic qualification.

Table 8 Results of Multiple Comparison for Externalization and Combination Performed by
Teacher Educators according to their Academic Qualification

Dimensions of Academic | Academic Mean 95% Confidence
Knowledge e e . Std. . Interval
Quialification |Qualification | Difference Sig.
Management () %) (1-J) Error Lower | Upper
Bound | Bound
Externalization PhD Bachelor 738" 171 000 3354 1.142
degree 1
Master 487 |.140 | 002 | 1557 | .8180
degree
Combination Bachelor Master * -
Degree degree -.396 121 .004 | -.6817 1097
PhD -.521 161 .004 | -.9003 1405
Note: p<0.05
Bachelor degree = BA, BSc PhD = PhD (Education), PhD (Arts),
Master degree = MEd, MA, MSc PhD (Science)
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There were significant differences in perceptions of Externalization between PhD degree
holders and Master degree holders and between PhD degree holders, and Bachelor degree holders
at p<0.05 level (See: Table 8). On the other hand, there were significant differences in perceptions
of Combination between Bachelor degree holders and PhD degree holders and between Bachelor
degree holders and Master degree holders.

Again, Table 9 depicts the ANOVA results of knowledge management practices performed
by teacher educators according to their position.

Table 9 ANOVA Results of Knowledge Management Practices Performed by Teacher
Educators According to their Position

Dimensions of KM Sum of Mean
) df F p
Practice Squares Square
Externalization Between Groups 16.731 4 4.183 8.782 .000
Within Groups 101.442 | 213 476
Total 118.173 217
Note: p<0.05

According to Table 9, the findings showed that there was a significant difference in teacher
educators’ perceptions of Externalization according to their position. However, there was no
significant difference in teacher educators’ perceptions of other dimensions such as Socialization,
Combination and Internalization and KM Practices according to their position.

Table 10 Results of Multiple Comparisons for Externalization Performed by Teachers
Educators according to their Position

Dimensions of .. . Mean 95% Confidence

Position | Position . Std. . Interval
Knowledge (0 ) Difference Error Sig. Cower Upper
Management (1-J) Bound Bound
Externalization AP T/D 949" 187 .000 4333 1.4662
AL 738" .185 .001 .2293 1.2481
L 625" 193 | .012 .0933 1.1567
P T/D 948" .258 .003 2371 1.6587
AL 736" 256 | .036 .0311 1.4426

Note: p<0.05

P=Professor = AP= Associate Professor L= Lecturer AL= Assistant Lecturer
T/D= Tutor/ Demonstrator

In order to find out which particular groups had the significant differences in
Externalization, Post Hoc Multiple Comparisons Test (Tukey) was conducted. As shown in Table
10, significant differences were found in perceptions of teacher educators on Externalization
between associate professor and tutor or demonstrator, between associate professor and assistant
lecturer and between associate professor and lecturer. On the other hand, there were significant
differences in perceptions of teacher educators on Externalization between professor and tutor or
demonstrator and between professor and assistant lecturer.

Again, in order to investigate whether there were significant differences in teacher

educators’ knowledge management practices according to their teaching experiences or not, one-
way ANOVA was calculated (See: Table 11).
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Table 11 ANOVA Results of Knowledge Management Practices Performed by Teacher
Educators according to their Teaching Experiences

Dimension Sum of df Mean F p
Squares Square
Externalization Between Groups 11.797 3 3.932 7.911 .000
Within Groups 106.376 214 497
Total 118.173 217

Note: p<0.05

According to Table 11, the findings showed that there were significant differences in
perceptions of teacher educators on Externalization according to their teaching experiences.

Table 12 Results of Multiple Comparisons for Externalization Performed by Teachers
Educators According to their Teaching Experiences

5 -
Dimensions of Teaching Teaching Mean 95% Confidence
. . . Std. i Interval
Knowledge Experiences |Experiences | Difference Sig.

Management ) ) (1-J) Error Lower | Upper
Bound | Bound

Externalization 20-29 1-9 597" 152 1.001 | .2032 | .9913

10-19 509" 159 [.009 | .0953 | .9226

x>30 1-9 496" 141 |.003 | .1300 | .8628

10-19 408" 149 |.035 | .0207 | .7955

Note: p<0.05

According to the results of Post Hoc Comparisons (Tukey) shown in Table 12, there were
significant differences in perceptions of Externalization between teacher educators who had
20-29 years of teaching experience and teacher educators who had 1-9 years of teaching experience
and between teacher educators who had 20-29 years of teaching experience and teacher educators
who had 10-19 years of teaching experience. Similarly, there were significant differences in
perceptions of Externalization between teacher educators who had 30 years and above teaching
experience and teacher educators who had 1-9 years of teaching experience and between teacher
educators who had 30 years and above teaching experience and teacher educators who had 10-19
years of teaching experience.

Table 13 Mean Values and Standard Deviations of Universities' Support for Knowledge
Management Practices

University Research Service Teaching Service Student Service Support
Ua 4.02 (.476) 3.97 (.535) 4.23 (.441) 4.21 (.494)
Us 4.01 (.464) 4.02 (.461) 4.23 (.415) 4.17 (.532)
All 4.05 (.472) 3.99 (.508) 4.22 (.430) 4.19 (.508)

1.00 - 2.33 = low level 2.34 - 3.67 = moderate level 3.68 - 5.00 = high level

Again, Table 13 depicts the mean values and standard deviations of universities’ support
for knowledge management practices. According to Table 13, teacher educators perceived that they
received high levels of support by their universities in all three dimensions: Research Service,
Teaching Service and Student Service. The overall mean value of universities’ support for
knowledge management practices was 4.19 and it indicated that teacher educators from both
universities had high levels of support for knowledge management practices.
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In order to analyze the significant differences in perceptions of teacher educators on
universities’ support for knowledge management practices between two selected universities,
independent samples t test was calculated but the results showed that there was no significant
differences in perceptions of teacher educators on universities’ support for knowledge management
practices between two selected universities.

Table 14 Correlation between Knowledge Management Practice and Universities’ Support
for Knowledge Management Practices Rated by Teacher Educators

KM Practice KM Support
Pearson Correlation 256**
Sig. (2-tailed) ! .000
Pearson Correlation 256** 1
Sig. (2-tailed) .000

**_Correlation is significant at the 0.01 level (2-tailed).

According to Table 14, the correlation between knowledge management practices and
universities support for knowledge management practices was .256. In other words, teacher
educators’ knowledge management practices was positively significantly related to universities’
support for knowledge management practices at two universities.

Open-ended Responses

Teachers were asked three open-ended questions. The first question asked teacher
educators to express how they create, capture and restore new knowledge. According to teacher
educators’ responses, 71 (32.38%) teacher educators answered that they acquired new knowledge
by reading academic books or research journals. In addition, 51 (24.3%) teacher educators
presented that they could get new knowledge and new idea from group discussions. Similarly,
44 (20.59%) teacher educators proposed that they created new knowledge by doing research
themselves or by supervising postgraduate candidates’ studies. Again, 27 (12.86%) teacher
educators reported that they received knew information by observing other teachers’ teaching.
Moreover, 17 (8.6%) teacher educators expressed that they could get new knowledge from their
superiors or expert teachers.

The second open-ended question asked selected teacher educators to express how they
share or distribute their existing knowledge. According to their responses, 84 (39.52%) teacher
educators said that they shared their knowledge by discussing at professional development program
in their universities. Besides, 58 (27.62%) teacher educators proposed that knowledge transfer
occurred at the meetings of board of study, workshops or seminars. Moreover, 44 (20.95%) teacher
educators reported that they shared their knowledge through social media. Finally, 25 (11.92%)
teacher educators expressed that they shared their knowledge by reading research paper at research
seminars or conferences.

The third open-ended question asked teacher educators to express how their university
managed for the extension of knowledge management. According to their responses, 78 (37.86%)
teacher educators asserted that their university provided money to buy the required books and
journals. Then, 61 (29.61%) teacher educators suggested that the university should hold seminars
or workshops annually to improve the research skills and professional development of them. Again,
38 (18.44%) teacher educators proposed that the university should provide professional
development activities for teachers. Moreover, 29 (14.04%) teacher educators reported that their
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university should also provide English language proficiency course for them to study teaching
methods and updated knowledge about education employed in international universities.

Conclusion and Discussion

The word “knowledge” is the most fundamental things for an educational institution. It is
considered a valuable resource for organizations and individuals, a precondition for success and a
response to modern challenges (Masic, Nesic, Nikolic, & Dzeletovic, 2017). Moreover, this
organizations need to prepare themselves internally so that knowledge can circulate among
individuals and, in addition, be used in actions that result in some kind of improvement (Gonzalez
& Martins, 2017).

Analyses of quantitative data collected from the study attempted to answer the four research
questions. Research question one evaluated the extent of knowledge management practiced by
teacher educators. According to the teacher educators’ ratings, it was found that four dimensions
of knowledge management: Socialization, Externalization, Combination and Internalization were
highly practiced by all teacher educators from the selected universities. The results showed that
teacher educators from both universities mostly practiced Internalization but Externalization was
the least practiced by teacher educators. It can be assumed that teacher educators often shared and
received new knowledge through social interaction or informally. Next, they tried to get knowledge
by reading, observing or using Internet website. On the other hand, teacher educators sometimes
read the papers in research seminars and they sometimes tried to public their research. This finding
can be provided by the study of Hassan Easa (2012) that discovered knowledge management and
the SECI model. When analyzing the significant difference in knowledge management practices
between two universities, there were significantly differences in all dimension and overall
knowledge management practices. According to the result, it can be said that the perceived levels
of teacher educators from the University B were higher than those of teacher educators from
University A concerning the knowledge management practices.

Next, research question two was to find out whether there were significant differences in
the performance of knowledge management practices of teacher educators based on their
demographic information. According to the teacher educators’ rating, there were significant
differences in one of the dimensions of knowledge management practices, Externalization between
male and female teacher educators, among position and among teaching experiences. Moreover,
according to the age group, there were significant differences in three dimensions of knowledge
management practices: Externalization, Combination and Internalization. On the other hand, there
were also significant differences in two dimensions of knowledge management practices:
Externalization and Combination. This can be assumed that teacher educators who have more
experiences with high position often shared their knowledge at the research seminar, board of study
and professional development programme.

Again, research question three was to find out the levels of teacher educators’ perceptions
on universities’ support for knowledge management practices. According to the result, teacher
educators perceived that they received high levels of support by their universities in all three
dimensions: Research Service, Teaching Service and Student Service. Therefore, it indicated that
teacher educators from both universities had higher levels of support for knowledge management
practices. It indicated that both universities provided required books, journal, internet access and
offered professional development programme to teacher educators. According to the independent
samples t test results, there was no significant difference in all dimensions of universities’ support
for knowledge management. It can be assumed that both universities provided the available
resources for knowledge management. The finding of this research was in line with the previous
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study of Lin (2007) who claimed that management needed to cultivate a knowledge management
culture involving two phases: research space and evaluation process.

Research question four investigated the relationship between knowledge management
practice and universities’ support for knowledge management at two selected universities. Based
on the research findings, teacher educators’ knowledge management practices was positively
significantly related to universities support for knowledge management practices at two
universities. In other words, it can be assumed that the more the universities’ support for knowledge
management practices, the higher level of teacher educators’ perceptions on knowledge
management practices. The result of this study was supported by the framework of the use of KM
system in universities developed by Al-Zoubi (2014).

Recommendations for Further Research

This section presents recommendations for further study. According to the available time
and resources, a larger sample size should be conducted to increase the statistical power of the
results. As this study was conducted in two educational universities, it would be effective to do
this research in other educational institutions. Moreover, a qualitative study was also necessary to
get more reliable data and to study facilitators and barriers in implementing knowledge
management in educational institutions.
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AN ANALYTICAL STUDY OF BENEFITS AND CHALLENGES OF
CONDUCTING ACTION RESEARCH IN EDUCATION COLLEGES

Pyae Phyo Thu'and Zin Nwe Than?

Abstract

This study highlights the challenges and benefits of conducting action research in Education
College. In this study, 32 teachers from five Education Colleges were interviewed to investigate the
benefits and challenges of conducting action research. Semi-structured interview was utilized to
explore the perceived benefits and the challenges teachers faced. Based on the responses of teacher-
participants and research findings, it can be concluded that there were many benefits as well as
challenges when conducting action research for Education College-teachers. The benefits teachers
perceived were improving knowledge about action research, knowing and practicing new teaching
methods, understanding deeply about the subject matters, improving good relationship and having
a habit of reflective practice. The challenges were insufficient knowledge, insufficient time,
insufficient supports, insufficient reference materials and experts and finally insufficient attitudes.

Keywords: Action Research, Benefits, Challenges

Introduction

Research is about exploring new understanding and solves the actual problems in a
respective area. Classroom research, school-based research, teacher research, and action
research have been defined as a research undertaken and conducted by teachers in the classroom
and/or in the school. This kind of research is conducted primarily to examine and identify a
problem or an issue within the classroom and in the school for which teacher - researchers
want to find a solution, by understanding it thoroughly (Burns & Kurtoglu- Hooton, 2014).
Action research is one of the systematic methods of research in solving problems or making
practice better. It aims at immediate application of theory and places its emphasis on the solution
of a problem in a local setting. Kemmis and McTaggart (2000) indicated that action research is
deliberate and solution-oriented investigation that is group or individually conducted. Additionally,
action research allows teachers the opportunities to identify changes they need to make in their
teaching practices by providing them with the framework to build their own classroom projects.

The importance that conducting action research has upon the professional development of
teachers and their practices has been widely acknowledged in the literature. For one, it provides
teachers and other educational leaders with the skills and knowledge necessary for identifying what
the problem is in a school or classroom, and knowing how to address that problem systematically
and effectively. Two, it supplies a chance for teachers to self-evaluate their teaching practices.
Three, it allows teachers to make a change in their teaching practices that will have a positive and
significant impact upon teaching-learning process. Lastly, it is a great opportunity to improve
lifelong learning and of continuing professional development teachers (Cain & Milovic, 2010,
Ulla, Barrera & Acompanado, 2017, cited in Ulla, 2018). Action Research is essential to
professional development in which teachers systematically and effectively reflect on their work
and make changes in their teaching. Furthermore, action research provides a chance to teachers to
evaluate themselves about their teaching practices. It is conducted action research to investigate
what effects their teaching have on students’ learning, how they could work better with colleagues,
and how can they work to change the whole teaching-learning environment for the better (Gilles,
Wilson, & Elias, 2010).

! Assistant Lecturer, Department of Methodology, Monywa Education Degree College
2Dr, Professor & Head of Department, Department of Educational Theory, Sagaing University of Education
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This study will be significant because it will provide information about the benefits and
challenges of conducting action research in Education Colleges. At the current time, Department
of Higher Education emphasizes the importance of action research in Education Colleges.
According to the policy of teacher education, teacher-educators in Education Colleges are required
to engage in action research activities. Therefore, in Education Colleges, action researches are
widely conducted by teacher-educators and action research competitions are held two times in one
academic year. Teacher-educators conduct action researches but they have many difficulties and
challenges. On the contrary, there are many benefits of conducting action research. That is why,
this study will help in the development of a better understanding of the benefits and challenges of
conducting action research in Education Colleges for implementation of the educational objectives
and production of qualified teachers although it is likely to have shortcoming and weakness.

Teacher Education in Myanmar

In Myanmar, teacher education has been providing two Universities of Education and
twenty five Education Colleges under the guidance of Ministry of Education. Two universities of
Education: Yangon University of Education and Sagaing University of Education, produce senior
teachers for Basic Education. Twenty five education colleges, such as Mandalay Education
College, Pakokku Education College, Sagaing Education College, Monywa Education College,
Magway Education College, Meikhtila Education College, Myitkyina Education College,
Taunggyi Education College, Lashio Education College, Loikaw Education College, Katha
Education College, Hakha Education College, Kyine Tone Education College, Taungngu
Education College, Yankin Education College, Thingan Kyun Education College, Mawlamyine
Education College, Hleku Education College, Dawei Education College, Pyay Education College,
Kyaukphyu Education College, Pathein Education College, Bokalay Education College,
Myaungmya Education College, Education College and Pha-an Education College produce junior
teachers and primary teachers.

Until Batch 23/2018, twenty five Education Colleges provided D.T.Ed (Diploma in
Teacher Education), P.P.T.T (Post Primary Teacher Training), P.A.T.C (Primary Assistant Teacher
Certificate) and J.A.T.C (Junior Assistant Teacher Certificate) programs for teachers. Two year
program of D.T.Ed is given for pre-service teachers who want to enter teaching profession after
passing matriculation examination. Four month program of P.P.T.T is given for pre-service
teachers who have got a degree from one university or degree college. Two month program of
P.A.T.C is given for in-service teachers who are not permanent and do not have any teacher
certificate. Two month program of J.A.T.C is given for in-service primary teachers who want to
be junior teachers in Basic Education schools. In 2019, Education Colleges started four-year
program and will provide bachelor degree for pre-service teachers who want to enter teaching
profession after passing matriculation examination.

Purpose of the Study
General Objective
e To explore the benefits and challenges of conducting action research at selected Education
Colleges located in Upper Myanmar.
Specific Objectives

e To investigate the benefits of conducting action research perceived by teacher-educators
themselves at selected Education Colleges, and

e To analyze the challenges of conducting action research perceived by teacher-educators
themselves at selected Education Colleges.
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Research Questions

1. What are the benefits of conducting action research perceived by teacher-educators
themselves at selected Education Colleges?

2. What are the challenges of conducting action research perceived by teacher-educators
themselves at selected Education Colleges?

Definitions of Key Terms

The terms used throughout the current study are identified below for clarity and
understanding.

e Action Research refers to a method of systematic inquiry undertaken and documented by
teachers for the purpose of improving their own practices (Vula, 2010).

e Benefits refer to positive impacts that improve teachers’ professional development from
carrying out action research (Erda, 2013).

e Challenges refer to constraints that inhibit teacher-researchers from carrying out action
research (Erda, 2013).

Operational Definitions

e Action research is one type of research that is conducted by teacher-educators to improve
their professional and personal development in Education Colleges.

e Benefits refer to improving professional and personal developments of teacher-educators
such as improving knowledge about action research, improving good relationship by
conducting action research, etc.

e Challenges refer to the difficulties of teacher-educators to conduct action research
effectively and systematically such as insufficient knowledge, insufficient time, insufficient
supports, etc.

Limitation of the Study

This study was limited to selected Education Colleges in Upper Myanmar because the
researcher had available time and the necessity for effective communication between the researcher
and participants. Among thirteen Education Colleges in Upper Myanmar, all teacher-educators
who had experiences about action research from five selected Education Colleges in Upper
Myanmar were selected as sample of this study.

Review of Related Literature
Theoretical Framework

Lewin developed a Unified Change Theory based on four distinct elements; Field Theory,
Group Dynamics, Action Research and Three Step Model of Change. Action research is the
foundation stone of organization development practice; it is what underpins the theory and practice
of the discipline in the organization. The theory is based on what Lewin advised, “no action without
research, no research without action” (Dick, 2009).

Action research can be defined as the process of studying a classroom or school in order to
improve the quality of teaching. It is, however, a very systematic and scientific study which
promotes inquiry-based and contextually-driven professional development (Hathorn & Dillon,
2008). The four main types of action research design are individual research, collaborative
research, school-wide research and district-wide research. The action research process has five
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main steps: identify a problem or question, determine the data collection needs and method, collect
and analyze the data, create an action plan and describe how findings can be used, and report data
and plan for future action. This is actually more of a cyclical process than a step process. The most
commonly cited cycle was plan-action-observe-reflect devised by Kemmis & McTaggart (2000).
These steps help to ensure that the action research will be professional, complete, and valid. Action
research does not start with an answer, although it is structured, and the question to be explored
may be refined or changed during the course of the research. Regular observations are very
important to action research (Johnson, 2002). Action research is not meant to be complicated,
elaborate, lengthy, or quantitative in nature. Due to these characteristics, action research is user-
friendly and requires little prior experience on the part of the researcher (Glathar, 2008).

Conducting action researches are the most important activities to bring changes and
improvements in teaching learning process. Based on the literature review and pilot study, when
teacher- researchers were asked about their perceived benefits of conducting research, a
number of them stated that conducting action research can have improving knowledge about
action research, knowing and practicing new teaching methods, understanding deeply about the
subject matters, improving friends and good relationship and having a habit of reflective practice.
However, the most of the teacher-researchers from Education Colleges revealed that five
challenges were faced when conducting action research; insufficient knowledge, insufficient time,
insufficient reference materials and experts, insufficient supports and insufficient attitudes.

Benefits of Conducting Action Research

Many benefits of action research for teacher development personally and professionally
have been pointed out in recent action research studies. One such study interpreted that action
research afforded to produce significant gains for organization professional development. Some of
the gains included: improved skills and knowledge about action research, amplified motivation to
develop new teaching methods, enhanced collaboration and interpersonal relationships with
colleagues, and increased teacher reflection (Raudenheimer, 2003). Results of action research
studies show that teachers believe that engaging in action research enhances their personal and
professional growth (Neapolitan, 2000).

Teachers also identify action research as a useful tool for impacting and influencing other
teachers and their professional development. Action research aids teachers to become role models,
change agents, and in establishing their credibility with other teachers (Neapolitan, 2000). Teacher
participants in action research gain more confidence in delivering their classroom instruction.
Teachers who are empowering are able to bring their talents, experiences, skills and creative ideas
into the classroom and implement programs and strategies that best meet the needs of their students
(Johnson, 2002). In addition to an empowered approach to change in classroom instruction,
teachers gain other skills through action research. They report more autonomy, a higher level of
problem-solving skills and an increased ability to use classroom data more effectively (Neapolitan,
2000).

Another benefit of action research is the transformation that occurs in teacher
communication. Teachers who have participated in action research improve their relationships with
their colleagues (Russo & Beyerbach, 2001, cited in Glather, 2008). As communication between
teachers becomes more warm and close, opportunity for support, sharing, development and growth
increase. Additionally, cooperation and collaboration flourish as a result. Action research
emphasizes meaningful and collaborative teacher-teacher relationships and provides opportunities
for focused, helpful dialogue (Levin & Rock, 2003, cited in Glather, 2008).

The benefits of action research as a tool for professional development are many and varied.
They range from subtle impacts on individual teachers’ views of their teaching to continuing efforts
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to engage in action research and report findings (Salzman & Snodgrass, 2003, cited in Glather,
2008). Action research can be used as a meaningful replacement of traditional teacher in-services
(Johnson, 2002). This study is valuable in understanding how action research can function as
professional development for teachers. The experiences of the participants can inform education
leaders about the pros and cons of conducting action research for teachers as a professional
development model.

Challenges of Conducting Action Research

Conducting action researches are the most important activities to bring changes and
improvements in teaching learning process. However, it is expected while conducting it,
constraints become difficulties for teacher practitioners so as to perform things easily. For instance,
from the constraints that affect those teachers in conducting action research, problem related
with lack of in-service training, lack of knowledge and skills, lack of attitude and interest,
shortage of materials or resources and financial problems plays a great role in affecting
teacher practitioners in schools.

Different research results reported that research knowledge and skills of school teacher
were insignificant to conduct research systematically (Ashenafi, 2007 & Gebeyew, 2007).
Similarly, the result pointed out that teachers did not understand how to conduct action research
and the interest to practice in the research process was extremely influenced by the involvement of
teachers in research activities.

Additionally, Mc kerman (1996) and Seyoum (1998) cited in Dereje (2011) indicated that
there are many challenges that hinder teacher in conducting action research at school or classroom
level. Among these challenges, institutional and other teacher related problems could be
mentioned. School climate, leader-follower relationship, lack of time and lack of resources are of
the school based problems.

Similarly, Dame (2011) found that insufficient time due to teaching and administrative
work load, inadequate support systems, lack of commitment of the responsible persons, lack
of adequate resource, inadequate knowledge and skills about action research, and inadequate
incentives available for teacher-researchers as the most strong constraints that encountered
the teacher educators to effectively undertake action research in their study fields.

Additionally, Yohannis (2011) indicated that lack of sufficient research knowledge
and skills, lack of resource materials and support from the responsible department as a intense
problem that hinder teachers not to participate in educational research activities and practices.
Similarly, Burns (1999, cited in Yohannis, 2011 ) classified challenges of teachers in conducting
action research into three: as lack of enough time, lack of resources, school lack of research
knowledge and skills are the most frequently found research challenges among participants. On
the other hand, Johnson (2011, cited in Yohannis, 2011) pointed out that five challenges of
conducting action research that some teachers face in schools - lack of enough time, lack of
resources such as research books and supports, difficulty of formulating the research question,
resistance to change and ethical considerations.

To be concluded, even though challenges are classified differently according to
different scholars and researchers, they affect negatively the participation of teachers in conducting
action research in the classroom and school where they are working.
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Methodology

The present study is qualitative as it explores and analyses the benefits and challenges of
32 Education College-teachers who had experiences about conducting action research. In this
study, semi-structured interview was used as data collection instrument. Seven interview guide
questions were developed from the literature review and the pilot study. The interview data
obtained from semi-structured interviews were subjected to content analysis in order to answer the
research questions. All the responses were transcribed and were read many times in order to
understand the content and the message that the participants wanted to give. They were then
categorized into different themes and subthemes under the categories of benefits and challenges
they had perceived.

Participants of the Study

This study focused on all Education Colleges in Upper Myanmar. There were thirteen
Education Colleges in Upper Myanmar. Among them, three Education Colleges were used for pilot
testing. Out of ten Education Colleges, five Education Colleges were randomly selected as sample
colleges for the main study. As teacher sample, all teacher-educators from selected Education
Colleges who had experience of conducting action research were used as teacher sample. There
were 32 teacher-educators who had experience of conducting action research in selected Education
Colleges. Among them, 8 teachers (25%) were male and 24 teachers (75%) were female.
Concerning their academic qualification, 18 teachers (56%) were MEd degree holders and
14 teachers (43%) were MA/MSc degree holders. Furthermore, according to their positions,
9 teachers (28%) were lecturers and 23 teachers (72%) were assistant lecturers.

Data Collection Procedures and Data Analysis

After taking permission from the responsible persons, interviews were made to teachers
from five selected Education Colleges in Upper Myanmar. Data were recorded by using mobile
phone from all teachers who had conducted action research. Teacher-participants answered the
interview questions about their benefits and challenges of conducting action research. All the
responses were listened and transcribed and were read many times in order to understand
the content and the message that the participants would like to give. They were then categorized
into different themes under the categories of benefits and challenges they had perceived and met
concerning conducting action research.

Research Findings

This study attempted to find out the benefits and challenges of conducting action research
perceived by teacher-researchers in Education Colleges. Concerning benefits, there were six
themes that the teacher researchers perceived by conducting action research. The themes were
improving knowledge about action research, knowing and practicing new teaching methods,
understanding deeply about subject matter, improving good relationship, having a habit of
reflective practices and others. As the challenges, there were five themes that emerged from the
interview data. The themes were lack of knowledge, lack of enough time, lack of reference
materials and experts, lack of supports and finally lack of attitudes.

Benefits of Conducting Action Research

When teacher-researchers were asked about their perceived benefits of conduction action
research, a number of them stated that conducting action research could improve knowledge about
action research, know new teaching methods, understand deeply about the subject matters, improve
good relationship and have a habit of reflective practice while a few said others.
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1. Improving knowledge about action research

Among 32 teachers, 30 teacher-researchers (94%) claimed that they searched and studied
research books and articles in the library and internet how to conduct action research. This made
them improve knowledge level about action research. The teachers who had conducted about action
research shared their knowledge and experience how to conduct it. When competing at national
level competition, they had much knowledge about action research and understood clearly the
procedures and trend of action research because of the judges’ suggestions and comments. They
also inspired new ideas by studying action researches of other Education Colleges.

2. Knowing and practicing new teaching methods

The 23 teacher-researchers (72%) argued that they knew new teaching methods (brain
storming, presentation, think-pair-share, using videos as teaching aids, etc.) applying in conducting
action research. They understood which teaching methods were convenient and consistent which
lessons. They realized that the effectiveness of each teaching method used in action research. They
also practically applied new teaching methods in teaching. The students also had learnt new
teaching methods in practice not in theory. Teacher-researchers shared new teaching methods
applying in action research to other Education Colleges and they were successful in using new
teaching methods.

3. Understanding deeply about subject matter

For all 32 teacher-researchers (100%), they pointed out that they improved a lot of
knowledge beyond the subject matter as they read a lot of books related to the content and used
internet for further more readings. They could create more successful and effective teaching. For
students, the students were more interested in the subject matter. They were bored in lecture
method and more active when using new teaching methods in action research. All students were
expert and understood deeply about the subject matter.

4. Improving friends and good relationship

The 18 teacher-researchers (56%) expressed that conducting action research made them
improve good relationship. The relationship between the teacher-researcher and the students was
more close, warm and open. Teacher-teacher relationship was more united and cooperative when
conducting action research. In conducting action research, they become more flexible in their
thinking and more open to new ideas. In competing at the national level competition, the teacher
researchers had a chance to improve a number of friends. They were acknowledged by the
principals and other departmental persons not because winning the prize but because conducting
action research and competing it at the national level.

5. Having a habit of reflective practice

Besides, 21 teacher-researchers (66%) mentioned that they had a habit of reflective practice
by conducting action research. The teachers had reflected themselves what their teaching needed
after finishing one teaching period of time. Reflection or self-study was a powerful way to know
about the self in teaching practice. Moreover, they pointed out that action research was a way of
thinking about a problematic situation that needs to be resolved. They said that action research
could be a very powerful tool enabling practitioners not only to solve practical problems, but also
to reflect on their understanding of how to develop practice.
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6. Others

After conducting action research, 5 teacher-researchers (15%) revealed that

e They had decided that they must use more activity based-teaching methods than traditional
lectured-methods.

e They gained more confidence in redesigning their classroom instruction.
e Their creative thinking and problem solving skills had improved.

Challenges to Conduct Action Research

In the interview, the most of the teacher-researchers from Education Colleges revealed that
five challenges were faced when conducting action research; insufficient knowledge, insufficient
time, insufficient reference materials and experts, insufficient supports and insufficient attitudes.

1. Insufficient knowledge

Among 32 teacher-researchers, 22 teacher-researchers (69%) said that most of them did not
understand clearly what action research was. As the previous action research articles were different
formats, there was no exact format of action research (e.g. which font and font size would be used
in action research). As the department, it did not announce officially the correct format of action
research. They also had no enough knowledge how to conduct action research and the procedures
of action research. In addition, concerning skill, they had no enough experience and expertise about
doing action research. They were weak of technological skill such as drawing tables and graphs in
compulter.

2. Insufficient time

According to 27 teacher-researchers (84%), action research needed a lot of time. They had
many teaching periods, departmental jobs and other school activities. Furthermore, there was no
clear instruction about action research; when to start, when to finish and the amount of time that a
teacher-researcher gets to conduct action research. They had to know the date of action research
competition that they would go to compete only if the action research competition was so close.
The time to conduct action research was not insufficient for teacher researcher. On the other hand,
the students were very busy with so many activities and they have full periods of time on the whole
day. It was one of the difficulties to adjust time between the teacher researchers and the students.

3. Insufficient reference materials and experts

The 21 teacher-researchers (71%) claimed that there were insufficient research books to be
referenced in the libraries of Education Colleges. There were only a few research journals and
previous action research articles in most of the libraries of Education Colleges. Previous action
research articles that had competed at the national level were not the same with each other in
format, procedure, trend, etc. It was difficult to choose which one to be referenced. In the same
way, as if there were no reference books and they did not know how to conduct, they had also no
experts to request ideas. The teachers who had experience about action research could not explain
clearly about action research. They had to contact the expert researchers from University of
Educations.

4. Insufficient supports

For 20 teacher-researchers (63%), there were two kinds of insufficient supports for them.
The first was insufficient colleague support. This was because some departments of Education
Colleges were not sufficient in teaching staff. The colleague teachers could not help and support
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the teacher researcher and they performed other duties of the department. Most of the parts of
action research (taking photograph, supervising, typing, etc.) were done by the teacher researcher
who took responsibility for action research, not others helped. The second was insufficient
financial support. There was no equal financial support way for teacher-researchers to conduct
action research among Education Colleges. Financial support ways were different among
Education Colleges. Some Education Colleges allocated finance to all departments, from
30000 kyats to 50000 kyats. Some did not allocate like that. Only if the action research draft
appeared, the principal or one of the heads paid the cost of draft. The costs while conducting action
research like questionnaire, photo copy, teaching aids, were not paid unless the vouchers were
presented. In this condition, all teachers in one department shared the cost of action research.

5. Insufficient attitudes

Among 32 teacher-researchers, 19 teacher-researchers (59%) mentioned that conducting
action research was different according to Education Colleges. In some Education Colleges, every
department took responsibility to conduct action research. In some, only the alternate department
was responsible for action research. Whatever it was, most of the teacher researchers did not want
to conduct action research. They were afraid of conducting action research. They also had no
enough knowledge and experience about action research. They had strong desire to join research
training in order to conduct research effectively and systematically.

Discussion, Conclusion and Recommendations
Summary of the Findings
The results of this study led to the significant findings that are summarized below.

When teacher-researchers were asked about their perceived benefits of conduction action
research, a number of them stated that conducting action research could improve knowledge about
action research, know and practice new teaching methods, understand deeply about the subject
matters, improve friends and good relationship, having a habit of reflective practice while a few
said others.

e The 30 teacher-researchers (94%) claimed that they searched and studied research books
and articles in the library and internet how to conduct action research. This made them
improve knowledge level about action research. When competing at national level
competition, they had much knowledge about action research and understood clearly the
procedures and trend of action research because of the judges’ suggestions and comments.

e The 23 teacher-researchers (72%) argued that they knew new teaching methods applying
in conducting action research. They understood which teaching methods are convenient
and consistent which lessons. They realized that the effectiveness of each teaching methods
used in action research. They also applied in practice new teaching methods in teaching.
The students also had learnt new teaching methods in practice not in theory.

e For all 32 teacher-researchers (100%), they pointed that they improved a lot of knowledge
beyond the subject matter as they read a lot of books related to the content and using internet
for further more reading. They could create more successful and effective teaching. For
students, the students were more interested in the subject matter. All students were expert
and understood deeply and bready about the subject matter.

e The 18 teacher-researchers (56%) expressed that conducting action research made them
improve good relationship. The relationship between the teacher researcher and the
students was more close, warm and open. Teacher-teacher relationship was more united
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and cooperative when conducting action research. In competing at the national level
competition, the teacher researchers had a chance to improve a number of friends.

The 21 teacher-researchers (66%) mentioned that they had a habit of reflective practice by
conducting action research. The teachers had reflected themselves what their teaching need
after finishing one teaching period of time. Reflection or self-study is a powerful way to
know about the self in teaching practice. Moreover, they pointed out that action research
was as a way of thinking about a problematic situation that needs to be resolved.

The 5 teacher-researchers (15%) revealed that they had decided that they must use more
activity based-teaching methods than traditional lectured-methods, gained more confidence
in redesigning their classroom instruction, and their creative thinking and problem solving
skills had improved.

The teacher-researchers from Education Colleges expressed that five challenges were faced

when conducting action research; insufficient knowledge, insufficient time, insufficient reference
materials and experts, insufficient supports and insufficient attitudes.

The 22 teacher-researchers (69%) said that most of them did not understand clearly what
action research was. They could not do action research systematically because they had
never done it before. They had no enough knowledge how to conduct action research and
the procedures of action research. They were weak of technological skill such as drawing
tables and graphs in computer.

The 27 teacher-researchers (84%) pointed out that action research needed a lot of time.
They had many teaching periods, departmental jobs and other school activities. They had
to know the date that they would go to compete only if the action research competition was
so close. That was why they had no enough time to conduct action research effectively. On
the other hand, the students were very busy with so many activities and they have full
periods of time on the whole day. It was one of the difficulties to adjust time between the
teacher researchers and the students.

The 23 teacher-researchers (71%) revealed that there insufficient research books to be
referenced in the libraries of Education Colleges. Only a few research journals and previous
action research articles were in most of the libraries of Education Colleges. In the same
way, as if there were no referenced books and they did not know how to conduct, they had
also no experts to request ideas. The teachers who had experiences about action research
could not explain clearly about action research. They had to contact the expert researchers
from University of Education.

For 20 teacher-researchers (63%), there were two kinds of insufficient supports for them.
The first was insufficient colleague support. This was because some of the departments of
education colleges were not sufficient in teaching staffs. Most of the parts of action research
were done by the teacher researcher who took responsibility for action research, not others
helped. The second was insufficient financial support. Financial support system was
different among Education Colleges. Some Education Colleges allocated finance to all
departments, from 30000 kyats to 50000 kyats. Some did not allocate like that. Only if the
action research draft appeared, the principal or one of the heads paid the only cost of draft.

The 19 teacher-researchers (59%) mentioned that most of the teacher researchers did not
want to conduct action research. They were afraid of conducting action research. They had
many stress and pressure, no time to rest, and many duties and activities. They also had no
enough knowledge and experience about action research. They had strong desire to join
research training in order to conduct research effectively and systematically.
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Discussion and Conclusion

This study highlights the benefits and challenges of conducting action research in selected
Education Colleges in Upper Myanmar. Analyses of qualitative data collected from the study
attempted to answer two research questions. Research question one examined the benefits of
conducting action research perceived by teachers themselves in selected Education Colleges. When
studying the responses of teachers participated in the interview process, it was found that the
teachers from all Education Colleges gained many challenges by conducting action research. These
benefits were improving knowledge about action research, knowing and practicing new teaching
methods, understanding deeply about the subject matters, improving good relationship and having
a habit of reflective practice. This finding can be supported by the research finding of Ferrance
(2000, cited in Erda, 2013) which focus to improve the knowledge of action research, form of
teacher professional development, focus on new teaching techniques, potential to impact school
change, reflection on own practice and improved communication. In addition, one study
concluded that action research efforts produced significant gains in professional development of
teachers and these gains support the finding of the present study. According to Raudenheimer
(2003), these gains included: improved skills and knowledge about action research, amplified
motivation to develop new teaching methods, enhanced collaboration and interpersonal
relationships with colleagues, and increased teacher reflection.

Research question two explored the challenges of conducting action research faced by
teachers in selected Education Colleges. According to the responses of teachers, it was found that
the teachers from all Education Colleges had many challenges when conducting action research.
They were insufficient knowledge, insufficient time, insufficient reference materials and experts,
insufficient supports and insufficient attitudes. This study is in congruence with previous study of
Erda (2013) that there are many factors that hinder the teachers in conducting action research at
school or classroom level. These challenges were lack of interest in the part of teachers, lack of
adequate knowledge and skill, lack of support (time, financial and other resources) and
supporting (training support, principals’ support, colleagues’ support). In addition, the research
finding of Rahimi and Bigdeli (2016) supported the current study. According to their research
finding, there were four challenges that hinder conducting action research; attitude toward action
research, lack of fund and support, lack of cooperation among colleagues and lack of knowledge
and confidence in doing action research.

Recommendations for Further Research

The present study explored the benefits and challenges of five Education College-teachers
while undertaking an action research study in their respective Education Colleges. Concerning
challenges, there are many challenges that the teachers faced while conducting action research.
The studies done by Dereje (2011), Dame (2011) and Yohannis (2011) exposed a number of
common problems that a teacher has to deal with when conducting action research. The finding of
the present study were also similar the challenges that Education-College teachers encountered.
Teacher researchers stated that they had no enough knowledge to conduct action research. In this
condition, they needed to read and study about action research books and journals. But there were
no enough research books and journals in most of the libraries of Education Colleges. That is why,
the principal or the officers from Department of Higher Education should plan research trainings
and seminars for Education College-teachers to conduct action research effectively and
systematically. Reference research books and journals should be provided completely by the
responsible persons for Education Colleges. These teachers also needed to join research trainings,
seminars and conferences in order to develop more their skills and knowledge to confidently
conduct an action research in the schools on their own. In addition, teacher-researchers revealed
that there were insufficient financial and colleague supports when they conducted their action



156 J. Myanmar Acad. Arts Sci. 2021 Vol. XIX. No.9A

researches and there was no enough time to conduct action research. Insufficient supports and
enough time will be one of the reasons why teachers from Education Colleges had no attitudes and
interest to conduct action research study. When teachers have the supports they need, they will be
able to conduct action research systematically and effectively and produce good action research.
Similarly, by giving an enough time for teaching and conducting action research, they will be able
to perform their work more effectively and efficiently. By the school principals, they should hold
college-level action research competition and select the appropriate persons for the national level
in order to be more effective. Whatever it is, teacher-researchers from Education Colleges should
overcome these challenges and difficulties with professional attitudes.

Despite the reported challenges faced by a number of teacher-researchers, they still stated
the benefits of conducting action research. Most of them admitted that conducting action research
could benefit them professionally and personally. These benefits were: improve knowledge about
action research, know new teaching methods, understand deeply about the subject matters, improve
friends and good relationship and have a habit of reflective practice. These perceived benefits as
found in this study were congruent with the findings by Ferrance (2000, cited in Erba, 2013) and
Raudenheimer (2003). Indeed, conducting an action research is a great opportunity for teachers
to advance in their profession, improve their teaching qualifications and experiences, and
adopt pedagogical changes that will have an impact on the teaching-learning process. Teachers
who are engaged in action research will be able to share with their colleague teachers some best
teaching and learning practices that are essentials for improving student learning and effective
teaching-learning process.

Although the present study claims strengths in the presentation of teacher-researchers’
challenges and benefits when conducting an action research, there are limitations with regards
to participants and population. This study has only 32 teachers as participants in selected
Education Colleges in Upper Myanmar. So, further studies are needed to expand this study to
improve the quality of teacher education in the country. The data and the findings may not provide
a sound representation of all Education College-teachers in Myanmar. Studies of teacher
researchers with a different population, with a greater number of teacher-participants, and with
different methodologies are recommended and suggested.

Since the researcher has shortage time and insufficient resources, only the benefits and
challenges of conducting action research could be studied in this study. Thus, further research
concerned with action research such as attitudes towards conducting action research in education
colleges, problems teachers face when conducting action research and finding possible solution,
action research as professional development, etc., should be studied. Finally, the possibilities for
further studies are endless and meaningful. This study shows that there are many challenges as
well as many benefits for Education-College teachers when conducting action research.
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INVESTIGATING THE PROSPECTIVE TEACHERS’ PERCEPTIONS ON
MOTIVATIONAL FACTORS INFLUENCING THE CHOICE OF

TEACHING AS A CAREER
Ei Khaing Win!and Zin Nwe Than ?
Abstract

The aim of this study is to investigate the prospective teachers’ perceptions on their motivational
factors influencing the choice of teaching as a career in two Education Colleges in Mandalay
Region. The questionnaire survey was developed on the basis of Self-Concept Theory, the
Expectancy-Value Theory, the Self-Determination Theory, Maslow’s Need Hierarchy Theory and
Motivational Factors Influencing Teaching Scale developed by Richardson and Watt (2014). It
included 48 items which had three subscales; intrinsic motivation, altruistic motivation and extrinsic
motivation. A five-point Likert scale was used in this study. Although a total of 300 prospective
teachers from two Education Colleges in Mandalay Region were selected as target population of the
study, 295 prospective teachers participated in the study. After collecting the data, descriptive
statistics, independent samples t-test, one way ANOVA, Post Hoc multiple comparison tests were
calculated to analyze the data. The findings showed that the prospective teachers’ perceptions on
altruistic and intrinsic motivational factors influencing the career choice of teaching were higher
than those perceptions on extrinsic motivational factors. The results of this study highlighted that
prospective teachers had more intrinsic and altruistic motivation than extrinsic motivation in
choosing teaching as a career. It was found that there was no significant difference in perceptions
of prospective teachers according to their gender and specialization but significant differences were
found in perceptions of prospective teachers according to their grade level and age. Information
gained by the responses of two open-ended questions was complementary to the quantitative
findings.

Keywords: Career Choice, Intrinsic Motivation, Extrinsic Motivation, Altruistic Motivation

Introduction

Career choice plays a key role for making decisions of a student or a professional. Whether
that decision is to choose a specialized subject or a profession in a particular university or college,
or join to an organization to get a job, it should be made after thinking carefully because this choice
will impact directly on the quality of work life and a person’s life-style. Akomolafe (2003)
contended that true happiness and satisfaction are linked to proper choice of profession. Moreover,
according to Shabbir & Wei (2014), motivation is defined as the reason for why a person makes a
decision to do something, how long they are willing to do it and how hard they are going to engage
in it. Therefore, it is important to understand and establish the types of motivation when choosing
a career.

In addition, pre-service teachers are multi-motivated when they made their choice to join
the teaching profession (Sinclair, 2008). However, having the right motivation to choose teaching
as a career is important because teaching is a profession that is central to a country’s development
and well-being. And so it is important to attract pre-service teachers with the “right” motives. If
these prospective teachers can be attracted with the right motivation, they will be more engaged
and committed to their training and profession (Sinclair, Dowson & Mclnerney, 2006).

Significance of the Study

Teaching profession should recruit and be filled in by highly-motivated and competent
candidates. Pre-service teachers’ motivation to choose teaching as a career should be addressed as
it would have an impact on the quality of education that these future teachers would provide young
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learners under their care. The future roles that they are going to play have a significant impact on
the quality of teaching and students’ personal and academic achievements particularly in realizing
the cognitive, affective and behavioural outcomes (Hattie, 2003, as cited in Chuan, 2013).

Information on prospective teachers’ motives is very important for universities of
Education and Education Colleges in preparing to obtain the qualified prospective teachers during
their education and training, training them with better skill, knowledge, and attitude, and
socializing them with the teachers’ roles. In addition, this information is also important for the
policy makers to change and revise teacher education policy in the future (Mukminin, Rohayati,
Putra, Habibi & Aina, 2017) and entry or initial motivation can have an impact on how long pre-
service teachers remain in their teacher education courses, the degree of engagement in their
courses and consequently the overall teaching profession (Sinclair, 2008). Therefore, this study
aimed to provide useful information concerning the motivational factors that influence the
prospective teachers’ career choice of teaching.

Purpose of the Study

The general objective of the study is to investigate the prospective teachers’ perceptions on
their motivational factors influencing the choice of teaching as a career.

The specific objectives of the study are:
= to explore the prospective teachers’ perceptions on their motivational factors influencing
the career choice of teaching,

= to find out a significant difference in the prospective teachers’ perceptions on their
motivational factors influencing the career choice of teaching according to their gender,

= to investigate a significant difference in prospective teachers’ perceptions on their
motivational factors influencing the career choice of teaching according to their grade level,

= to explore a significant difference in prospective teachers’ perceptions on their motivational
factors influencing the career choice of teaching according to their specialized subjects and

= to find out a significant difference in prospective teachers’ perceptions on their
motivational factors influencing the career choice of teaching according to their age.

Research Questions

The following research questions guide the direction of the study:

= What are the prospective teachers’ perceptions on their motivational factors influencing the
career choice of teaching?

= [s there a significant difference in the prospective teachers’ perceptions on their
motivational factors influencing the career choice of teaching according to their gender?

= s there a significant difference in prospective teachers’ perceptions on their motivational
factors influencing the career choice of teaching according to their grade level?

= s there a significant difference in prospective teachers’ perceptions on their motivational
factors influencing the career choice of teaching according to their specialized subjects?

= Is there a significant difference in prospective teachers’ perceptions on their motivational
factors influencing the career choice of teaching according to their age?

Scope of the Study

The participants of the study were limited to the prospective teachers who were attending
the first year and second year courses in two Education Colleges located in Mandalay Region
during the 2018-2019 Academic Year.
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Definition of Key Terms

The terms used throughout the current study are defined for clarifying and understanding
in the following.

= Career Choice: Career choice is the process of choosing a career path which can involve
choice regarding education and training for a given career (Yong, 1995). In this study, career choice
is the selection of a profession based on the various factors such as personal interests, parental
influence and altruism.

= Motivation: Motivation is what moves people to do something including beginning a new
career (Shabbir & Wei, 2014). In this study, motivation is defined as the attribution that forces a
student teacher to join a teaching profession.

(1) Intrinsic Motivation: Intrinsic motivation is derived from one’s own self when someone is
interested or has a strong romantic interest for an activity, they are intrinsically motived to
do the activity (Struyven, Jacobs & Dochy, 2013). In this study, intrinsic motivation includes
personal interest, admiration and the inspiration to take part in the teaching profession.

(2) Extrinsic Motivation: Extrinsic motivation relates to activities undertaken for reasons other
than inherent interest in the activity (Ryan & Deci, 2000). In this study, extrinsic motivation
is concerned with external factors related to the teaching job such as the influence of others
and the professional status of teaching.

(3) Altruistic Motivation: Altruistic motivation is the motive showing that one cares about and
wishes to help the others without expecting any personal advantages (Yong, 1995). In this
study, altruistic motivation involves the view that teaching is a vital job for the betterment of
society.

Theoretical Framework of the Study

One of the earliest theories of career choice is Super’s self-concept theory (1953) which
drew upon the role of individuals’ perception of self in choosing a career. According to the self-
concept theory, the question “Who I am?” is a key factor that plays a determinative role in
individuals’ choosing a profession. Furthermore, the concept of theory of self-conception also
assumes that a career choice is an attempt of an individual to implement his/ her personality
concept.

Moreover, expectancy-value theory is one of the major frameworks for achievement
motivation. Within the field of motivation and career choice, the expectancy-value theory proposed
that educational, vocational, and other achievement-related choices are directly impacted by one’s
abilities, beliefs and expectancies for success and the value one attaches to the task (Eccles, Adler,
Futterman, Goff, Kaczala, Meece & Midgley, 1983). Factors that comprise the values component
include how much a person enjoys the task (intrinsic value), whether it is seen as useful (utility
value), and if it is important for achieving a person’s own goals (attainment value).

In addition, the current study also draws the theoretical framework from self-determination
theory. Motivation has also been conceived as lying on a continuum of self-determination (Ryan
& Deci, 2000). Self-determination is achieved when an individual perceives that they are the origin
of their behaviour. Motivation can be divided into three categories based on the extent of self-
determination: intrinsic motivation, extrinsic motivation and amotivation.

Furthermore, Abraham Maslow’s need hierarchy theory is probably one of the best known
and most widely used theories for the study of motivation in organizations. The theory of needs
states that personal needs, either on conscious or subconscious levels, are main determinants that
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influence a career choice (Lunenburg & Ornstein, 2011). Theory of needs assumes that hierarchy
of needs shapes personal interests that are one of the main primary motives in choosing a career.

The motivating factors in choosing teaching as a career vary from individual to individual.
Some scholars tend to perceive intrinsic and extrinsic motivation on a single continuum where one
component may be more prominent (Covington & Mueller, 2001, as cited in Erten, 2014). Another
type of motivation, altruistic is either considered only an extension of intrinsic motivation, or in
some publications, a category on its own (Canrinus &, Fokkens-Bruinsma, 2011). In the teacher
education literature, three types of motivation are stressed in regard to choosing teaching as a career
(Bastick, 2000).

e Intrinsic motives: interest, personal satisfaction, and desire and love of profession
e Extrinsic motives: job guarantee, money, holidays, social security, appointment and ease
e Altruistic motives: being in the service of people, society and country

Intrinsic Motivation

Interest >
Personal & professional
Extrinsic Motivation development
Love and desire ] ]
Motivational
Job security Factors
Job guarantee Infl .
Holiday nriuencing
 Salary Career Choice
Social Influences
Working Altruistic Motivation
conditions

Social Contribution
Shape future of
children
Service to society and
country

Figure 1 Conceptual Framework of Motivational Factors Influencing the Career Choice of
Teaching

Review of Related Literature
Career Choice

Every person needs to understand his/her strengths and interests because it is a fundamental
point when deciding on which career path is suitable for him/her. Choosing a career is one of the
most important decisions a person makes and most of time moving from one career to another is
not always easy for him/her. When people are unsuited for their careers, they usually find
themselves in jobs that do not satisfy their value needs. Furthermore, they are usually lacking a
certain ability to contribute meaningfully to the society, and they ultimately become liabilities to
the nation (Akinjide & Sehinde, 2011).

Therefore, it is necessary to have a certain level of maturity before making the career choice
because chosen career will probably have an effect on an individual throughout his/her life.
Moreover, the quality of career choice is significant for both the individual himself and society
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(Gati, Krausz, & Osipow, 1996). As far as concerned with prospective teachers’ career choice, an
unwilling choice of field of study may cause even more serious problems for teachers’ future work
lives. In addition, an unwilling choice of career not only jeopardizes the quality of teacher
education but also is reflected in dissatisfaction and early burnout in future career (Kan, 2008, as
cited in Topkaya & Uztosun, 2012).

Motivation

The word motivation is derived from the Latin word “movere” (which means “to move”).
Motivation is a process that begins with a physiological need that activates a behavior or a drive
(Luthans, 1998). It is a multi-faceted construct that consists of beliefs, perceptions, values,
interests, and actions. Motivation is also defined as “a set of interrelated beliefs and emotions.
These beliefs and emotions drive and influence behavior” (Martin & Dowson, 2009, as cited in
Canrinus & Fokkens-Bruinsma, 2011). In the pre-service education field, studying the motivational
qualities that pre-service teachers have behind the choice of teaching as a profession may be
rewarding as it may enable an understanding of prospective teachers’ affective, cognitive, and
behavioural properties.

Motivational Factors Influencing the Choice of Teaching as a Career

In the light of the related literature, the motives for selecting teaching as a career are
various. Research studies mainly indicate three basic types or categories of motives for selecting
teaching as a career. Therefore, prospective teachers’ motives to choose teaching as a career are
also examined under three categories namely intrinsic motives, extrinsic motives and altruistic
motives in the present study.

Intrinsic Motivational Factors

Intrinsic motivation impulse derives from the inner personality structures. Intrinsic
motivation plays a key role in many people’s decision to pursue teaching (Stern, 1958, as cited in
Shea, 2017). Moreover, interest in the subject matter and wish to give on their knowledge are the
main intrinsic factors that urge youngsters to choose the teaching career (Hayes, 1990). Individuals
who are intrinsically motivated to teach are more likely to choose to take part in teaching-related
activities even if no reward is apparent (Chuan, 2013).

Extrinsic Motivational Factors

The extrinsically motivated factors such as the outcomes of a regular salary, coaching, and
continuing a family legacy are the individual’s primary motives for choosing the profession
(Kauffman et al., 2011, as cited in Spittle & Spittle, 2014). Additionally, the extrinsic motivating
factors were mostly considered in the quality of life the family can enjoy whether through increase
income or better job securities or more suitable working hours that could accommodate child
rearing and nurturing (Richardson, Gough & Vitlin, 2001).

Altruistic Motivational Factors

Altruism is perceived as being concerned about other people more than about oneself for
the interests of others, or as a behavior that makes a contribution to others. It is commonly accepted
that altruism means selfless giving without expectation of reward and without the gratification of
one’s own desires. In addition, Tomsik (2016) asserted that altruistic motivation is related to the
concept of prosociality and it covers doing things intentionally to help another person or group of
people. Therefore, a teacher’s altruistic motives can be explained by a desire to help students and
to make a contribution to the society (Kyriacou & Coulthard, 2000).



164 J. Myanmar Acad. Arts Sci. 2021 Vol. XIX. No.9A

Methodology
Research Method
The required data for the study was collected by using descriptive research method.
Participants

The target population of the study was 300 prospective teachers from two Education
Colleges in Mandalay Region by using stratified sampling method.

Research Instruments

The questionnaire included demographic data and items for investigating prospective
teachers’ intrinsic, altruistic and extrinsic motivation of career choice of teaching. There are
48 items which were constructed based on the related theories and Motivational Factors
Influencing Teaching Scale developed by Richardson and Watt (2014). The questionnaire was
rated on five-point Likert scale “strongly disagree (1), “disagree (2)”, “not sure (3)”, “agree (4)”,
“strongly agree (5)”. Two open-ended questions were asked at the end of the questionnaire. The
first question asked prospective teachers to describe why they choose the teaching career by giving
their main reasons. Then the second question asked whether they had satisfaction or not in their
career choice of teaching and asked them to give their own comments.

Data Collection Procedures

The related literature was analyzed to construct the questionnaire instrument. The advice
and guidance were taken from the expert who had special knowledge and experience in the field
of the study. Then, pilot study was conducted at Sagaing Education College in Sagaing Region, in
the last week of 10" December, 2018. A total of 150 (75=male and 75= female) prospective
teachers were assigned as participants. Two days after distributing, the questionnaires were
collected. Valid response rate was 100% in the pilot study. In order to measure the reliability of
instrument, the Pearson product-moment correlation method (Average Item Total Correlation)
was used for internal consistency reliability. The average coefficient of correlation for investigating
the teachers’ perceptions on motivational factors that influence the career choice of teaching was
0.671.

And then, the researcher asked for permissions from the responsible persons for the main
study. After getting permissions, the questionnaires were distributed to 300 prospective teachers
from two Education Colleges in Mandalay Region to complete the questionnaires on the 3™
January, 2019. After lasting four days, they were collected. The responses from 295 prospective
teachers were obtained for the study. The response rate was 98%. Based on the results of responses,
the study was conducted for investigating the perceptions of prospective teachers on their
motivational factors influencing the career choice of teaching.

Data Analysis

Descriptive statistics, independent sample t-test, one way ANOVA, Post Hoc Multiple
Comparison Tests (Tukey HSD and Games-Howell) were used in analyzing the data to determine
if gender, grade level, specialized subjects and age caused a difference in motivational factors
influencing the career choice of teaching. The mean value from 1.00 to 2.33 was identified as “Low
Level”, the mean value from 2.34 to 3.64 was identified as “Moderate Level” and the mean value
from 3.68 to 5.00 was identified as “High Level”. Responses from the prospective teachers in two
open-ended questions were used in analyzing the data.
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Research Findings

The purpose of the study was to investigate the prospective teachers’ perceptions on their
motivational factors influencing the choice of teaching as a career. The data were analyzed in terms
of mean values, standard deviation, independent Sample t-test, ANOVA, Post Hoc Multiple
Comparisons (Turkey and Games-Howell). The findings were presented in the following.

Table 1 shows the mean values of the prospective teachers’ perceptions on their
motivational factors influencing the career choice of teaching.

Table 1 Mean Values of Prospective Teachers’ Perceptions on Motivational Factors
Influencing the Career Choice of Teaching

Dimensions of Motivational Factors Mean SD Remark
Intrinsic Motivational Factors 3.90 502 High
Altruistic Motivational Factors 4.07 467 High
Extrinsic Motivational Factors 2.85 .568 Moderate
Motivational Factors 3.36 741 Moderate
Note: 1.00-2.33 = Low 2.34-3.67= Moderate 3.68-5.00 = High

According to Table 1, the findings showed that the mean values of prospective teachers’
perceptions on their intrinsic and altruistic motivational factors influencing the career choice of
teaching were high. In addition, the mean value of prospective teachers’ perceptions on their
extrinsic motivational factors influencing the career choice of teaching was moderate. In other
words, prospective teachers’ perceptions on their intrinsic and altruistic motivational factors were
higher than those perceptions on their extrinsic motivational factors.

Differences in Prospective Teachers’ Perceptions on Motivational Factors Influencing the
Career Choice of Teaching according to Demographic Information

In order to study whether there were significant differences in prospective teachers’
perceptions on their motivational factors influencing the career choice of teaching based on
demographic information of prospective teachers from two Education Colleges in Mandalay
Region, or not, independent samples t-test, one-way ANOVA, and Post Hoc Multiple Comparisons
Test (Tukey HSD or Games-Howell) were employed to analyze the data.

Table 2 describes the mean values of prospective teachers’ perceptions on their
motivational factors influencing the career choice of teaching according to their gender.

Table2 Mean Values of Prospective Teachers’ Perceptions on Motivational Factors
Influencing the Career Choice of Teaching according to their Gender

Gender Total
Dimensions of Motivational Factors Male Female (N=295) Remark
(113) (182)
Intrinsic Motivational Factors 3.84 3.94 3.90 High
Altruistic Motivational Factors 4.06 4.09 4.07 High
Extrinsic Motivational Factors 2.90 2.82 2.85 Moderate
Motivational Factors 3.46 3.30 3.38 Moderate

Note: 1.00-2.33 = Low 2.34-3.67= Moderate 3.68-5.00 = High
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According to Table 2, it was found that the mean values of female prospective teachers’
perceptions on their intrinsic and altruistic motivational factors were higher than those of male
prospective teachers’ perceptions according to their gender. On the other hand, the mean values of
male prospective teachers’ perceptions on their extrinsic motivational factors were higher than
those of female prospective teachers’ perceptions.

In order to find out whether there were significant differences in prospective teachers’
perceptions on their motivational factors influencing the career choice of teaching between male
and female prospective teachers, or not, independent samples t-test was calculated. The findings
pointed out that there was no significant difference in all dimensions of motivational factors
influencing the career choice of teaching according to gender.

Furthermore, the following Table 3 shows the mean values of prospective teachers’
perceptions on their motivational factors influencing the career choice of teaching according to
their grade level.

Table 3 Mean Values of Prospective Teachers’ Perceptions on Motivational Factors
Influencing the Career Choice of Teaching according to their Grade Level

Dimensions of Motivational Grade Level Total

Factors First Year {Second Year | (N=295) | Remark
(148) (147)

Intrinsic Motivational Factors 3.94 3.86 3.90 High

Altruistic Motivational Factors 417 3.18 4.07 High

Extrinsic Motivational Factors 2.69 3.02 2.78 Moderate

Motivational Factors 3.46 3.30 3.38 Moderate

Note: 1.00-2.33 = Low 2.34-3.67= Moderate 3.68-5.00 = High

According to Table 3, it was found that the mean values of first year prospective teachers’
perceptions on their intrinsic and altruistic motivational factors influencing the career choice of
teaching were higher than those of second year prospective teachers’ perceptions. On the other
hand, the mean value of second year prospective teachers’ perceptions on their extrinsic
motivational factors influencing the career choice of teaching was higher than those of first year
prospective teachers’ perceptions.

In addition, Table 4 describes independent samples t-test results for two dimensions on
their motivational factors influencing the career choice of teaching perceived by first year and
second year prospective teachers.

Table 4 Independent Samples t-Test Results for Prospective Teachers’ Perceptions on
Motivational Factors Influencing the Career Choice of Teaching according
to their Grade Level

Dimensions of Mean
Motivational Factors Grade | N Mean |t Difference df P
isti ivati 15t yr 148 | 4.17
Altruistic Motivational dy 3.441 184 293 001
Factors 2" yr 147 | 3.98
insi ivati 15t yr 148 | 2.69
Extrinsic Motivational dy 5977 -334 293 000
Factors 2 yr | 147 | 3.02

Note: p<0.05
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According to Table 4, the findings showed that there were significant differences in two
dimensions such as altruistic and extrinsic motivational factors influencing the career choice of
teaching according to grade level. However, there was no significant difference in one of the
dimensions of motivational factors, intrinsic motivational factors and overall motivational factors.

Again, the following Table 5 indicates the mean values of prospective teachers’ perceptions
on their motivational factors influencing the career choice of teaching according to their
specialization.

Table 5 Mean Values of Prospective Teachers’ Perceptions on Motivational Factors
Influencing the Career Choice of Teaching according to their Specialization

_ _ o Specialization Total

Dimensions of Motivational Factors | Science Art (N=295) Remark
(146) (149)

Intrinsic Motivational Factors 3.91 3.89 3.90 High
Altruistic Motivational Factors 4.08 4.07 4.07 High
Extrinsic Motivational Factors 2.89 2.81 2.85 Moderate
Motivational Factors 3.40 3.31 3.36 Moderate
Note: 1.00-2.33 = Low 2.34-3.67= Moderate 3.68-5.00 = High

The results showed that the mean values of the perceptions of prospective teachers who
specialized science subjects were higher than those of the perceptions of prospective teachers who
specialized art subjects in all dimensions of motivational factors according to their specialization
(See: Table 5).

In order to find out whether there were significant differences in the prospective teachers’
perceptions on their motivational factors influencing the career choice of teaching according to
their specialization, or not, independent samples t-test was also calculated. The results show that
there was no significant difference in all dimensions of motivational factors influencing the career
choice of teaching perceived by prospective teachers according to their specialization.

Again, Table 6 shows the mean values of prospective teachers’ perceptions on their
motivational factors influencing the career choice of teaching according to their age.

According to Table 6, the findings showed that the mean values of prospective teachers’
perceptions on their intrinsic and altruistic motivational factors influencing the career choice of
teaching were high and those of prospective teachers’ perceptions on their extrinsic motivational
factors were moderate according to their age.

Table 6 Mean Values of Prospective Teachers’ Perceptions on Motivational Factors
Influencing the Career Choice of Teaching according to their Age

Dimensions of Age
T Total
Motivational 16 17 18 19 20 | >21 (N=295) Remark
Factors (25) | (100) | (108) | (44) | (14) | (¥ B
Intrinsic 3.64 | 393 [3.86 |3.98 |4.18 | 3.97 | 3.90 High
Altruistic 3.80 [4.08 [4.04 | 4.14 |4.42 | 4.31 | 4.07 High
Extrinsic 277 1281 | 291 |2.88 |2.70 | 2.88 | 2.85 Moderate
Motivational | 55, | 335 | 332 | 357 [3.32 |35 |3.36 Moderate
Factors

Note: 1.00-2.33 = Low 2.34-3.67= Moderate 3.68-5.00 = High
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To find out whether there were significant differences in the perceptions of prospective
teachers on their motivational factors influencing the career choice of teaching according to their
age, or not, one-way ANOVA test was calculated. The ANOVA results were shown in Table 7.

Table 7 ANOVA Results of Prospective Teachers’ Perceptions on Motivational Factors
Influencing the Career Choice of Teaching according to their Age

Dimensions of sum of Mean
Motivational Squares df Square F p
Factors 9 q
Intrinsic Between Groups | 3.318 5 .664 2.708 | .021
Motivational Within Groups 70.821 289 .245
Factors Total 74.140 294
Altruistic Between Groups | 3.142 5 .628 2.984 | .012
Motivational Within Groups 60.857 289 211
Factors Total 63.999 294
Note: p<0.05

The findings showed that there were significant differences in two dimensions such as
intrinsic and altruistic motivational factors influencing the career choice of teaching perceived by
prospective teachers according to their age (See: Table 7). However, there was no significant
difference in one of the dimensions of motivational factors, extrinsic motivational factors and
overall motivational factors.

In order to find out which particular groups had the significant differences, Post Hoc
Multiple Comparisons Test (Games-Howell) was conducted. The following Table 8 points out the
results of multiple comparisons of altruistic motivational factors perceived by prospective teachers
according to their age.

According to Table 8, there was a significant difference in the dimension of altruistic
motivational factors perceived by prospective teachers who were between 20 years old and other
levels of different ages at the p<0.05 level. In other words, the perceptions of 20 years old
prospective teachers on their altruistic motivational factors influencing the career choice of
teaching were higher than those of prospective teachers who were 16, 17 and 18 years old.

Table 8 Results of Multiple Comparisons for Prospective Teachers’ Perceptions on
Altruistic Motivational Factors according to their Age

o Mean 95% Confidence
Motivational Age Age Difference Std. Sig Interval
Factors ) J) (1-J) Error ' Lower | Upper
Bound | Bound
Altruistic 20 years | 16 years | .537* 154 015 .075 .999
Motivational 17 years | .345" .098 022 .038 652
Factors 18 years | .387* .096 .008 .082 .692

Note: p<0.05

Open-ended Responses

The responses to two open-ended questions of 295 prospective teachers from two
Education Colleges in Mandalay Region were collected at the end of the questionnaire. The first
question asked prospective teachers to describe why they chose the teaching career by giving their
main reasons. Among prospective teachers, 54 (18.31%) teachers did not answer that question



J. Myanmar Acad. Arts Sci. 2021 Vol. XIX. No.9A 169

while 241 (81.69%) teachers responded to the question. According to teachers’ responses, most of
the prospective teachers, 95 (32.20%) said,

“They had a hobby with teaching children. They love to work with children. They wanted to make
their society a better place and more developed than before. They liked sharing their knowledge
to others”.

Similarly, 65 (22.03%) prospective teachers responded,

“They decided to keep lifelong learning to improve their academic development. Children are cute
with their innocent faces and acts. So they enjoy working with children. On the other hand, they
decided to choose teaching profession because of their parents’ encouragement”.

Additionally, 45 (15.25%) prospective teachers answered,

“Teaching profession gave them job security and job guarantee. Moreover, they had long holidays
so they had more time to do their family’s work. They thought that they could afford their expenses
for their education fees in the teacher education training”.

Furthermore, 30 (10.17%) prospective teachers said,

“They thought that teaching profession fits with their personality so they chose it. They were
inspired by their role models teachers so they admired their teachers and they had a dream to act
like them”.

Besides, 6 (1.35%) prospective teachers expressed,
“They had failed to join the university they wanted so they chose teaching profession.”

The second question asked whether they had satisfaction or not in their career choice of
teaching and asked them to give their own comments. Among the respondents, 255 (86.44%)
answered the question and 40 (13.55%) did not answer the questions. Among respondents,
180 (61.02%) prospective teachers reported,

“They had satisfaction to choose teaching as a career because they could get respect and
admiration from their students and society.”

Besides, 35 (11.86%) prospective teachers responded,

“They satisfied with choosing teaching profession because it is a noble profession. It played a key
role in the development of the nation. They had an opportunity to return the gratitude of their
parents by entering the teaching profession. ”

Furthermore, 30 (10.16%) prospective teachers answered,

“They had satisfaction to choose teaching profession because they could have self-confidence and
the public attitude towards them is positive by working as a teacher.”

Moreover, 10 (3.38%) prospective teachers replied,

“They enjoyed choosing teaching as a career because they had a desire to become role model
teachers for their students”.

Discussion and Conclusion

Research question one investigated the mean values of prospective teachers’ perceptions
on their motivational factors influencing the career choice of teaching in two Education Colleges
in Mandalay Region. It was found that the mean values of prospective teachers’ perceptions on
their intrinsic and altruistic motivational factors influencing the career choice of teaching were
higher than those of prospective teachers’ perceptions on their extrinsic motivational factors. As a
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result of the findings, it can be concluded that prospective teachers had more intrinsic and altruistic
motivational factors than extrinsic motivational factors. This finding of the study is in line with the
finding of the study of Watt & Richardson (2007) which revealed that intrinsic and altruistic
motivations have a fundamental role in the career choice of prospective teachers.

For research question two, the findings showed that the mean values of female prospective
teachers’ perceptions on their intrinsic and altruistic motivational factors were higher than those of
male prospective teachers’ perceptions. On the other hand, the mean value of male prospective
teachers’ perceptions on their extrinsic motivational factors was higher than those of female
prospective teachers’ perceptions. Therefore, the results can be assumed that female prospective
teachers had more intrinsic as well as altruistic motivational factors than male prospective teachers.
In other words, male prospective teachers had more extrinsic motivational factors than female
prospective teachers. These findings of the study are in line with the findings of studies of Saban
(2003) and Johnston, McKeown & McEwen (1999). These studies found that female pre-service
teachers chose teaching for more intrinsic and altruistic motives than male pre-service teachers and
males placed greater significance on mercenary-based extrinsic motives. However, the findings
showed that there was no significant difference in all dimensions of motivational factors
influencing the career choice of teaching perceived by male and female prospective teachers
according to independent samples t-test results.

Research question three examined that the mean values of first year prospective teachers’
perceptions on their intrinsic and altruistic motivational factors influencing the career choice of
teaching were higher than those of second year prospective teachers’ perceptions according to their
grade level. On the other hand, the mean values of second year prospective teachers’ perceptions
on their extrinsic motivational factors influencing the career choice of teaching were higher than
those of first year prospective teachers’ perceptions. Consequently, the findings can be assumed
that first year prospective teachers had more intrinsic as well as altruistic motivational factors than
second year prospective teachers. In other words, the results showed that second year prospective
teachers had more extrinsic motivational factors than first year prospective teachers. As a result of
independent samples t-test, there were significant differences in two dimensions such as altruistic
and extrinsic motivational factors perceived by prospective teachers according to their grade level.
For that reason, it can be analyzed that first year and second year prospective teachers had different
altruistic and extrinsic motivational factors influencing the career choice of teaching.

The findings of the research question four also showed that the mean values of
perceptions of prospective teachers who specialized science subjects were higher than those of
perceptions of prospective teachers who specialized art subjects in all dimensions of motivational
factors according to their specialization. According to the findings, it can be interpreted that
prospective teachers who specialized science subjects had higher intrinsic, altruistic and extrinsic
motivational factors than those who specialized art subjects in choosing teaching as a career. As a
result of independent samples t-test, there was no significant difference in all dimensions of
motivational factors influencing the career choice of teaching perceived by prospective teachers
according to their specialization.

In the findings of research question five, the mean values of prospective teachers’
perceptions on their intrinsic and altruistic motivational factors influencing the career choice of
teaching were high and those of prospective teachers’ perceptions on their extrinsic motivational
factors were moderate according to their age. According to ANOVA results, there were significant
differences in two dimensions such as intrinsic and altruistic motivational factors influencing the
career choice of teaching perceived by prospective teachers according to their age. Moreover, as a
result of Multiple Comparisons Test (Game-Howell), there was a significant difference in the
dimension of altruistic motivational factors perceived by prospective teachers who were between
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20 years old and 16, 17 and 18 years old. This can be concluded that 20 years old prospective
teachers had higher altruistic motivational factors than others who were 16, 17 and 18 years old in
choosing teaching as a career.

Moreover, respondents from two Education Colleges in Mandalay Region were asked to
respond two open-ended questions at the end of the questionnaire. The first question asked
prospective teachers to describe why they chose the teaching career by giving their main reasons.
The second question asked whether they had satisfaction or not in their career choice of teaching
and asked them to give their own comments. In the responses, most of the prospective teachers
have intrinsic and altruistic motivation when they chose teaching career. This finding was related
to the quantitative studies.

In conclusion, recruitment of the right attitude and attributes of prospective teachers is
important as the roles played by them will not only have a great impact on the profession they are
trained in but also as future role models for many generations to come. In addition, authorities of
universities and colleges of Education also need to understand the different motivating factors that
influence teachers to teach in order for them to provide the necessary support strategies depending
on whether motivation of newly trained teachers is largely triggered by intrinsic or extrinsic factors.
In addition, proactive measures can be developed by the management of Universities of Education
and Education Colleges in order to develop more intrinsic motivational factors than extrinsic
factors during the total duration of teacher education programme before joining the teaching
workforce. Measures can also be taken when recruiting new prospective teachers to ensure that
new recruits are attracted to teaching because they wanted to be teachers (intrinsic factors) and not
because of other external influences (extrinsic benefits).

Recommendations for Further Study

This study is conducted only in two Education Colleges in Mandalay Region with a sample
of 295 participants. As further research, larger sample and different education colleges and
universities are needed in order to sketch broader picture of prospective teachers’ motivational
factors influencing the career choice of teaching. Although this study investigated the perceptions
of first year and second year prospective teachers, longitudinal studies including different
educational universities as well as colleges and different grade levels are required in the future in
order to understand deeply the process of motivation changes.
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SELF-INITIATED PROFESSIONAL DEVELOPMENT OF TEACHER
EDUCATORS

Aung Soe Win! and Zin Nwe Than?

Abstract

This study focuses on self-initiated professional development of teacher educators from two universities.
The purpose of this study was to investigate the perceptions of self-initiated professional development of
teacher educators from two universities located in Sagaing Region. A survey instrument, Self-initiated
Professional Development Questionnaire (SPDQ) developed by the researchers was used to measure
self-initiated professional development of teacher educators. It included44 items using five point Likert
scale and consisted of four dimensions: ways of learning, opportunities to learn, attitude changes, and
challenges. The reliability of Self-initiated Professional Development Questionnaire, with Cronbach’s
alpha coefficient, was 0.864. One hundred and ninety three teacher educators from two universities
located in Sagaing Township were selected by using purposive sampling method. Descriptive statistics
such as means and standard deviations, independent samples t-test, one-way ANOVA and Post Hoc
multiple comparison tests (Tukey HSD and Games-Howell) were used to analyze data. The results of
the study indicated that collaborative learning was highly practiced by teacher educators than other three
dimensions, and extrinsic support of the institution was higher than intrinsic support. In addition, teaching
practice and pedagogical knowledge of teacher educators were at the high level of changes after self-
initiated professional development activities. Moreover, teacher educators showed that they faced more
challenges in the dimension of “autonomy” than in others. In a way, this means that teacher educators
often use self-initiated professional development activities to develop their institutions which is essential
for reforming the education system and encounter some shortcomings that needed to be fulfilled in their
daily life.

Keywords: Professional development of teachers, Self-initiated professional development of teacher,

Teacher attitude

Introduction

Living in an environment, where knowledge, technology, concepts, philosophies, almost
everything is rapidly changing, teaching becomes an extremely complex and demanding occupation.
Keeping pace with the continuous changes and developments is considered to be a necessity for the
quality of teaching and education. Therefore, ongoing professional development becomes a vital
component in teachers’ lives (Karaaslan, 2003). Professional development is an ongoing learning
opportunity and is a necessary component of how schools learn and use information. The continuing
task for educators is to use data to design and implement instruction that encourages growth from the
professional development experiences of teachers. Professional development efforts should be
available to all members of the school system (Johnson, 2015). Interestingly, as highlighted by
Bredeson (2002), there are a plethora of terms such as in-service, staff development, continuing
education, training, and self-improvement that are used interchangeably with the term professional
development with little regard for any conceptual and practical differences.

Despite the apparent lack of consen