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Abstract 

Previous research demonstrates a wide range of empirical evidences, which leads to 

teacher effectiveness, pointing towards the contribution of psychological and 

organizational factors, but mostly conducted separately. The main objective of this 

study is to test a structural model with teacher self-efficacy and resilience as 

proposed mediators in the relationship between teacher wellbeing, professional 

development, perceived organizational support and effectiveness. This study 

employed a quantitative research method, which includes structural equation model 

testing. Data were gathered using cross-section approach, from 380 teachers of the 

secondary schools in Bauchi State, Nigeria. Partial Least Squares Structural Equation 

Modelling (PLS-SEM) was used to test the hypotheses and the proposed model. The 

findings indicated that teacher wellbeing directly predicted teacher resilience, self-

efficacy and teacher effectiveness; perceived organizational support directly 

predicted teacher resilience, self-efficacy and effectiveness; while teacher 

professional development only significantly and directly predicted teacher resilience, 

but did not predict teacher self-efficacy and effectiveness. It was also found that 

teacher resilience mediates the relationship between perceived organizational support 

and teacher effectiveness; and between teacher wellbeing and teacher effectiveness. 

However, teacher resilience does not mediate the relationship between teacher 

professional development and teacher effectiveness. Teacher self-efficacy is not a 

significant mediator of the relationship between any of the exogenous variables, with 

teacher effectiveness. Theoretically, the study contributes to the literature by 

concurrently test the two mediators, in identifying the direct and indirect influence of 

the selected psychological and organizational factors in explicating the variance of 

teacher effectiveness. Practically, it gives some guidance to all educational 

stakeholders, particularly in Bauchi State, Nigeria, to consider all the important 

factors included in the present study, aside from the previous empirical evidences, in 

making decisions with regard to their efforts towards enhancing teacher 

effectiveness. 

 

Keywords: Teacher Effectiveness, Teacher Wellbeing, Resilience, Self-Efficacy, 

Perceived Organizational Support.   
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Abstrak 

Kajian ini adalah untuk menguji model berstruktur yang mencadangkan efikasi 

kendiri dan resiliensi guru sebagai pengantara bagi hubungan antara kesejahteraan, 

perkembangan profesional, persepsi terhadap sokongan organisasi dan keberkesanan 

guru. Kajian ini menggunakan kaedah kajian kuantitatif yang melibatkan pengujian 

model kesamaan berstruktur. Data dikumpul dari 380 orang guru sekolah menengah 

di Bauchi State, Nigeria, melalui kajian keratan rentas. Partial Least Square 

Structural Equation Modelling (PLS-SEM) digunakan untuk menguji hipotesis dan 

model yang dicadangkan. Dapatan menunjukkan bahawa kesejahteraan guru juga 

secara langsung mempengaruhi resilien, efikasi kendiri dan keberkesanan guru; 

persepsi terhadap sokongan organisasi secara langsung, mempengaruhi resiliensi, 

efikasi kendiri dan keberkesanan guru; manakala perkembangan profesional guru 

secara langsung hanya mempengaruhi resiliensi guru, tetapi tidak mempengaruhi 

efikasi kendiri dan keberkesanan guru. Dapatan juga menunjukkan resiliensi 

merupakan mediator bagi hubungan antara persepsi terhadap sokongan organisasi 

dan keberkesanan guru; dan antara kesejahteraan guru dan keberkesanan guru. 

Namun resiliensi guru bukan mediator bagi hubungan antara perkembangan 

profesional guru dan keberkesanan guru. Efikasi kendiri guru bukan merupakan 

mediator bagi hubungan antara mana-mana pemboleh ubah eksogenous yang 

dicadangkan, dengan keberkesanan guru. Secara teori, kajian ini memberikan 

sumbangan terhadap literatur dengan menguji secara serentak dua mediator, untuk 

mengenalpasti pengaruh langsung dan tidak langsung faktor psikologi dan organisasi 

dalam menerangkan varians bagi keberkesanan guru. Secara praktikal, ia memberi 

panduan kepada semua pemegang taruh pendidikan, terutamanaya di Bauchi State, 

Nigeria, agar mempertimbangkan faktor penting dalam kajian ini, selain dari bukti 

empirical yang lalu, dalam membuat keputusan berkaitan dengan usaha ke arah 

meningkatkan keberkesanan guru. 

Katakunci: Keberkesanan Guru, Kesejahteraan Guru, Resilien, Efikasi Kendiri, 

Persepsi terhadap Sokongan Organisasi 

 



v 

 

Acknowledgment 

All praise is due to Allah (SWT), the Lord of the worlds who gave me the strength 

and courage to complete this gigantic work. May the peace and blessings of Allah 

(SWT) be upon our beloved prophet Muhammad (PBUH), his household, 

companions and those who follow them in righteousness till the Day of Judgment. 

The completion of this thesis, which marks a milestone in my life, would not have 

been possible without the assistance and support from many people.  

I want to express my gratitude to my two beautiful supervisors, Associate Professor 

Dr. Tengku Faekah binti Tengku Ariffin and Associate Professor Dr. Fauziah binti 

Md Jaafar for their patience, professional guidance, and excellent supervision 

throughout the Ph.D. journey. In many regards, they have also influenced my 

thinking, understanding, and the style of writing. They have confidence in me and 

they believed that I possess a high level of academic self-efficacy.  They have 

generously offered me valuable comments, suggestions, and constructive criticism 

toward improving this work. They also encouraged me to publish in reputable 

journals and conference proceedings during the long and challenging Ph.D. journey. 

I want to say a huge thank you to both of you. May Allah (SWT) reward them with 

Jannah Firdaus. 

I am indebted to my mother, and a father who sacrificed a lot but did not live to see 

this, may Allah (SWT) reward them with Jannatul Firdaus. My appreciation goes to 

my wife and kids for their love; this journey would have been a lonely one without 

you, thank you. I want to express my gratitude to all my brothers and sisters for 

supporting me with their prayers.  

My precious thanks go to the management staff of Bauchi State University Gadau for 

giving me this opportunity to pursue this Ph.D. degree.  

Lastly, I will not forget entire members of the school of Education and Modern 

languages, Ph.D. scholars for their advice and contributions towards completion of 

the research. 

Alhamdulillah Rabil Alamin 

  

  



vi 

 

Dedication 

This work is dedicated to my beloved wife, Habiba Sani Aliyu, and my cherished 

children Mahmud, Fatimah, Hauwa, and Ahmad for their patience and understanding 

throughout my absence to undertake this research. 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

  



vii 

 

Table of Contents 

 

Permission to Use ................................................................................................................ ii 

Abstract .............................................................................................................................. iii 

Abstrak ............................................................................................................................... iv 

Acknowledgment ................................................................................................................ v 

Dedication .......................................................................................................................... vi 

Table of Contents .............................................................................................................. vii 

List of Tables.................................................................................................................... xiii 

List of Figures ................................................................................................................... xv 

List of Abbreviation ......................................................................................................... xvi 

CHAPTER ONE  INTRODUCTION ............................................................................... 17 

1.1 Introduction ...................................................................................................... 17 

1.2 Background of the Study .................................................................................. 18 

1.3 Problem Statement ........................................................................................... 21 

1.4 Objectives of the Study .................................................................................... 30 

1.5 Research Questions .......................................................................................... 31 

1.6 Research Hypothesis ........................................................................................ 31 

1.7 Conceptual Model of the Study ........................................................................ 33 

1.8 Significance of the Study ................................................................................. 35 

1.9 Operational Definitions .................................................................................... 36 



viii 

 

1.9.1 Teacher Effectiveness ................................................................................ 36 

1.9.2 Teacher Well-being.................................................................................... 36 

1.9.3 Teacher Professional Development ........................................................... 37 

1.9.4 Teacher Resilience ..................................................................................... 37 

1.9.5 Teacher Self-Efficacy ................................................................................ 37 

1.9.6 Perceived Organizational Support ............................................................. 37 

1.10 Summary of the Chapter ................................................................................. 37 

CHAPTER TWO LITERATURE REVIEW .................................................................... 39 

2.1 Introduction ...................................................................................................... 39 

2.2 The Concept of Teacher Effectiveness ............................................................. 39 

2.3 Self-Determination Theory ............................................................................... 45 

2.4 Organizational Support Theory ........................................................................ 47 

2.5 Psychological and Organizational Factors Related to Teacher Effectiveness and 

Other Positive Behaviours ...................................................................................... 48 

2.5.1 Teacher Wellbeing ..................................................................................... 48 

2.5.2 Teacher Professional Development ........................................................... 52 

2.5.3 Teacher Resilience ..................................................................................... 59 

2.5.4  Teacher Self-efficacy ................................................................................ 63 

2.5.6 Perceived Organizational Support ............................................................. 73 

2.6 Teachers and Teaching in Nigeria .................................................................... 77 

2.7 Summary of the Chapter ................................................................................... 83 

CHAPTER THREE METHODOLOGY .......................................................................... 85 



ix 

 

3.1 Introduction ...................................................................................................... 85 

3.2 Research Design ............................................................................................... 85 

3.3 Population of the Study .................................................................................... 86 

3.4 Sampling Techniques ....................................................................................... 88 

3.5 Sample Size and Power Analysis ..................................................................... 89 

3.6 Measurement of Variables and Instrumentation............................................... 92 

3.6.1 Teacher Effectiveness ................................................................................ 92 

3.6.2 Teacher Wellbeing ..................................................................................... 93 

3.6.3 Teacher Professional Development ........................................................... 94 

3.6.4 Teacher Resilience ..................................................................................... 94 

3.6.5 Teacher Self-Efficacy ................................................................................ 95 

3.6.6 Perceived Organizational Support ............................................................. 96 

3.7 Pilot Study ........................................................................................................ 97 

3.7.1 Content Validity Test ................................................................................. 97 

3.7.2 Reliability Test ........................................................................................... 98 

3.8 Data Collection Procedures .......................................................................... 99 

3.9 Data Analysis ................................................................................................. 101 

3.10 Summary of The Chapter ............................................................................. 103 

CHAPTER FOUR ........................................................................................................... 104 

ANALYSIS ..................................................................................................................... 104 

4.1 Introduction .................................................................................................... 104 

4.2 Response Rate ................................................................................................ 104 



x 

 

4.3  Data Screening and Preliminary Analysis ..................................................... 105 

4.3.1 Data Coding and Screening ..................................................................... 106 

4.3.2 Analysis of the Missing Value .................................................................... 106 

4.3.3 Common Method Bias Test ...................................................................... 107 

4.3.4 Assessment of Outliers ............................................................................ 110 

4.4 Normality Test ................................................................................................ 111 

4.4.1 Homoscedasticity ..................................................................................... 114 

4.5 Multicollinearity ............................................................................................. 115 

4.6 Non-Response Bias Test ................................................................................ 117 

4.7 Demographic Profile of the Respondents ....................................................... 120 

4.8 Descriptive Statistics for Latent Variables ..................................................... 122 

4.9 Exploratory Factor Analysis ........................................................................... 123 

4.9.1 Dimensions of Teacher Effectiveness...................................................... 125 

4.9.2. Dimensions of Teacher Wellbeing ......................................................... 128 

4.9.3 Dimensions of Teacher Professional Development ................................. 129 

4.9.4 Dimensions of Teacher Resilience .......................................................... 131 

4.9.5 Dimensions of Teacher Self-Efficacy ...................................................... 133 

4.9.6 Dimensions of Perceived Organizational Support ................................... 134 

4.10 Evaluation of PLS-SEM Result .................................................................... 135 

4.11 Assessment of The Measurement Model ..................................................... 137 

4.12 Individual Item Reliability of Reflective Measurement Models .................. 139 

4.13 Internal Consistency Reliability of Reflective Models ................................ 144 



xi 

 

4.14 Convergent Validity of Reflective Models................................................... 144 

4.15 Discriminant Validity of Reflective Models ................................................ 145 

4.16 Heterotrait Monotrait Ratio of Correlations (HTMT) .................................. 152 

4.17 Assessment of the Structural Model ............................................................. 156 

4.18 Hypotheses Testing for Direct Relationships ............................................... 156 

4.19 Coefficient of the Determination (R2) ......................................................... 159 

4.20 Assessment of Effect Size for the  Direct Relationship (F
2
) ........................ 161 

4.21 Assessment of Predictive for Relevance Direct Relationship (Q
2
) .............. 162 

4.22 Hypotheses Testing for Mediating Relationships ........................................ 162 

4.23 Summary of the Chapter ............................................................................... 169 

CHAPTER FIVE ............................................................................................................. 171 

DISCUSSION AND CONCLUSIONS .......................................................................... 171 

5.1 Introduction .................................................................................................... 171 

5.2 Review of the Study Findings ........................................................................ 171 

5.3 Discussions ..................................................................................................... 173 

5.3.1 Direct relationships between teacher wellbeing, engagement in 

professional development, perceived organizational support, self-efficacy, 

resilience, and teacher effectiveness. ................................................................. 174 

5.3.2 The mediation role of teacher resilience and teacher self-efficacy in the 

relationship between teacher wellbeing, engagement in professional development, 

and perceived organizational support, with teacher effectiveness. ...................... 176 

5.4.1 Theoretical Implications .......................................................................... 177 



xii 

 

5.4.2 Practical Implications .............................................................................. 178 

5.4.3 Methodological Implications ................................................................... 179 

5.5 Limitations of the Study ................................................................................. 180 

5.6 Suggestion for Further Studies ....................................................................... 181 

5.7 Conclusion ...................................................................................................... 182 

REFERENCES ................................................................................................................ 184 

APPENDIX A ................................................................................................................. 216 

APPENDIX B ................................................................................................................. 223 

APPENDIX C ................................................................................................................. 236 

 



xiii 

 

List of Tables 

Table 3.1: Population and Sample Size...................................................................... 87 

Table 3.2 Measures of Teachers Effectiveness .......................................................... 92 

Table 3.3 Measures of Teacher Wellbeing ................................................................ 93 

Table 3.4 Measures of Teacher Professional Development ....................................... 94 

Table 3.5 Measures of Teacher Resilience ................................................................ 95 

Table 3.6 Measures of Teacher Self-Efficacy ............................................................ 95 

Table 3.7 Measures of Perceived Organizational Support ......................................... 96 

Table 3.8 Reliability Test ........................................................................................... 99 

Table 4.1 Response Rate of the Questionnaires ....................................................... 105 

Table 4.2 Construct Coding ..................................................................................... 106 

Table 4.3 Normality Test: Skewness and Kurtosis Statistics (n=380) ..................... 112 

Table 4.4 Multicollinearity Correlations among the Exogenous Variables ............. 116 

Table 4.5 Multicollinearity Test based on Tolerance and VIF Values .................... 117 

Table 4.6 Group Descriptive Statistics for the Early and Late Respondents ........... 118 

Table 4.7 Independent Samples to Test ................................................................... 119 

Table 4.8 Summary of Respondents’ Demography Profile ....................................... 98 

Table 4.9 Descriptive Statistics for Latent Variables ............................................... 122 

Table 4.10 Reliability Test of the Latent Constructs ............................................... 125 

Table 4.11 Reliability of the Dimensions of Teacher Effectiveness (TE) ............... 125 

Table 4.12 Exploratory Factor Analysis for parceled items of Teachers’ Wellbeing. 

Factor loadings based on principal axis factoring and direct oblimin rotation method

 .................................................................................................................................. 126 

Table 4.13 Reliability of the Dimensions of Teachers’ Wellbeing (TWB) ............. 128 

Table 4.14 Exploratory Factor Analysis for parceled items of Teachers’ Wellbeing. 

Factor loadings based on principal axis factoring and direct oblimin rotation method

 .................................................................................................................................. 129 

Table 4.15 Reliability of the Dimensions of Teachers' Professional Development 

(TPD)………………………………………………………………………………130 

Table 4.16 Exploratory Factor Analysis for parceled items of Teachers' Professional 

Development. Factor loadings based on principal axis factoring and direct oblimin 

rotation method ........................................................................................................ 130 

Table 4.17 Reliability of the Dimensions of Teacher Resilience (TR) 

 .................................................................................................................................. 131 

Table 4.18 Exploratory Factor Analysis for parceled items of Teacher Resilience. 

Factor loadings based on principal axis factoring and direct oblimin rotation method 

 .................................................................................................................................. 132 



xiv 

 

Table 4.19 Reliability of the Dimensions of Teacher Self-Efficacy (TSF)………..133 

Table 4.20 Exploratory Factor Analysis for parceled items of Teacher Self-Efficacy. 

Factor loadings based on principal axis factoring and direct oblimin rotation method

 .................................................................................................................................. 133 

Table 4.21 Reliability of the Dimensions of Perceived Organizational Support (POS) 

 .................................................................................................................................. 134 

Table 4.22 Exploratory Factor Analysis for parceled items of Perceived 

Organizational Support. Factor loadings based on principal axis factoring and direct 

oblimin rotation method ........................................................................................... 135 

Table 4.23 Steps in PLS-

SEM……………………………………………………...113 

Table 4.24 Measurement Model: Reliability and Convergent Validity……………141 

Table 4.25 Measurement Model: Discriminant Validity (Fornell-Lacker Criterion) of   

the First Stage……………………………………………………………………...147 

Table 4.26 Measurement Model: Discriminant Validity Loadings and Cross 

Loadings of First Stage…………………………………………………………….149 

Table 4.27 HTMT First Stage ……….…………………………………………….155 

Table 4.28 Structural Model: Test of Significance for Direct Relationships..…….159 

Table 4.29 Coefficient of Determination for Direct Relationships: R-

Squared……159 

Table 4.30 Assessment of the Effect Size for Direct Relationships: F-Square……161 

Table 4.31 Predictive Relevance for Direct Relationships: Q-Square……………..162 

Table 4.32 Structural Model: Test of Significance for Mediating Relationships .... 168 

 

 

 

  



xv 

 

List of Figures 

 

Figure 1.1. Theoretical framework - The combination of SDT and OST .................. 29 

Figure 1.2. Conceptual framework............................................................................. 36 

Figure 3.1. G-Power ................................................................................................... 90 

Figure 4.1. Histogram and Normal Probability Plots ............................................... 113 

Figure 4.2. Normal P-Plot Regression ..................................................................... 114 

Figure 4.3. Standardized Residuals against the Standardized Predicted Value ....... 115 

Figure 4.4. Measurement Models............................................................................. 141 

Figure 4.5. PLS Algorithm (Direct Relationship) .................................................... 158 

Figure 4.6. PLS Algorithm (Mediating Relationship) ............................................. 167 

 

 

  



xvi 

 

List of Abbreviation 

CMV  Common Method Variance 

DV  Dependent Variable 

HCM  Hierarchical Component Models 

IV  Independent Variable 

HOC  Higher-Order Component 

HTMT  Heterotrait Monotrait Ratio of Correlations 

LOGs  Lower Order Components 

LL  Lower Level 

MOHE  Ministry of Higher Education 

NCCE  National Council of Colleges of Education  

OST  Organizational Support Theory 

PLS  Partial Least Squares  

POS  Perceived Organizational Support 

SDT  Self-Determination Theory 

SE  Standard Error 

SPSS  Statistical Package for the Social Sciences  

STD  Standard Deviation  

SUBEB State Universal Basic Education Board 

TE  Teachers' Effectiveness 

TET  Teachers' Effectiveness Training 

TPD  Teachers' Professional Development 

TPDP  Teachers' Professional Development Programme 

TPW  Teachers’ Professional Wellbeing 

TR  Teachers' Resilience 

TSF  Teachers' Self-Efficacy 

TWB  Teachers' Wellbeing 

UL  Upper Level 

UNESCO  United Nation Educational Scientific Cultural Organization 

VAF  Variance Accounted For 

VIF  Variance Inflation Factor  

 

 

 

 

 



 

17 

 

CHAPTER ONE  

INTRODUCTION 

1.1 Introduction 

The chapter covers the introduction of the study, which comprised the 

background of the study by highlighting the importance of teacher effectiveness 

and then coined it generally to several related factors to set the tone of this thesis. 

The problem statement of the study discussed, and research questions specifically 

identified. Besides, the objectives of the study tallied with the research questions, 

and so are the research hypothesis. The conceptual model, which includes three 

independent (exogenous) variables (Teacher Wellbeing, Professional 

Development, and Perceived Organizational Support), two mediating variables 

(Teachers' Self-efficacy and Teacher Resilience) and one dependent (endogenous) 

variable (Teachers' Effectiveness), elaborated and the underpinning theory briefly 

mentioned and highlighted. The chapter also addressed significance of the current 

research in accordance the importance in the state, and, finally, the operational 

definitions described according to the variables of interest in this study. 

Teacher effectiveness would enable the students to learn and discuss; promote 

engagement; reduce student anxiety and maximize their academic performance 

(Canales and Maldonado, 2018; Johnson et al., 2007; Van de Grift et al., 2017). A 

study on teacher effectiveness in the United States of America (USA) by Buhl-

Wiggers, Kerwin, Smith and Thornton (2017) found that the quality of teaching 

as related teacher effectiveness found as a moderately predictive factor for the 

significant difference in students’ test scores. The conclusion holds still, even 
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after considering the relatively big difference in the standard deviation between 

the teachers’ quality among the sample in the study. 

Teacher effectiveness entails their productivity and efficiency in utilizing the 

educational resources – students, other teachers, school curriculum, managers, 

parents, instructional materials, and school facilities, for the accomplishment of 

the present educational goals. An effective teacher optimizes the available school 

possessions to improve the attainment of state government education objectives 

are recognized. As the most significant school factor that affecting students' 

performance, it was claimed that the poor academic performance of students can 

be blamed on the teachers (Alshmmari et al., 2017; Habibi et al., 2019; Kapur, 

2018). Teachers' effectiveness varies from teacher to teacher. A crowd of the 

teachers may eradicate its approach towards their teaching experience, self-

efficacy, innovativeness, teaching style, level of qualifications, creativity, and the 

likes (Joseph et al. 2016). 

1.2 Background of the Study 

The United Nations Educational Scientific and Cultural Organization (UNESCO, 

2015) suggested that developing countries should spend 15-20% of their public 

expenditure on education. However, some of the countries do not comply with the 

suggestion. Nigeria, for instance, spends only 10% or less of the annual budget on 

the education sector (UNESCO-GEM, 2016). This has led to the helplessness of 

the government to provide the schools with new modern teaching facilities. 

Teachers are working in poor conditions, and the situation makes neither the 

schools nor the teachers themselves effective (Bettini and Park, 2018; Geiger and 

Pivovaroya, 2018). Most of the educational policies in Nigeria were proposed by 
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the politicians. They may know something about education, but when these 

policies to be implemented by the teachers, usually they ended up not working as 

those policies run parallel to the institutional constraints of the nation (Abraham 

et al., 2012). 

On the contrary, in some other parts of the world, abundant financial assistance 

offered not only by the government but also by individuals to support education. 

Bill and Melinda Gates Foundation, for instance, invested hundreds of millions of 

dollars to jump-start teacher policy reforms in some of the school districts in 

which Bill Gates is working intimately to implement changes to teacher policy 

and to evaluate the implications of those changes (Paper and Goldhaber, 2016). 

Educational policy should also support teacher professional development 

(Darling-Hammond, 2017).  Training and re-training are designed to develop 

teachers professionally, through the enhancement of teachers’ knowledge, skills, 

and attitudes, which in turn, would enhance the teaching of students. Teacher 

development is important particularly for ensuring the transfer of pedagogical 

skills, especially for those teachers who are in the beginning of their teaching 

career. There are also many significant professional development programmes, 

which are suitable for the more senior teachers. In other words, teacher 

professional development can be a means for upscaling teachers at different levels 

of career stages (Rahman, Jumani, Akhter, Chisthi and Ajmal, 2011). 

It was reported in previous studies that teacher development programmes in 

Nigeria becomes a substance of great apprehension (Barnes et al., 2019). To a 

certain extent, the challenges faced by Nigerian teachers appears herculean and 

seems prominent (Evue, 2013). This is currently a major challenge to teacher 
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education in Nigeria. As the globe gradually turns into a global village, it is a call 

for teachers to have coinage, operate effectively and efficiently in the adjoining 

future. Teachers need to swallow the new methodologies and technologies of the 

advanced countries in the world (Akinduyo, 2014). 

In general, teachers in Nigeria are regarded respectfully by the society in that the 

organization sees them as role models in the community. The society recognizes 

efforts from the teachers towards youth discipline, moral upbringing, and 

educational development (National Policy of Education, 2014). Meanwhile, 

teachers work tirelessly with the community leaders geared towards societal 

development (Nath et al. 2012).  However, authorities sometimes do not take 

steps to monitor the interests of the school administrators. Indeed, teachers are 

facing some problems in our educational system in Nigeria . 

With all the constraints faced by teachers, it becomes even more critical for an 

individual teacher to possess positive psychology in them.  For teachers to be able 

to carry out their job more confidently, they need to have self-efficacy. It means 

teachers themselves must believe that they have the teaching capability and 

initiative to engage students to learn and overcome external educational factors 

(Rutherford et al., 2017; Shahzad and Naureen, 2017). Teachers with self-efficacy 

believe that they can influence student behaviors (Shaukat, 2012). Self-efficacy 

concept evolved from the Social Cognitive Theory of Bandura (1977), which 

highlighted that self-efficacy is the capability to systematize and carry out the 

courses of accomplishment necessary to make given attainments. 

Other psychological features that are of value and should be considered when 

examining teachers who are working under difficult and challenging school 
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conditions, includes factors such as teacher resilience and well-being (Flores, 

2018; Papatraianou et al., 2018).  Teachers need to be able to attune their needs 

and prospect to the context demands of the school. Teacher resilience towards 

adversity in the school, together with their ability to be self-sufficient enough to 

retain their wellbeing, are significant attributes of an effective teacher (Fernandes 

et al., 2020; Mansfield, 2020; Wosnitza et al., 2018). With such capacity, teachers 

can lead to the development of genuine human relationships with students and 

generate a self-ruled and agreeable classroom, thus affirms moral and emotional 

as well as cognitive sources of satisfaction in school (Entwistle, 1987).  

1.3 Problem Statement 

There have been a series of comments on the falling standard of the education 

system in Nigeria.  The eventual goal of secondary education Nigeria is to 

develop the individuals' mental capability and character of advanced education in 

and functional living within the society (National Policy of Education, 2013). 

From all indications, every commentator on the issue pointed accusing fingers at 

the teachers in providing quality education in Bauchi State and Nigeria in general 

(Akindele, 2014). There is a societal demand for teacher effectiveness in teaching 

and an increasing apprehension about the consciousness of secondary school 

objectives because most principals give small concentration to the regulation of 

teaching behavior in secondary schools (FRN, 2014). 

Recently, teachers’ capabilities and effectiveness in teaching were challenged due 

to students' poor academic performance, thus raising concerns among the 

stakeholders of education in Nigeria (Iroegbu and Etudor-Eyo, 2016).  Teacher 

effectiveness is the most significant construct that contributes to the generally 

high performance of any school (Hattie, 2003). The teaching processes in 
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different schools produce different results depending on the eminence of teachers' 

effectiveness in the diverse educational institutions (Muranda, 2015; Desta, 

2014). Teachers are required to be effective as well as attentive for the 

development of the students. For teachers to carry out their responsibilities more 

effectively and committedly, a convinced amount of independence is supposed to 

be empowered to them (Yusoff and Tengku-Ariffin, 2020). This would give them 

higher sense of accountability, which may result in them being able to meet the 

diverse needs of students. Both teachers and the principal must be accountable of 

the impartiality and mutual respect to creating a positive school environment. 

Given the importance of the school organizational climate and support from the 

colleagues and administrators, it was mentioned that much research needs to been 

done in this regard (Bai, Heydari and Niknahad, 2014). 

In Nigeria, it was claimed that the teachers are not supported by the authorities 

concerned in their workplaces, despite the laudable contribution given towards 

educational development (Malik, Kazmi, and Nadeem, 2016). The concept of 

perceived organizational support (POS) has been set up to encompass significant 

work associated consequences that comprise teacher performance (Murthy, 

2017). It is another way of looking at the contribution of organizational support 

from the teachers’ point of view.  Teachers develop a convection system on the 

amount in which the solid values of their involvement in caring about their well-

being (Malik et al. 2016). The school views POS as a way to gauge the 

organizational support in a professional behavior aspect, and reflects the degree in 

which teachers perceive organizational support can influence them as individuals 

and the way they do things (Mohamed and Ali, 2015).  Besides, organizational 

support is vital for teacher professional development purposes.  It is important 
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that teachers positively feel that the school where they work at and relevant 

educational organizations in general, are providing opportunities for training, 

workshops, seminars and other professional development programmes, in order to 

increase their professionalism and boost their confidence and effectiveness in 

teaching. 

Besides the organizational factors, there are diverse psychological factors that 

affect teacher effectiveness in schools. Onyekuru and Ibegbunam (2013) 

established that teaching effectiveness of secondary schools teachers in Emohua 

was the least standard. Their study found that several psychological factors had a 

significant influence on the teacher effectiveness in elementary schools, while 

demographic factors such as gender had no significant impact. These 

psychological factors include resilience, well-being, and teacher motivation 

(Muranda, Ncube, Mapolisa and Tshabalala, 2015). The detrimental effects of 

teaching-related stress on the well-being and effectiveness of teachers have 

garnered substantial attention in educational research among the efforts to combat 

(Kaur, 2013; Akindele, 2014).  Docentes, Instituição and Ensino (2017) examined 

the influence of well-being at work and health changes of teachers in a higher 

education institution.  Similarly, Fernandes et al. (2019) found that teacher 

resilience and well-being can be obtained through teacher continuous professional 

development.  The absence of teacher resilience and well-being could lead to due 

to depression among teachers Jennings (2014). Jennings (2014) examined 

teacher's psychosocial wellbeing in relationship to the dimensions of quality of 

teaching environments. It was further elaborated that teacher who reports of 

wellbeing, self-compassion, and mindfulness, would contribute significantly 

towards student excellence.  
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Most of the teachers in Nigerian are suffering from the emotional collapse right 

from the beginning of their teaching careers, and leave the profession within the 

first few years of their teaching (Ajayi and Olatunji, 2019; Iyore, 2018).  One of 

the main reasons for a high level of stress and tiredness was due to the stringent 

emotional circumstances than they are experiencing, coupled with lack of the 

teachers' wellbeing and support from the school management or stakeholders 

(National Policy of Education, 2014; Ojeka, Dickson, and Edeoga, 2019). 

According to the pro-social theoretical model,  teachers who establish social and 

emotional capability can manage their classrooms better and get their students to 

be more engaged in learning (Jennings, 2014; Welmilla, 2020).  The study 

suggests that teachers’ psychosocial emotions and wellbeing are essential for 

teachers to be able to maintain a conducive learning environment and give 

meaningful and effective teaching and learning experience. Even the students 

themselves found that teacher emotions play important role in determining quality 

teacher-student relationship (Shea, 2019). 

The second psychological factor included in the present study, which is an 

essential constituent of the cognitive theory, is teacher self-efficacy. Self-efficacy 

is the self-perception and belief of one’s ability in carrying out the tasks and the 

feeling of accomplishment (Bandura, 1998: Savaş et al., 2015). It is an 

individual’s belief about the ability to manage responsibilities (Türkoğlu et al.,  

2017). This serve as a critical factor in enhancing teachers' excellence and 

promote quality in education system (Shaukat, 2012). Moreover, Rebecca and 

Kent (2016), and Rutherford et al. (2017) observed that teacher efficacy is one of 

the teacher's individualities that dependably predict teachers' and students' 

outcomes. Given the above, it is not the teachers’ academic performance, and 
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qualifications, connected to better students' academic performance. However, it is 

their self-efficacy that was found as highly correlated to the enhancement of 

students' performance (Infurna, 2016; Shahzad and Naureen, 2017). Teachers 

who are confident in their skill to teach and effective in teaching will influence 

the student to indicate some perseverance.  

Alongside teachers’ academic achievements, the utilization of more sophisticated 

pedagogies, or teaching methods, and the ability to provide coaching and 

mentoring to students, compliments their academic achievements. Instructors 

with such capability can have more impact on their students (Rodríguez et al., 

2014). Teacher self-efficacy belief is shaped and customized by the 

communication of individual, environment, and behavioral factors (Renner and 

Pratt, 2017). Skaalvik, (2014) found that the teacher self-efficacy and teacher 

autonomy are related to their motivation and emotional outcomes. Teacher self-

efficacy and teacher autonomy or independence, are the concepts which are 

related to self-regulating for engagement in job and thus contributes to their 

satisfaction in doing their work. Self-efficacy is very important in the Nigerian 

context, as it would help teachers to believe in the skill to plan, organize, and 

implement activities necessary to accomplish given the educational goals and 

objectives. The level of teacher self-efficacy and their effectiveness to ensure 

students' academic performance in the schools need to be studied in order to find 

the relatedness among these factors. Novice teachers who are at the beginning of 

their teaching career are struggling to adapt and thus are more likely to quit the 

job if they do not acquire sense of confidence in their work (Raymond-West and 

Rangel, 2020; Turkoglu et al., 2017). Therefore, teacher efficacy may also 
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contribute to the more proximal effect of ensuring the sustainability of teachers in 

the profession (Tengku Ariffin et al., 2014; Whalen et al., 2019).   

A concept which is also closely related to sustainability is perhaps teacher 

resilience (Botou, Mylonakou-keke, Kalouri, and Tsergas, 2017). In 

psychological research, resilience is often operationalized as individual 

excellence or victory in the face of adversity. A person who appears resilient in 

demanding environments for instance, and burdened with unending sickness, 

mistreatment, poverty, would deliberately strengthen up their character as a way 

to overcome their challenges and later appreciate on how they endorse resilience 

(Yonezawa, Jones, and Singer, 2011). In the workplace sense, it refers to 

employees who can withstand a certain amount of work stress, mistreated, lack of 

opportunity for development, poor work conditions, and the likes. Meanwhile, a 

psychological perspective of resilience was given more attention to personal 

character, ecological factors, and the procedure and strategy that take place on the 

lively communication flanked by the rest (Ainsworth and Oldfield, 2019). It is 

significant to highlight that the liability has potential for further exploration 

through another perspective. Constructionist theories have called for a more 

extensive understanding of the successful account earned and what demanding 

condition it takes for a person to become resilience and eventually, reap 

excellence (Mansfield, 2020; Wosnitza et al., 2019). In this research, both teacher 

self-efficacy and teacher resilience are considered mediating factors, which can 

bridge the connection between the proposed exogenous variables (teacher 

wellbeing, professional development, perceived organizational support) and the 

endogenous variable (teacher effectiveness). They are proposed as plausible 

mediating factors because they are factors that has potential to contribute to 
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behavioral outcomes and they themselves are often used as the outcomes of other 

relevant and contributing factors. 

With regard to professional development, the study recommended that there 

would be differences in the influence of the psychological and organizational 

elements in a teacher when considering the influence of the exposure of teachers’ 

in professional development activities as one of the control factors (Barnes et al., 

2019; Darling-Hammond, 2017).  That is why in this research, the variable 

teacher professional development is postulated as another independent variable 

(exogenous) which can directly and indirectly (via the mediators, self-efficacy 

and resilience), contribute towards teacher effectiveness. 

Based on the abovementioned studies, besides the teacher factors, some of the 

other direct proof of the effects of the quality of teaching in African countries is 

negligible. There is a range for the policymakers and stakeholders to develop 

teaching by emulating the teacher's training to be the most effective quality 

teacher support and mentoring. It was noted that despite the importance of 

teaching quality for student learning, it was not being emphasized that much 

across classrooms in Africa (Olasehinde-Williams, Yahaya and Owolabi, 2018). 

Seriously, the educational policy in Africa should focus on selecting and 

recruiting the best candidates to become teachers and changing how teachers are 

being trained in the teaching colleges and/or universities (Buhl-wiggers, Kerwin, 

Smith, and Thornton, 2017). Both organizational and personal stipulations can 

affect teacher effectiveness (Syed, Rehman, Hussain, and Shaikh, 2016). 

The combination of a psychological theory, i.e., the Self-Determination Theory 

(SDT) and an organizational theory, i.e., Organizational Support Theory (OST) 
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can explain the importance of psychological factors and organizational factors. It 

also contributed immensely, geared towards the teachers’ development in general 

perception concerning the organizational values. This can be illustrated by the 

Theoretical Framework as in Figure 1.1. 

 

  

 

 

 

 

 

 

 

 

Figure 1.1. Theoretical Framework - The combination of Self 

Determination Theory and Organizational Support Theory 

 

Self-determination Theory (SDT) describes the development and motivation of a 

person through three important elements, i.e., competence, autonomy and 

relatedness. When used in the context of the school, this theory can offer 

explanation on how psychological factors, such as teacher self-efficacy, teacher 

resilience and teacher wellbeing, can respectively contribute to teacher 

effectiveness from the psychological development perspective. In order to 

achieve positive work outcomes, these three psychological elements need to be 

further enhanced with the organizational factors. This is where Organizational 

Support Theory (OST) comes in.  OST have been used in research to explain the 
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person-organization relationship. For a person to gain competence, he or she must 

gain support from the organization. All the efforts they have shown must be 

acknowledged by the organization; they must feel that the organization cares 

about their wellbeing and their values are recognized. In turn, they would 

reciprocate by becoming more competent and have a sense of relatedness. OST 

has established relationships with other job-related teacher behaviour constructs 

such as commitment, satisfaction and job performance. The organizational factors 

highlighted in the current research are Perceived Organizational Support and 

Teacher Professional Development. Teacher Professional Development is also 

part of the support a teacher should get in order for them to be competent. 

To sum up, literature shows that most of the studies on teacher effectiveness 

pointed to the importance of personal and organizational factors, which can bring 

about positive behaviors of teachers (Akindele, 2014; Meindinyo and Ikurite, 

2017; Muranda et al. 2015). However, most previous studies would include the 

psychological factors or organizational factors in separation.  It would be more 

meaningful to look at both aspects in a single study to see the cumulative variance 

they would contribute to explaining teacher effectiveness, because in any work 

setting both sets of factors are seen as always interacting with one another in the 

real context (Dou et al, 2019; Lysova et al., 2019).  At the same time, we can also 

observe the strength of the contribution of each factor.  The present research uses 

a structural modeling approach to test the complicated relationship between 

teachers’ psychological factors (self-efficacy, wellbeing, and resilience), and the 

organizational factors (professional development and other organizational 

support) and see how these factors contribute towards teacher effectiveness in 

Bauchi State secondary school setting.  
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In addition, the current study also tested the possibility of mediational factors 

existing concerning the independent variable and dependent variable, which 

signifies a direct and indirect relationships between independent and dependent 

variables. Based on the argument, all the independent variables, i.e., teacher 

wellbeing, teacher professional development, perceived organizational support, 

were postulated to have direct relationships with teacher effectiveness, as the 

dependent variable. However, somehow or rather, the relationships between these 

independent variables may not be linear or straightforward. Therefore, the 

contribution of such direct relationships may not result in large variance, in 

explaining the dependent variable. In such a more complex relationship involving 

the organizational and psychological factors to explain teacher effectiveness, the 

variables teacher resilience and teacher self-efficacy, were postulated as the 

mediators. These two variables are deemed as important factors for teacher 

effectiveness, and they are plausible psychological factors resulted from other 

psychological and/or organizational factors. 

1.4 Objectives of the Study 

The general objectives of the present study are to examine the relationship 

between teacher wellbeing, engagement in professional development, perceived 

organizational support, teacher self-efficacy, teacher resilience with teacher 

effectiveness. Precisely, the objectives are as follows: 

RO 1: To examine the relationships between teacher wellbeing, 

engagement in professional development, perceived organizational 

support, teacher self-efficacy, teacher resilience, and teacher 

effectiveness. 
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RO 2: To examine the role of teacher self-efficacy as the mediator in the 

relationships between teacher wellbeing, engagement in professional 

development, and perceived organizational support, with teacher 

effectiveness.  

RO 3: To examine the role of teacher resilience as the mediator in the 

relationships between teacher wellbeing, engagement in professional 

development, and perceived organizational support, with teacher 

effectiveness. 

1.5 Research Questions 

Given the abovementioned research problems, this study focuses mainly on 

answering the following questions: 

RQ 1: What are the relationships between teacher wellbeing, engagement 

in professional development, perceived organizational support, teacher 

self-efficacy, teacher resilience, and teacher effectiveness? 

RQ 2: Does the teacher self-efficacy mediate the relationships between 

teacher wellbeing, engagement in professional development, and 

perceived organizational support, with teacher effectiveness? 

RQ 3: Does the teacher resilience mediate the relationships between 

teacher wellbeing, engagement in professional development, and 

perceived organizational support, with teacher effectiveness? 

1.6 Research Hypothesis 

The research hypotheses of the study were proposed following the research 

questions.  
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RQ1: What are the relationships between teacher wellbeing, engagement 

in professional development, perceived organizational support, teacher 

resilience, teacher self-efficacy and teacher effectiveness? 

HO1: There is a significant relationship between teacher wellbeing and 

teacher effectiveness. 

HO2: There is a significant relationship between teacher wellbeing and 

teacher self-efficacy 

HO3: There is a significant relationship between teacher wellbeing and 

teacher resilience 

HO4: There is a significant relationship between engagement in 

professional development and teacher effectiveness. 

HO5: There is a significant relationship between engagement in 

professional development and teacher self-efficacy. 

HO6: There is a significant relationship between engagement in 

professional development teacher resilience 

HO7: There is a significant relationship between perceived organizational 

support and teacher effectiveness. 

HO8: There is a significant relationship between perceived organizational 

support and teacher self-efficacy. 

HO9: There is a significant relationship between perceived organizational 

support and the teacher resilience 

HO10: There is a significant relationship between teacher self-efficacy and 

teacher effectiveness 

HO11: There is a significant relationship between teacher resilience and 

teacher effectiveness 
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RQ3: Does teacher self-efficacy mediate the relationship between teacher 

wellbeing, engagement in professional development, perceived 

organizational support, and teacher effectiveness? 

HO12: There is a significant indirect relationship between teacher 

wellbeing and teacher effectiveness, mediated by teacher self-efficacy. 

HO13: There is a significant indirect relationship between engagement in 

professional development and teacher effectiveness, mediated by teacher 

self-efficacy. 

HO14: There is a significant indirect relationship between perceived 

organizational support and teacher effectiveness, mediated by teacher self-

efficacy. 

RQ4. Does the teacher resilience mediate the relationships between 

teacher wellbeing, engagement in professional development, and 

perceived organizational support, with teacher effectiveness? 

HO15: There is a significant indirect relationship between teacher wellbeing 

and teacher effectiveness, mediated by teacher resilience. 

HO16: There is a significant indirect relationship between engagement in 

professional development and teacher effectiveness, mediated by teacher 

resilience. 

HO17: There is a significant indirect relationship between perceived 

organizational support and teacher effectiveness, mediated by teacher 

resilience. 

1.7 Conceptual Model of the Study 

A conceptual model is a representation of the interrelations between variables of 

interest. The figure below illustrated the conceptual model of the present study. In 
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the conceptual model below, teacher wellbeing, professional development are the 

exogenous variables, which are postulated as influencing teacher effectiveness, 

through the mediation of teacher self-efficacy and teacher resilience.  

 

 

 

 

 

 

 

 

 

 

 

 

 

 

Figure1.2. 

Conceptual framework 

This model is based on two important theories, i.e., Organizational Support 

Theory which uphold organizational factors (perceived organizational support 

and teacher professional development); and Self-Determination Theory which 

explains psychological factors (teacher wellbeing, teacher self-efficacy, and 

teacher resilience). In combination, the theories could bring impact to teacher 

effectiveness. 
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1.8 Significance of the Study 

The study contributes to the body of knowledge theoretically and practically. 

From the theoretical perspective, the current research combines two theories Self 

Determination Theory and Organizational Support Theory to highlight the 

contributions of organizational factors (POS and professional development). 

Besides, the research also bring significant when it hypothesized testing of two 

mediators concurrently in a single model. The present study also has its practical 

implications. It highlights the importance of support to be available in school, in 

order for teachers to feel good about being there and thus would influence their 

effectiveness. The study can provide a guidannce to the school administrators to 

provide support in terms of conducive atmosphere and motivational factors. 

Although teachers in the study may not acknowledge the contribution of 

professional development to teacher effectiveness, teachers still need to learn 

continuously – they may opt for other forms of learning, i.e., informal learning, 

building informal professional learning community, self-learning through internet 

materials, etc. 

The study focusses on the structural model of the influence of teachers' 

psychological factors (teacher wellbeing, self-efficacy and resilience), 

professional development, and perceived organizational support factors on 

teacher effectiveness. Practically, the result of this study would serve as 

information useful for the makeup of a blueprint to the stakeholders or 

administrators in the survey to review their policy framework or to reconstitute 

what they have before. It should be of interest to the stakeholders, for example, 

the Federal Ministry of Education. The ministry are directly involved in policy 

development. Other parties like the Universal Basic Education Commission (UBE 
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Commission), National Commission for Colleges of Education, Nigeria (NCCE), 

the Ministry of Education, Nigeria (MOE) and the State Universal Basic 

Education Board (SUBEB), which are responsible in several international 

programme implementation; and takes care of teacher quality. which are in-

charge of educational policy implementation and quality at the state level. The 

study is attempting to highlight the factors affecting teacher effectiveness by 

analysing several plausible paths. Theoretically speaking, the study lends support 

for the combinations of psychological, psychosocial, and organizational theories.  

Testing the proposed complex model, which includes several important factors as 

noted in previous multiple studies, can bring about a clearer explanation as to 

how teacher effectiveness directly and indirectly affected by the identified factors.   

1.9 Operational Definitions 

Operational definitions of the variables used in this study were significant in 

developing a complete understanding of the topic. The terms in the study are 

presented in the following sub-sections. 

1.9.1 Teacher Effectiveness 

Teacher effectiveness is how teachers rated their own ability to carry out the 

institutional duties demanded by the nature of the position, in terms of their 

competency in the strategy of teaching, classroom management, interpersonal 

relations, conducting evaluation, and giving feedback. 

1.9.2 Teacher Well-being 

Teacher wellbeing is the extent of how satisfied teachers are in terms of the job 

condition and environment in the school, which includes, among others, the 
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autonomy given, appreciation, achievement, colleagues, working hours and 

salary. 

1.9.3 Teacher Professional Development 

Professional development is the extent to which teachers are involved in activities 

which allows them to enhance their knowledge and skills, and then apply them in 

their actual job. 

1.9.4 Teacher Resilience 

Teacher resilience is teacher’s capability to regulate themselves in the face of 

varied situation and unfavorable circumstances in the school context. 

1.9.5 Teacher Self-Efficacy 

Teacher self-efficacy refers teacher’s belief in the skill to the planning, 

organizing, and implement teaching and learning activities, necessary to ensure 

student achievement of learning outcomes. 

1.9.6 Perceived Organizational Support 

Perceived Organizational Support is teachers’ belief to what extent that the 

members of the school community values their contributions, give support that 

they need and are concern about them. 

1.10 Summary of the Chapter 

The chapter introduces the research topic by pointing out the importance of 

teacher effectiveness towards student achievement.  Although abundant previous 

research highlighted this, the unique context of Nigeria calls for a revisit on this 

topic due to several pressing conditions, which does not seem to be in favor of 

teachers and Nigerian education general. Using a combination of Bandura’s Self 
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Efficacy Theory, Psychosocial Theory, and Perceived Organizational Support 

Theory, the present research looks at the complicated direct and indirect 

relationship between selected psychological factors and organizational factors and 

teacher effectiveness.  As such, it becomes clearer as to how a particular variable 

can influence another variable, and cumulatively can explain the variations in 

teacher effectiveness more meaningfully. The conceptual model proposed in this 

research tested using the structural equation model approach.  Seventeen 

hypotheses are generated from three research questions.  These hypotheses were 

based on previous empirical studies and the theories used to support the 

conceptual model. 
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CHAPTER TWO 

LITERATURE REVIEW 

2.1 Introduction 

The chapter would cover the literature on the psychological and organizational 

factors, which influence teacher effectiveness. The discussion begins by looking 

at two theories, the Self Determination Theory and Organizational Support 

Theory are included in the chapter to build a case to the construction of a 

conceptual framework for this research and thus support the hypothesis 

formulation. In other words, these two theories represent the basis for the 

hypothesized relationships among the variables of interest. The psychological 

factors of interest include teacher wellbeing, resilience, and self-efficacy, while 

organizational factors are teacher professional development and organizational 

support.  In discussing the issue of teacher effectiveness and the relevant factors, 

the literature also includes challenges faced by teachers in Nigeria, to make 

readers aware of and understand the context of this research; and how those 

factors are pressing the Nigerian education context. 

2.2 The Concept of Teacher Effectiveness 

Teachers play essential roles in the educational system.  They are not only 

executor but also the most instrumental in the implementation of policies and 

courses set by the government.  In other words, teachers the determinants 

education caliber, be it for students in the primary, optional, and tertiary 

instruction (Inuwa et al., 2012).  Generally, whenever there is any gap or 

weakness in educational or educational-related policy implementation, people 

would have the tendencies to look at teachers as the ones accountable for it. 
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Badau and Ph, (2012) investigate on teacher effectiveness in Adamawa State 

Nigeria, using an ex-post-facto survey research design. In the study, a total of 

(320) teachers from several secondary schools in the state representing 10% of 

the population of the study was selected as sample. Data was collected via a 24-

item questionnaire. Based on the descriptive statistics, the research findings 

indicated that teachers in that study rated themselves as highly effective in terms 

of curriculum knowledge, lesson delivery and student involvement, but lacking in 

the aspect of classroom management in the schools. 

Teachers become the essential factor that contributes to effects in students' 

success in school and adulthood (Hattie, 2003), particularly in the aspect of 

teaching quality (Chetty et al. 2011; Chetty, Friedman, and Rockoff 2014). The 

importance of teacher effectiveness is consistently proven in research, especially 

in developing countries, which found that effective intervention that is 

implemented by teachers successfully enhance learning.  Teachers are valuable 

assets to society and the country. They make sure that students learn and 

complete their learning journey successfully so that they can join the workforce 

and contribute to the community meaningfully. Furthermore, teachers help 

students fortified themselves towards the economy of the country are well taken 

care of. At all forms of knowledge and skills they can provide fora, they shall 

fulfill the nation.  These days, many teachers are put under pressure to perform 

extremely well, to meet the expectations of the stakeholders, not only the 

students, but more important than that, the parents. The whole agenda of meeting 

educational demands and making sure that they perform up to the required 

standards, together with all internal and external factors that they must face in the 

school context, can result in much stress among teachers. Once the teachers have 
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the feelings of tiredness and strain, their overall performance and effectiveness in 

delivering their tasks as teachers will drop, and thus, student learning will suffer 

(Khan et al. 2012). 

The concept of teacher effectiveness has diverse interpretations in literature. 

Flanders, (1960) described it is a teachers' effect in the understanding of the 

principles which take the shape of educational objectives, described the students' 

behavioral capability, and uniqueness. Awoniyi (1992) defined teacher 

effectiveness as teacher’s ability to present appropriate behavior that can 

substantially contribute to the achievement of educational goals. Effective 

teachers are those who keep abreast in their profession can converse their 

teaching effectively with others at a distinguishable quality with that of their 

colleagues. Additionally, effective teachers are also committed to conducting both 

the curricular and extracurricular activities appropriately (Akindele, 2014). 

In many instances, teacher effectiveness was investigated by means of referring to 

the important elements in teaching and learning (Garrett and Steinberg, 2014). 

The studies involved classroom observation using certain developed protocols. 

The use of a single method in measuring teacher effectiveness has long been 

criticized, however, use of multiple methods of evaluation seemed impractical. In 

this measure of teacher effectiveness study leverages the random sampling of 

teachers to represent bigger population, and measure teacher effectiveness. The 

information gathered from this research may be beneficial for building cases 

towards policy building on the topic of teacher effectiveness. 

Teachers' effectiveness is the capability of the teachers to operate competently in 

carrying out their teaching tasks to meet their attainment for the school objectives 
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and goals. Effective teachers always keep themselves up-to-date with the latest 

knowledge and skills relevant to their profession. They can continually mitigate 

their technological and pedagogical skills to others at a stage that is 

commensurate with the needed ability for the current students to learn. In addition 

to these definitions is the fact that the effective teachers hey perform better 

(Akindele, 2014). Teachers are indeed a significant factor in education; they are 

the critical aspect of any form of development socially economical-political 

provision of good quality education depends on well-qualified onion teachers 

(Desta, 2014). Teacher effectiveness is among the most significant aspects that 

can contribute to students’ performance. The teaching processes in different 

schools produce diverse results depend on the eminence of teacher’s effectiveness 

in the various educational institutions (Muranda, 2015). 

Teachers are considered as effective when they always promote active learning 

strategies in their classrooms, whereby, they use activities that engage students in 

learning; continuously give feedback, ratings, and reviews towards students’ 

work; and are always keeping themselves up-to-date in knowledge and skills 

relevant to teaching and learning. Explaining that significant sources of data to 

measure teaching effectiveness fall into three main categories: students’, peer, 

and instructor and they should be part of a complete approach to evaluating 

teaching effectiveness (Anne Marie Canale and Cheryl Herdklotz, 2012). Thus, 

the term teacher’s effectiveness is the process to measure achievement of teachers 

in carrying out institutional and specified responsibilities demanded by the nature 

of their position. Similarly, teachers' effectiveness is seen to comprise efficacy in 

strategies of teaching, students and classroom control, interpersonal relations, 

feedback, and evaluation (Teaching, Development and Commission, 2012). 
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Teachers who received specialized training for the reformation of their 

pedagogical approaches were able to improve teaching skills (Glewwe et al. 

2014; Kremer et al. 2013; McEwan 2014; Ganimian and Murnane 2014). This 

provides evidence of the direct effects of training excellence in teaching. 

However, the teaching processes are usually more complicated, with many other 

factors that can influence how teachers behave when they work. Seeking to 

determine other factors that more holistically contribute to teacher effectiveness 

can contribute towards understanding the process of becoming one. More studies 

should analyse the variance contributed by different stakeholders in their roles to 

enhance the teaching (Glewwe et al., 2014). If teacher professional development 

programmes are found essential for teacher effectiveness, the policy should focus 

on providing substantial learning platforms for teachers, other than formal 

training, due to financial constraints in Nigeria. If teacher effectiveness is not 

influenced by professional development or perceived organizational support in a 

direct manner, perhaps the psychological elements in teachers are the ones which 

contribute towards teacher effectiveness more than other organizational factors 

(Buhl-wiggers et al. 2017). 

However, society perceives rather negatively of teacher education and career 

development.  Besides, teaching is not regarded as an attractive job because of the 

challenges facing teachers in some countries, including Nigeria.  Other challenges 

include inadequate funding (Nwaogu and Oyedele, 2019), and lack of 

commitment or motivation (Ajayi and Olatunji, 2017; Peretomode and Bello, 

2018). Besides, it was also reported that often times, teachers do not have good 

organizational support from school institutions (Raji et al., 2019). Some of the 

teachers are facing problems related to physical support, such as teaching 
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facilities/equipment, social welfare, financial and moral support (Adu, Titilola, 

and Ifeoma, 2013). 

Perceived abilities are supposed to influence behavior – once people consider that 

their behavior can guide to the preferred result, they carry out the behavior 

necessary to attain the result (Rodríguez, Regueiro, Blas, Valle, and Cerezo, 

2014). The affective domain is a significant factor in successful connections 

between teacher psychological and organizational factors. One of the indicator of 

teacher wellbeing is teacher satisfaction, which can be reflected as personal 

cognitive judgement to what extent he/she has achieved certain aspects of life in a 

way that creates sense fulfillment (McInerney et al., 2018;  Mehdinezhad, 2012). 

In a study by Buhl-Wiggers, Kerwin, Smith and Thornton (2018) examine teacher 

effectiveness in Africa, in longitudinal data from the school-based in Northern 

Uganda. The study explored the random assignment of the students in the 

schools. The estimated low bound on the different teacher effectiveness. Teacher 

effectiveness leads to enhancement in the student's performance on the reading. 

The study found no detectable series of relationships between teacher 

effectiveness and teacher characteristics. The study found that teacher training 

and support would contribute to teacher  effectiveness.  

Aloo, Ajowi and Aloka (2017) examines the teacher's effectiveness in the 

evaluation of curriculum in secondary schools in Kenya. The study adopted 

random sampling for the selection of (179) teachers, using survey research as the 

method for the data collection. The study involved testeing of the reliability and 

validity of the instruments used, by experts in the educational administration. The 

data were analyzed via SPSS. It had a significant positive influence on curriculum 
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evaluation in teachers. The researchers recommended that the Kenyan teachers 

should improve the reports when they made decisions on teacher deployment 

issue. The study reported that more teachers had improved their teaching practice 

with a view that later, their performance can be partly used as back up promotion. 

There are a few other studies carried out in African countries, which examined 

teacher effectiveness. Factors like teacher perceptions of the training they 

received (Sadda and Dorkenoo, 2019), teaching enhancement through practice 

assessment (Aina, Olanipekun and Garuba, 2015), the influence of school climate 

and/or environment including the dimension of leadership, on teacher 

effectiveness (Gemechis, 2018), are among those carried out to determine factors 

which are connected to teacher effectiveness. Some of these researchers 

recommended that the regional education should provide opportunities for school 

leaders to participate in workshops that can enhance their leadership practices that 

school vision can be achieved, the school administration should create a 

conducive atmosphere for learning.  

2.3 Self-Determination Theory 

One of the theories that can explain teacher effectiveness from the psychological 

development perspective is the self‐determination theory (SDT).  SDT is the 

theory that describes the development, well‐being, and motivation of a person. 

The theory focused on self‐determination behavior and social-cultural elements 

that support such behavior. SDT has a set of five small theories that was 

introduced through evidence from the numerous experimental work and field 

research. It encapsulates its formal structure of SDT, which explains the human 

motivation and individual functioning to perform (Professor and Ryan, 2009; 

Talvio, et al. 2013). It is the theory that postulates a set of fundamental and 
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psychological factors which are essential to support human performance 

regardless of the culture in which they belong to or stage people are at. In SDT, 

the development of creativity and intrinsic motivation are also significant for a 

person (Ryan and Deci, 2000; Deci and Ryan, 2002). The perspective can be 

viewed that teachers need to have strong psychological beliefs in them for them to 

perform effectively.  Talvio et al. (2013), for example, has examined teachers' 

autonomy support as a factor that can contribute towards their effectiveness 

(Talvio, et al. 2013).   

Ryan and Deci (2001) ascertained that the conceptions of happiness alone do not 

encapsulate to define effectiveness. Through their studies, they found that (SDT) 

also includes the concepts of vitality and full-functioning as a comprehensive and 

complementary approach to explaining what efficiency is about. SDT also 

stresses the role of mindfulness in self‐regulation and wellbeing since 

independence is facilitated by reflective awareness. As such, this theory is a 

biological psychology theory by Ryan (1995). It takes the stance that people are 

active organisms with the inherent and intensely evolved tendencies geared 

toward psychological growth and development. This dynamic human nature is 

evident in the incidence of intrinsic inspiration, which can naturally be manifested 

from birth to seek out tasks, novelty, and opportunities to learn. The theorists 

mention that this can be observed in the occurrence of internalization, or the 

lifespan tendency of persons to take on an effort to integrate the social practice 

and values that enclose them. 

As people grow, they develop intrinsic motivation and internalization most likely 

naturally, but their ability to operate robustly is dependent on the condition they 
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are in. Most of the time, people need to be supported, and thus, environmental 

and organizational factors count. In SDT, support is essential for psychological 

growth satisfaction and wellbeing. There are three basic psychological needs in 

SDT, namely autonomy, relatedness, and competence. These needs are supported, 

and content within a social background, people experience more energy, 

self‐motivation, and wellbeing. On the other hand, people would become 

demotivated and frustrated under circumstances that depriving them of their basic 

psychological needs and organizational support (Ryan et al. 2006). 

2.4 Organizational Support Theory 

Another relevant theory that is included in the discussion is the Organizational 

Support Theory (OST).  Organizational Support Theory OST emphasizes that 

workers and, in this case, teachers in general, may have a perception about how 

an organization values their contribution and care on their wellbeing. This theory 

is the root of Perceived Organizational Support. (POS) have presently been used 

in research to explain the person-organization relationship, especially in the 

business and industrial organization.  

POS has established relationships with other job-related constructs such as 

commitment, satisfaction, job performance, human resource practices, and other 

attitudinal factors (Rhoades and Eisenberger, 2002).  Also, recent studies 

highlighted several other plausible factors that the results of POS can be, i.e., 

social exchange, attribution, and self-enhancement (Aselage and Eisenberger, 

2009; Baran, Shanock and Miller, 2012; Eisenberger and Stinglhamber, 2011; 

Wayne et al. 2009). With all the abundance in the literature on POS, the 

application of POS in an educational context, however, is still scarce. although it 
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has potential in viewing how teachers perceive the school as an organization, 

offers them support in carrying out their job as teachers. 

The current research combines two theories, SDT and OST, to highlight the 

contributions of teacher psychological factors and their perception of 

organizational support, POS, as a regulatory factor that can influence teachers’ 

behavior, i.e., their efficacy, resilience, and effectiveness in teaching. These two 

theories, in combination become the theoretical underpinnings of the study. 

2.5 Psychological and Organizational Factors Related to Teacher 

Effectiveness and Other Positive Behaviours 

This section of the literature discusses previous studies that have examined the 

psychological and organizational factors related to the positive outcomes of 

teacher behavior, particularly teacher effectiveness.  The review will focus more 

on the variables of interest in this study. 

2.5.1 Teacher Wellbeing  

The concept of teacher wellbeing is often discussed in negative terms in the 

literature, i.e., using the words ‘stress’ or ‘burn-out, and often it is discussed in 

relation to issues on teacher retention and job performance (Rofey, 2012). 

According to Banerjee (2016), the concept of wellbeing described as the general 

area of scientific attention rather than a single precise construct. Aristotle 

declared that thriving for success or achievement in doing something beneficial is 

indeed the goal of human existence.  Also, he opined that it is essential that to 

achieve an ultimate aim is one right, not just as a means (Adler and Seligman, 

2016). Well-being at work is the combination of three fundamental elements: 

satisfaction, involvement, and organizational commitment. 
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The concept of wellbeing was being introduced in the literature back in 1961 

when the term ‘wellnesses were used to describe how individuals maximize their 

potential by acquiring skills through the integration of their functioning method 

(Dunn, 1961). In this sense, a person who is said to healthy is described as 

someone who is not only physically fit and free from sickness or diseases, but 

also someone can be adjusted well in his or her society. In other words, the person 

possesses positive psychological wellbeing as an individual. Archer, (1987) 

defined wellbeing as a course and situation of pursuit the maximum human 

performance that involve the spiritual mindset.  Another different definition was 

offered by Hatfield and Hatfield (1992) – they  viewed wellbeing as the mindful 

and deliberated in which being vigorously involved in enhancing their overall 

stability in terms of intellectual, physical, socio-emotional and spiritual. 

Wellbeing can encompass dimension of attitudes, behaviors, opinions, and 

feelings, which can elevate the sense of wellbeing and affect the way the 

individuals feel about themselves. 

Meanwhile, wellbeing at work is defined as related to one job.  It comprises the 

combination of three fundamental elements: satisfaction, involvement, and 

organizational commitment. Teachers' who rate high on classroom control can 

monitor the class activity attentively, get their students to become engaged in 

preventing disruptive behavior in classrooms and schools (Jennings, 2014). 

Zorba, Pala, and Göksel (2016) studied determined the affecting intelligence and 

contentment status subjective well-being of teachers and found that these teachers 

are usually those who feel happy with who they are and are at peace with 

themselves and their work as teachers.  They include those who are emotionally 

intelligent.  
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Conclusively, wellbeing is not only about one’s physical strength; but it also 

comprises of all the other aspects of wellness such as mental. It relates to positive 

thinking and ability to cope with situations in many ways: (i) spiritually, which 

encompass the state of peacefulness and tranquility, happiness and commitment 

to higher quality of life; (ii) emotionally, that is being in control of one-self, 

having sense of confidence, being optimistic about the challenges in life; and, (iii) 

socially, which comprises having strong and meaningful interpersonal 

relationship with others (Kaur, 2013). 

Bricheno et al. (2009) investigated the factors that influence teacher professional 

wellbeing (TPW) because there are so many individual factors. According to Hoy 

and Miskel (2010), teachers have to face various challenges and obstacles in 

doing their work, coming from different sources. These multiple obstacles in 

teaching can possibly affect teachers’ wellbeing in the workplaces. It is up to the 

teachers themselves to be able to uphold these job challenges. Bandura (1997) 

highlighted how one’s individual factors would interact with the internal and 

external environment. Similarly, in the educational context, teachers may find 

themselves occasionally interacting with the internal school factors and other 

factors outside of their work environment, and these factors would surely affect 

and be affected by their wellbeing (Aelterman et al., 2007; Horn et al. 2004; 

Karakus, 2008). It is important for researchers to clearly identify the different 

categories of factors which interplay in the work-life of a teacher, in order for 

them to acknowledge how professional wellbeing would have impact on teachers’ 

behavior and their work (Chong, et al. 2010; Munn et al., 1996).  

A study which sought significant factors contributing towards teacher 

professional wellbeing was conducted by Length (2014) using big scale global 
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data found that there are several factors which are related to this, particularly, 

factors related to the nature of teaching job itself and the benefits that teacher gets 

from the job. Similarly, Syed et al. (2016) observed that job factors such as salary 

package, sensible workload, and pleasant conducive atmosphere of work are 

among the common significant factors which determine teachers’ wellbeing. 

In teacher wellbeing literature, it was highlighted how teacher-student 

relationship is considered as important in the development of children. According 

to Tilinger and Vacek (2016), teacher wellbeing is determined as a long-term 

investment which could bring about huge impact to future generations. Teachers 

are the nation builders who are a significant part of the community (Kaur, 2013). 

They play significant roles in determining an ideal society; thus, their wellbeing is 

precious and meaningful for the students as well as the community. The study 

suggested that wellbeing among teacher must be promoted by looking after a 

personal, real state and needs of teachers, using designs and methods that not only 

increase, support practice, and knowledge on healthy livelihood, but that will 

empower internal motivation among teachers. 

In examining teacher's psychosocial uniqueness, Jennings (2014) used quality 

learning environment scale in her study. She found significant relationships 

between teacher’s psychosocial individuality and their attitude about students 

whose performance they find demanding. While additional studies are needed to 

find out causalities, these results put forward that there is empirical evidence to 

show that teacher’s psychosocial individuality may crash their ability to create 

and uphold the optimal class environment and supportive relationships with 

demanding students. The researcher submitted to the need for a study to examine 

professional progress calculated to endorse mindfulness, reduce pain, and support 
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teachers’ emotional and social competence and wellbeing. Docentes et al. (2017) 

investigated third feedback about wellbeing at work and health changes of 

teachers, of a tertiary education institution, they said that they had been away 

from work due to depression, panic syndrome, burnout condition – 1.2% reported 

they had been out of work due to occupational accident with sharp material. The 

necessary consideration in examining the wellbeing and personal relationships 

with individual growth and life goals are fundamental to the encouragement of 

health in the work of the teachers. There are numerous individual and 

organizational factors found in the past studies, as contributing to teacher 

wellbeing (e.g. Fernandes et al., 2019; McInerney et al., 2018). 

The current study is more concerned with examining the contribution of 

wellbeing as an endogenous variable and identify the direct relationships between 

wellbeing and three identified outcomes, by testing these three hypotheses: 

HO1: There is a significant relationship between teacher wellbeing and 

teacher effectiveness. 

HO2: There is a significant relationship between teacher wellbeing and 

teacher self-efficacy 

HO3: There is a significant relationship between teacher wellbeing and 

teacher resilience 

2.5.2 Teacher Professional Development 

Teacher professional development (TPD) should be regarded as significant for the 

career-long process in the teaching profession (Darling-Hammond, 2017). It 

should be embedded in the educational system and educational policies, in order 

for teachers, educational administrators, supervisors and inspectors to obtain 



 

53 

 

broader and deeper knowledge and skills to carry out their work professional 

roles and responsibilities effectively (Schwille, and Dembélé, 2007). The stages 

of teacher professional development for the teachers have been characterizing as 

covering from the pre-service, induction and in-service. Pre-service period is the 

training ground for future teachers to learn the content and pedagogical 

knowledge to equip them for the teaching job(Ginsburg, 2016).. At the beginning 

of the teaching career, beginning teachers would also be involved in the next 

stage of TPD, often called as induction, which transits them from college to actual 

job situations. New teachers will learn how to adapt to the school environment 

and carry out their teaching and non-teaching tasks accordingly, through the 

socialization process that occur at this stage (Tengku Ariffin et al., 2014). During 

the in-service period, teachers would be involved in continuous TPD of different 

forms, be it formally or informally, to keep them abreast with the latest content, 

pedagogical and technological knowledge that they need to catch up with 

(Darling-Harmond, 2017). Some of the formal TPD programmes would include 

training, workshops and educational seminars; while the more informal ones are 

like professional learning community sessions, lesson study, discussions, 

exchanging of ideas during meetings and internet search; where teachers would 

gain more knowledge and skills which could be used in their classrooms 

(Gulamhussein, 2013; Vazquez, 2015). 

An effective TPD should consider to teachers’ actual job and the real job 

environment or situations that they face daily. Joseph et al. (2016) highlighted 

that teachers should be able to transfer the knowledge and skills they learn during 

TPD programmes, for example, teaching methods, in their classrooms when they 

return to schools. Good TPD also would incorporate hands-on activities and 
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would involve teachers as much as possible, in order for them to grasp the 

targeted TPD programme outcomes. 

An example of such effective training was described in a research by Ivey and 

Zalaquett (2009). Teachers in the research joined a training on social 

consciousness, for them to become more understanding, approachable and real in 

in their interactions with students in their classrooms. It was found that when the 

teachers use active listening skills, they could relate to the students better and as a 

result, could understand students’ issues in learning. Effective hands-on 

experience in improving communication between teachers and students provide 

the teachers involved with the training, a chance to really upgrade themselves and 

this is pertinent to their teaching practices (Ivey and Zalaquett, 2009). 

Consequently, such TPD managed to  help teachers endorse respectful and 

welcoming relationships with their students and enhances mandate decision 

making where both parties feels that they are included (Talvio, et al., 2013). 

Besides that Baimuldina and Tsay, (2019) identified the TPD approaches could 

also be another factor which can be a significant factor that can affect the 

outcomes of a TPD. Their study was on how positive changes in the TPD system 

in Kazakhstan occurred through the use of numerous sources of information, 

resulted in significant development computer ability among the teachers and 

provide teachers with digital competence and educate them in information 

communication technology application. This is an example of how TPD 

approaches could influence teachers' attitudes and behavior towards teaching. 

With appropriate approaches, teachers could see the benefits, opportunities and 

prospects for continuous engagement in TPD.  
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In the present research, three hypotheses were tested to examine the direct 

influence of TPD three different outcomes of interest: 

HO4: There is a significant relationship between engagement in 

professional development and teacher effectiveness. 

HO5: There is a significant relationship between engagement in 

professional development and teacher self-efficacy. 

HO6: There is a significant relationship between engagement in 

professional development teacher resilience 

Most of the teachers who participate in TPD programs would have more tendency 

to retain in the teaching profession. Because from such structured programmes, 

they were able to obtain the necessary knowledge and skills, essential to hold 

them up and help ease them throughout the development process (Tengku Ariffin 

et al. 2014). Effective TPD programmes has been found a significant impact on 

the students' education outcomes (Adesina and Adesina, 2014). Adesina, Raimi, 

Bolaj and Adesina (2016) TPD programmes augment teaching appreciably, it is 

desirable to decide the prognostic effects of teachers’ emotional individuality, 

teachers’ approach, length of teachers’ self-efficacy, and teaching experience. 

However, in a study by Gulamhussein (2013), majority of teachers who reported 

participating in TPD said that the information they received was not useful. In 

other words, there are also cases whereby TPD programmes provided were not 

significant enough to improve the teaching practices and teacher attitudes. 

Attitude is described as-as a propensity for personal to put in order, 

contemplation, emotions, and behaviors geared towards to the psychological 

factors. View towards the teaching profession is measured to be a compulsory 
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subject in understanding teachers' performance, and outlook on their teaching. 

However, teachers, positions geared towards their profession influence 

presentation, as well as in their commitment to the rules and regulations. Teachers 

developed a negative approach and left the profession for so many reasons. Itis 

was optional that the teachers with good nature of hope, confidence, and 

eagerness reflect and disposes of a hopeful attitude towards teaching. Teachers' 

attitude forecast relatively and in compound to teachers’ output. 

Teaching is a process of education as matched to the individual in addition to 

national development; these necessitate it is a continuous process. TPD is a speed 

in the way of enhancing and empower teachers. The outcomes of TPD 

programmes impinges on more than a few factors. Thus, research aimed at 

identifying the effects of TPD is always beneficial for the stakeholders. 

i) Long Term Professional Development 

Quality and effective long-term professional development programmes are not 

easy to sustain. Doppelt et al. (2009) suggested that it is best for such 

programmes to be  intensely embedded within the school culture. This can be 

realized, for example, by identifying and maintaining flagship TPD programmes 

– most likely those of which related to issues that teachers find continually need 

their attention and requires dynamic or up-to-date problem-solving skills 

(DeSantis, 2012). Besides, Guskey and Yoon (2009) noted that teachers need to 

establish substantial knowledge and skils as they continuously need to adapt to 

the new curriculum and new instructional practices to their respective classroom 

context. For any programme to give significant impact on teachers’ pedagogical 

approaches in their classrooms, teachers themselves must be able to gauge in 

certain structured programmes, which are designed for them for a certain period 
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of time (Yoon, Dun- can, Lee, Scarloss, and Shapley, 2007). When properly 

designed and successfully sustained, the positive outcomes on teachers' 

instruction can be developed, and eventually, would be translated into students' 

achievement (Desantis, 2013). 

ii) Collaborative Professional Development 

Collaborative professional development refers to TPD structure, which allows for 

teacher communication in achieving common goals and collective achievements. 

In order to establish collaboration strength among teachers, TPD should take up a 

diversity in its form and approaches (Duflo, et al., 2007). As such, TPD can be 

the means of transforming teachers to being peer coaches and mentor. While 

some professional designers and developmental policymakers maintain to value 

teachers' teamwork and some teachers' themselves are keen to team up during 

professional development programmes, very few TPD programs actually 

incorporates such opportunity for teachers to work together, in collaboration. 

Several factors, such as hierarchical managerial governance, isolated teacher 

planning schedules, and historical professional isolation, were found as inhibitors 

for TPD to leverage on or cultivate teamwork among teachers during professional 

development (DuFour, 2011; Musanti and Pence, 2010; Desantis, 2013). 

 

iii) Scaffolded Professional Development 

The concept of scaffolding should be of interest in TPD as it intends to gradually 

build up teachers’ knowledge through a series of programmes or activities, which 

are arranged from basic to advanced levels. Through scaffolded TPD, teachers 

can be trained to manipulate the knowledge and skills they gained more 

confidently, and thus, would be more willing to transfer their knowledge and 
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skills in the real classroom settings. Besides, they would also have higher chances 

to be more successful in performing more challenging professional tasks later. 

During scaffolded professional development, teachers would be involved in 

activities which are conceptualized o enhance their efficacy and competencies 

related to their job, by acknowledging their existing knowledge and skills, and 

then heighten the expectations to the targeted outcomes (Berk and Winsler, 1995). 

It was observed that teachers that who had undergone some form of scaffolded 

professional development could better retain and transfer what they have learnt 

through it.  Besides, they also reported feeling more satisfied with the structure of 

the scaffolding programmes, which they engaged in (DeSantis, 2012; 2013). 

 
iv) Teachers' In-Service Training 

The purpose of teacher training is obvious – teachers continuously need to 

improve their knowledge and skills for them to stay up-to-date with the latest 

pedagogical, technological and content knowledge, relevant to the subjects that 

they teach. In general, government should be vigorously concerned in pre-service 

and in-service programs for teachers (Darling-Hammond, 2017). Teacher 

professionalization training will require the “introduction of in-service teachers'' 

professional training programs from pre-primary, secondary and tertiary level. 

The in-service training is optional should be with bursting payment (Nath et al., 

2012; Cape, 2015; Rahman and Akhter, 2017). 

In Nigerian context, researchers (e.g.: Barnes, Boyle, Zuilkowski, andBello, 

2019; Edokpolor, and Dumbiri, 2019; Ifinedo, Saarela, and Hämälänen, 2019) 

stressed that teacher development programs in the school should aim at equipping 

the teachers with the necessary knowledge and skills. Teachers are develop 
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through his potentials, knowledge and skills to the best of his aptitude, geared 

towards the decisive goal of affecting as well as the efficient educational system.  

There are different types of training. Adebisi (2018) classified practice into two 

kinds.  He recognized formal and informal teachers’ training.  On the other hand, 

these are also some forms of off-the-job and on-the-job teachers' training, 

respectively. 

v) Off the Job Training 

This type of teachers’ training takes place outside the workplace, but in rare 

cases, an attempt is made to arouse actual working circumstances.  Off the job 

training may take place in the classroom environment, with teachers' training 

taking the form of workshops, lesson, and film indicate.  It may also comprise 

vestibule teachers' training, where a teacher works on the actual equipment and 

facilities in a real-life job setting. 

 

vi) On the Job Training 

This type of teacher training occurs where the administrator or superior officers 

take time off their timetable to coach or instruct his subordinates.  This includes 

teachers' job turning around, to enable individuals to attain a variety of work 

experiences in the school, as additional subject to a chosen class or year group.  

Strengthening the significance of in-service training programs, James (1973) 

acknowledged five imperative reasons' for in-service training programs for 

teachers' (Cape, 2015;; Rahman and Akhter, 2017). 

2.5.3 Teacher Resilience 

In psychological research, resilience is operationalized in various ways. 

Ainsworth and Oldfield (2019) described resilience is an individual quality of 
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teachers. A teacher who appear resilient in a demanding environment, for 

instance, burdened with a continual sickness, abuse, scarcity, etc. were studied for 

their personal qualities. This is a way to appreciate how to promote greater 

resilience in others (Yonezawa, Jones, and Singer, 2011). Meanwhile, literature 

on teacher's psychological perspective of resilience has been paying attention to 

individual character, environmental factors, and the processes and strategy that 

occur quickly between the two, and it is essential to note that resilience has been 

explored using another perspective. 

Teacher resilience is a rationally complex theoretical construct (Peng, 1994). 

More recently, Botou, et al. (2016) postulated resilience as a person’s capability, 

on the one side, to overcome the hardship and, in the other vein, to develop 

academically, socially, and professional capacity, despite demanding condition 

has been experiencing. Most of the ordinary answer to the issue of teacher 

shortages was the achievement of innovative programs shaped to draw 

individuals to the teaching profession. Projects such as a teacher for America and 

troop to teachers urbanized to bring talented persons from other disciplines or 

folks who were reserved for the military into the teaching force (Arden, 2012). 

In 2006, Jordan introduced relational resilience belief in a way that psychological 

development occurs on the relationships between the variables. Jordan (2006) 

criticized the developmental resilience models and the preceding models for not 

considering certain variables such as the environment or circumstances; and 

claimed the issue of authority and organize are decontextualize. Jordan further 

argued that the models seem an internal locus of direct as a personal characteristic 

which has related to resilience while a background move toward, as pointed out 

by Jordan (2006), perceived an internal sense of manage, as they observe 
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individuals promise towards casual relationships to work in the organization. 

Reiterated, however, that growth, development relations are characterized by 

sympathy and empowerment. These concepts make available in the structure for 

enlightening the up-and-coming insight on the relationships and teachers' 

resilience  (Cornu, 2013). 

Many researchers tried to conceptualized resilience. Resilience among pre-service 

teachers is the multidimensional individuality that is overlapping, and that 

teachers views of resilience might develop through their career lives (Mansfield, 

and Beltman, 2019). The researcher noted how these factors are important ones to 

consider in view of teacher resilience for preservice teacher education. 

Furthermore, in conceptualizing teacher resilience, three relevant themes were 

highlighted, i.e., emotional support, organizational support, motivational elements 

and self-determination (Flores, 2018; Wosnitza et al., 2018). 

By examining how teachers’ background (gender and varied experience), the 

work of Estaji and Rahimi (2014)  are among good references for identifying the 

differences in teachers’ capability to be resilient based on the background factors 

of interest. Similarly, their beliefs and insight into the resilience were 

investigating. The results of the research showed significant differences in 

teachers’ resilience, gender, and the gravity of the teaching experience. Moreover, 

teachers’ interviews show that most of the teachers had a higher self-insight of 

teacher resilience. 

Meanwhile, (Spellman 2015) explored the teaching efficiency and learning 

instrument to teachers promotes resilience to promote feedbacks. The possible for 

available teaching practice to speak to this need, however, should be investigated 
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and communicate with the teachers. The research starts to develop a constraint of 

the teaching strategy for resilience education and suggests that policy for formal 

schools incorporate these instruments into teaching practice. 

Yonezawa et al. (2011), moreover, examined the teachers' retention, and 

resiliency is critical educational evils. In this article, research share findings from 

case studies of six teachers who, for over 200 joint years, worked in urban, higher 

poverty schools, and emphasized what teachers need to stay in such contexts. The 

research argues that developing professional resilience is a procedure built on the 

interaction between individuals and their helpful settings. An in-depth interview 

with these six teachers reveals how relations with teachers' networks helped 

teachers' develop into durable and profound practitioners by as long as the 

technical know-how, social support, and opportunity to grow as best. Cornu, 

(2013) investigated the teacher's career teacher resilience. 

Banerjee, (2016) similarly, investigated the teacher resilience attracted exacting 

attention in the fields of mental fitness and education. In some of the school 

context, it is a critical direction in terms of academic performance coping with a 

breakdown on a challenging job and emotional fitness and wellbeing. Rutter 

(1990) postulated resilience as the positive pole of the ever-present occurrence of 

individual differences in people's reply to stress and hardship. This study looks at 

the nature of teacher resilience in the sense of their ability to find the best 

solutions for the problems that they face. By being resilience, teachers are able to 

regulate themselves in the face of hardship within the work environment and still 

would be carry out their teaching obligations regardless of any obstacles. 
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The hypotheses below are postulated the relationship between teacher resilience 

and other variables of interest in this study: 

HO11: There is a significant relationship between teacher resilience and 

teacher effectiveness. 

HO15: There is a significant indirect relationship between teacher wellbeing 

and teacher effectiveness, mediated by teacher resilience. 

HO16: There is a significant indirect relationship between engagement in 

professional development and teacher effectiveness, mediated by teacher 

resilience. 

HO17: There is a significant indirect relationship between perceived 

organizational support and teacher effectiveness, mediated by teacher 

resilience. 

2.5.4  Teacher Self-efficacy 

Self-efficacy is defined as a kind of domain to a specific paradigm that can be 

conceptualized and deliberate in a universal way as the belief in one capability to 

cope with a big range of demanding or challenging strain (Shoji et al. 2015). 

Schwarzer and Hallum (2008) postulated teachers; self-efficacy is one perceived 

capability to deal with all stress and challenges that are indirect in teachers' 

professional life. Thus, teachers' self-efficacy, is a powerful thought, can decide 

teaching behavior and can be pertained to the student’s senses of efficacy 

(Anderson, Hattie, and Hamilton, 2005). Individuals believe they can be on the 

desired outcomes of their events; they are probable to be motivated to be 

consistent effort and persist when confronted with an obstacle (Bandura, 1995). 

While persons\al with higher self-efficacy may achieve job for additional than 
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their capabilities, those with little self-efficacy might undervalue their abilities 

and, is a result, underachieve (Giles, Byrd, and Bendolph, 2016). Self-efficacy is 

a personal belief in the ability to direct responsibilities. Moreover, teachers' self-

efficacy is on the preferred teaching objectives to enhance their students’ 

performance. The best educational outcome depends on the teachers' self-efficacy 

level. Low level of teachers; self-efficacy may hold back the level of the school 

accomplishment. There are convinced individual and environmental factors on 

the increase in teachers' self-efficacy. These comprise believing in one ability to 

achieve a task, successful modeling (Türkoğlu et al. 2017; Yildirim and Tezci, 

2016). 

Self-efficacy is a significant part of the social cognitive theory that refers to 

individual abilities to establish and accomplish the desired objectives in achieving 

ends (Bandura, 1998; Savaş, Bozgeyik, and Eser, 2015). Teacher self-efficacy 

belief is developed from side to side processing in order obtained mainly from 

sources: motionless or mastery experience, vicarious experiences, social 

influence, and physiological arousal (Bandura, 1997). Most influential source of 

efficacy pertains to individual attainment or failure in responsibility for a job. 

Vicarious experiences pass on to one observe other performances and select them 

is models. Modeling tends to improve the observer’s self-efficacy belief. Verbal 

influence is obtained when an individual receives verbal encouragement on their 

capabilities to perform specific tasks; and physiological and emotional level has 

to do with people’s physical and emotional condition during job completion 

(Ghonsooly, Hassan, and Mohaghegh, 2014). Teacher self-efficacy is continually 

found to talk about positive students' and teacher behaviors and has a positive 

effect on the educational system, and it is improvements (Shaukat, 2012). 
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According to Bandura (1997), teacher efficacy is a concept of self-belief about 

the ability to execute specific task, which were in as part of the job roles and 

responsibilities. Such belief in oneself could be a result of positive related 

experiences, which somehow developed confidence, and not necessarily be the 

actual performance (Ross, 1994). Teachers who possess self-efficacy are 

normally those individuals who would be more willing to share and collaborate in 

workplaces and, become more prepared to face challenges in their profession at 

the classroom and school level or whenever they are working with other people 

outside the school community. They are also more likely to keep improving 

themselves in order for them to meet the expectations (Tucker, 2015). 

Bandura (1977) described efficacy as a form of intellectual activity, which may 

lead an individual to the development of certain positive outlook and attitude 

about their own capability to accomplish something. Bandura (1997) also noted 

that people purposely set to manage their own abilities and alter them accordingly 

following their targeted achievements. The self-efficacy concept that he proposed 

are personal actions organized and executed for the purpose of fulfilling a given 

aim. Consequently, therefore the individual uppermost stage of self-efficacy 

might lead to accomplishing tasks that go beyond their capabilities. In contrast, 

the less self - efficacy might result in the underestimation of one’s abilities, thus, 

most important to underachievement (Bandura, 1982). 

Self-efficacy beliefs are those beliefs in regard to the skill and competencies 

people have in order for them to carry out specific job (Bandura, 1997). Such 

beliefs in oneself carry weighs on how thought processes and emotions affect 

his/her motivation in carrying out the teaching duties. Those who have high self-

efficacy would be more likely to have the capability to do well and are confident 
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in their ability to perform in their work. With high self-efficacy, one would be 

motivated to achieve the goals, which they set for themselves. On the other hand, 

low self-efficacy would result in the feelings of hesitation towards one’s skills 

and competencies, thus making a person feels that it would be pointless for them 

to invest in efforts to reach certain goals (Bandura, 1997; de la Torre Cruz and 

Arias, 2007). Self-efficacy beliefs have a substantial impact in a person because 

of its self-referential nature; often regarded as an important mediator between 

knowledge and skills possessed by person and his/her behavior behavior in goal 

attainment (Henson, Kogan, and Vacha-Haase, 2001). Given the strength of self-

efficacy beliefs, researchers have required to understand how they affect people’s 

work-related activities (Bandura, 1997). As evident in the chapters of this 

quantity, self-efficacy believes that teachers have are deemed essential in 

educational research (Garvis, 2016). Teacher self-efficacy, although may be 

regarded as something natural considering the knowledge and skills teachers 

usually possess, can be something which is lacking among teachers, thus would 

affect their emotional experience in the school. This situation is considered one of 

the important precursors of their behavior because it influences their self-identity 

and motivation (Stephanou, Gkavras, Doulkeridou, and Beliefs, 2013). 

Teacher self-efficacy derives from social cognitive theory (Bandura, 1997) and 

teacher self-efficacy, as belief can do with the skills beneath certain 

circumstances (Mcbryde, 2013). Self-efficacy is a social, cognitive theory, and 

the theoretical sympathetic of teachers' self-efficacy assume a set of beliefs on 

teachers' capacity to have a positive power on students' education (Pan, 2014). 

The self-efficacy beliefs are formed and modified by the interaction of personal, 

environmental, and behavioral factors (Bandura, 1997: Renner and Pratt, 2017; 
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Samms and Samms, 2017). Teacher self-efficacy is in modern educational study 

founded on social cognitive theory (Bandura, 1977; Skaalvik and Skaalvik, 2016). 

Teacher self-efficacy has been received mushrooming concentration for the past 

two decades in teacher education. Resilience is the capability to endure difficulty 

and rebound back, is among those skin that intimately ascertains to the fast-rising 

province of teacher efficacy (Estaji and Rhimi 2014; Skaalvik, 2014). Teachers' 

pressure may have an overwhelming penalty for the teachers and the quality of 

education. Possible consequences of teacher pressure are reduced teacher self-

efficacy (Skaalvik and Skaalvik, 2016). In other words, the teacher with high 

efficacy within power is the ability to improve student achievement. The teacher 

effectuates achievement. Instead, he or she believes it is within his or her domain 

to make learning happen (Hall and Marx, 2015). Lee and Lee (2014) postulated 

self-efficacy beliefs as a ruling of the capability to carry out a given type of 

performance. Teachers who are confident in their ability to teach effectively and 

believe that effective teaching can bring impact to students’ learning, would be 

willing to invest in time and effort in improving their pedagogical strategies by 

doing relevant activities such as reflecting on teaching, finding more sources, 

preparing teaching materials and the like. These teachers would keep 

experimenting with different teaching methods to cater the diverse ways of 

students learn. Such teachers are also approachable individual whom students 

could rely on to give them feedback and input for continuous improvement in 

their learning. By being teacher who apply student-oriented approaches, effective 

teachers are usually able to influence the students positively and this, in turn, 

would give the teachers sense of confidence and achievement (Rodríguez et al. 

2014). Similarly, Altundas and Yuce (2019) investigated the relationship between 
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teachers' attitudes towards teaching job and self-efficacy. The result of the 

quantitative study by survey research which was carried out, found that teachers 

have high level of self-efficacy beliefs and positive attitude towards education for 

mainstream students is evaluated. Using a different sample, i.e., the pre-service 

teachers,  Natividad et al. (2019) identify and describe the level of self-efficacy, 

anxiety, and attitudes of the third year pre-service teachers. The results indicated 

that there are no relationships between the teachers’ anxiety and level of self-

efficacy among the respondents. 

In terms of technology integration, Giles and Kent (2016) examined the extent of 

teachers’ self-efficacy beliefs in technology integration in teaching and learning. 

The researchers discussed how the significant relationship between teacher self-

efficacy beliefs and integrating technology as something which is important 

especially in the world of vast changing technology. Besides the abovementioned 

work, there are also researchers who analysed teacher self-efficacy and other 

positive behaviors in the school.  Emin Türkoğlu, et al. (2017), for example, 

examined the relationship between self-efficacy beliefs and job satisfaction of 

teachers. Findings indicated that there was a significant positive correlation 

between teacher self-efficacy and job satisfaction; and self-efficacy was also 

found to be a significant predictor of teacher job satisfaction. 

For pre-service teachers, it is important to help them develop self-efficacy beliefs 

throughout the teacher training programme. Research on the complex cognitive 

and affective challenges of how to establish self-efficacy has previously been 

conducted by Black (2015). Based on the findings, the researcher has 

recommended that support be provided to pre-service teachers in the form of 
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opportunity for developing critical reflections and use of motivational strategies 

in giving assessment feedback, especially during practical teaching sessions. 

Skaalvik (2014) examined teacher self-efficacy, and teacher independence is 

associated with the adaptive motivational and emotional outcome. The teacher 

self-efficacy scale, the teachers' independence scale, the Utrecht work 

engagement scale, and the Maslach burnout inventory. The study result shows 

that teachers' independence and teacher self-efficacy were found as significant 

predictors of engagement and emotional burden. This study suggested that the 

teachers' independence or decision latitude works positively but from side to side 

different processes for teachers with higher and little mastery expectations. In a 

different study, Rodríguez et al. (2014), came up with profiling of teacher self-

efficacy and found interesting differences the level of self-efficacy of students 

with different levels of motivations. Further, it was also noted that teachers who 

are overconfident on their teaching skills, seem to engage less in student learning, 

would be more indifferent to their respective students, value the contents less. 

These resulted in their students who would also be less hesitant on the result of 

their hard work. 

Many other studies have also looked into the outcomes of teacher self-efficacy. 

Pan (2014), for example, investigated the relationship between teacher self-

efficacy and students’ learning motivation in senior secondary school physical 

health education. The results of the study revealed that the model had an 

acceptable fit. It was concluded that teacher self-efficacy affected students’ 

motivation in learning physical health education subject and creating conducive 

atmosphere and in turn, developed  satisfaction among students. Teacher self-

efficacy also is not directly and positively influenced learning satisfaction, but 
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was fully mediated by learning motivation and the conducive learning 

environment provided by the teacher. 

Some studies examined the sources of teacher self-efficacy beliefs. In doing so, 

Lee and Lee (2014) found that teacher self-efficacy beliefs can be enhanced 

during the assignments – for example, the task to develop their instructional skills 

through lesson planning practice; attending mentoring programmes, lesson study 

or professional learning community meetings). They would most likely develop 

their self-efficacy through it (Renbarger, and Davis, 2019). Such programmes 

would enable teachers to gain the knowledge, skills and attitudes geared toward 

better ability drive themselves towards the steep increase of becoming excellent 

teachers and their self-efficacy could clearly be distinguished.  

Using a different research design, i.e., through an experiment,  Huber et al. (2016) 

also  examined how specified professional development practices as an 

intervention, could significantly affect teacher behaviour including teacher self-

efficacy, and consequently, on student outcomes. The findings indicated that 

teachers who went through the professional development programme as treatment 

in the study reported significantly higher self-efficacy after the intervention, 

compared to the control group. In this research, it was also found that there the 

high level of self-efficacy among teacher gives impact to teacher and student 

relationships; and other related distal student outcomes. This is yet another 

empirical evidence for the importance of continuous professional development 

self-efficacy would positively affect student behaviour, and in some other 

instances, teacher behaviour. In other words, we could also see how self-efficacy 

can be proposed as a mediator, bridging the factors influencing it, the outcomes 

resulted from it. 
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Besides keeping teachers updated with relevant teaching skills and content 

knowledge, it was found that the environment where teachers are in also play an 

important role to shape teacher behaviour and self-efficacy. Skaalvik and 

Skaalvik (2016) examined how the challenges faced by teachers in the school 

context could be a difficult situation for teachers and they might have to face 

unpredicted experiences due to such challenges. As a result, we could see how 

teachers suffer from emotional burden, work pressure and burnout, which bear a 

lot of weight to their decision as to whether they keep being motivated to do their 

work or eventually would leave the teaching profession. Teachers who 

participated in this research reported how they reacted differently to the potential 

stress, and some related it to their self-efficacy. This research showed that 

teachers who managed to navigate through the challenges were able to do so 

through the psychological processes – they have the mechanism to confidently 

regulate themselves, keep up their motivation and steer away from negativities, 

such as time pressure, emotional stress, tiredness and the feeling of wanting to 

quit the job. In order to stay positive, the participants also mentioned how 

important it is for the school to create a supportive environment for teachers. 

Teachers acknowledge the need for supervisory support and trust by the 

management, for example, for them to be able to handle student behavioral issues 

and also conflicts that may arise from time to time. 

Indeed, the support that teachers get should be extended to the external parties or 

stakeholders as well, i.e., particularly, support from the parents and the 

government agencies (Martins et al., 2016). Teacher self-efficacy can be 

decreased due to certain identified factors which triggered teachers to be in 

stressful conditions (Savaş et al., 2015). Savaş et al., noted that teachers’ self-
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efficacy was negatively correlated with their tiredness. Literature on teacher 

burnout which are related to everyday situations in the classroom itself should not 

be treated as trivial issues, but require attention from the government agencies to 

come up with effective strategies to support teacher wellbeing and build up 

teacher self-efficacy. 

Rebecca Mcmahon Giles et al. (2016) explored the fundamental preservice 

teacher self-efficacy beliefs linked to teaching. Respondents from the university 

responded to the subject teaching self-efficacy to believe instrument (MTEBI) 

after implementation of a constructivist-based elementary methods course before 

students teaching the subscale indicates a definite prospect of students' learning. 

Attending to preservice teacher self-efficacy is worthy of examination. Teachers' 

training programs must identify opportunities to absolutely impact teaching 

efficacy. 

Ghonsooly et al. (2014) meanwhile, explored the teacher self-efficacy, and 

metacognitive wakefulness predicts their academic performance. The results of 

the research showed that metacognition and teacher self- efficacy affected 

academic performance. However, metacognition had a more substantial effect. 

Teacher self-efficacy served as mediator the relationships between the construct 

and the other constructs to harmonize geared towards the development of the 

research. The following are the hypotheses which were formulated to test the 

relationships of interest: 

 HO10: There is a significant relationship between teacher self-efficacy and 

 teacher effectiveness 
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HO12: There is a significant indirect relationship between teacher wellbeing 

and teacher effectiveness, mediated by teacher self-efficacy. 

HO13: There is a significant indirect relationship between engagement in 

professional development and teacher effectiveness, mediated by teacher self-

efficacy. 

HO14: There is a significant indirect relationship between perceived 

organizational support and teacher effectiveness, mediated by teacher self-

efficacy. 

2.5.6 Perceived Organizational Support 

Perceived Organizational Support (POS) is one of the constructs which are being 

discussed and researched on in the area of psychology and management (Rhodes 

and Eisenberger, 2002; Stamper et al., 2003). According to Rhodes and 

Eisenberger (2002), POS explains the extent of value that employees perceive 

they get from their organizations. Similarly, in education context, it is about how 

teachers feel they are being recognized through the support that they receive from 

the other members in the school (Allen et al., 2008). Eisenberger et al. (1986) 

identified perceived organizational support as teachers' perception that the 

organization values their contribution and cares about the teachers' wellbeing. 

When teachers felt that the they are being treated fairly, praised or rewarded for 

their achievement, being supported in the face of challenges and hardship, teacher 

would favorably think of their organizations. Consequently, teachers feel satisfied 

and at ease. This is the concept that is being highlighted in organizational support 

theory (Beheshtifar, 2013; Eisenberger et al., 1986; Rhodes and Eisenberger, 

2002). Most workers, including teachers would definitely prefer to work in 
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organizations which value their contribution, rather than working only for the 

sake of income and other physical benefits (Osman, at all, 2015). 

Unlike the educational context, the concept of POS has long been in the business 

and management field. In the current business world, particularly in the service 

sector, the orientation of employees to organizational support, organizational 

commitment, and job satisfaction are strongly established because in these 

organizations, employees are highly performance-driven. Therefore, the 

organizations really need to provide all the support needed by the employees in 

order to make an organization run successfully, which human resource is the most 

asset and make up the personnel of the organization. In other words, from time to 

time the relative importance of human resources have gradually been highlighted 

to enable the business world retain its competitiveness. 

The idea of organizational support in the educational context should emulate the 

same essentials – that teachers should also feel being supported, in order for them 

to be more committed and satisfied, which in turn, would drive them to perform 

in their work and career development. Teachers who are valued for the good job 

they have done and, would feel satisfied and emotionally, would feel at ease. 

These teachers would dedicate themselves to their organizations. Such 

organizational commitment is welcomed in especially when we know that the 

teaching profession is becoming more and more unattractive due to the various 

challenges that teachers need to face. Many teachers are reported as having 

intention to leave the job way earlier than their retirement period, thus becoming 

an important issue in human resource management. 
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Azis et al. (2019) found that there is a significant influence of POS on turnover 

intention, mediated by job satisfaction. School administrators need to identify the 

main factors that could contribute to teachers quitting or leaving the profession. 

Meanwhile, the opinions of leaving the organization can also develop from a low 

satisfaction level. The study used 366 respondents from the various organization 

in West Java and involved a manager and supervisor. The result showed a small 

direct effect from perceiving organizational support on turnover intention while 

job satisfaction mediated the relationship. This finding validated previous 

literature underlined that perceived organizational support and job satisfaction 

could help an organization in mitigating the turnover level. 

It was observed that the agent of the organization is usually viewed as an 

indicator of the organization’s intent (e.g.: Arogundade et al., 2015). Teachers 

receiving favorable treatment from a supervisor would most likely perceive their 

organization as supportive. Moreover, teachers perceived organizational support 

when they feel that their organization provides enough training and resources for 

their wellbeing. Thus, perceived organizational support could be viewed as a 

positive attribute that gives teachers assurance that the help will be available from 

the organization when such is essential to complete one job in a stressful 

situation. Because of the preceding, the study is set to find out the pattern of 

relationship that exists between perceived organizational support and job stress as 

well as ascertains if perceived organizational support account for differences in 

the manifestation of job stress. 

Employees’ perceptions of organizational support (POS) can be shaped by the 

environment that they are in. Sometimes coworkers can also play important roles 

in influencing their colleagues. Data were obtained among a sample of 195 
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respondents. Findings have revealed the significant results by practitioners to 

socialize newcomers and to manage perceived support in the context of 

organizational change – very few studies are suggesting that the social context 

might influence workers' perceptions of organizational support. 

Rochmi and Hidayat (2019) investigated the relationships between perceived 

organizational support and readiness for change mediated by affective 

commitment. The data was collected from 144 respondents in preparation for 

change. Perceived Organizational Support and an Affective Commitment 

subscale were used to measure employees' emotional engagement. The results 

indicated that perceived organizational support improves employee readiness for 

change as a consequence of the mediation of affective commitment. Employees 

who perceived their organization as supportive will have a higher positive 

emotional attachment to the organization and a more positive response to the 

change process in their organization, the study discusses the implications of the 

findings and offers direction for future research in this area.  Susilo (2019) 

examined innovative work behavior and organizational performance using 

workplace spirituality. Also, describe how to improve creative work behavior and 

organizational performance through perceived organizational support—this 

research of the study considered as descriptive research. Data collected through 

library research and also the Internet. The results of were improving innovative 

work behavior and organizational performance through workplace holiness can be 

done through creating a meaningful organizational condition, creating a sense of 

community, and creating an alignment of values. This present study focuses on 

the development of social and academic relationships between the teachers and 

management so that they can support and collaborate in promoting education 
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across the state and the country in general. Three hypotheses were developed to 

test the direct relationship between POS and other variables of interest: 

HO7: There is a significant relationship between perceived organizational 

support and teacher effectiveness. 

HO8: There is a significant relationship between perceived organizational 

support and teacher self-efficacy. 

HO9: There is a significant relationship between perceived organizational 

support and the teacher resilience. 

2.6 Teachers and Teaching in Nigeria 

Education is the world's largest initiative is universally held and accepted as the 

most effective instrument for social, economic, political, and cultural 

development.  Thus, in Nigeria, the federal government has adopted education as 

an instrument par excellence, for effecting national development in jet National 

Policy on Education.  The driver of this domestic development vehicle is the 

teacher, who has to be well-motivated, to arrive at the national development 

destination,” effectively and efficiently (Ofojebe and Nwafor,  2010: Akindele, 

2014: Meindinyo and Ikurite, 2017). 

Teachers in Nigeria are very much affected with the existing policy of teachers’ 

promotion. For example, one of the promotion policy in Teachers' Regulation 

Council of Nigeria (TRCN) denoted that after three years of service at Grade 

Level, a teacher is entitled for promotion and increment in salary albeit small 

amount, due to the country’s financial constraint. However, in practice, many 

teachers suffer being in the profession for a number of years, and yet not being 

promoted, thus making them feel demotivated. This situation affected teachers’ 



 

78 

 

satisfaction and performance level. The condition is worsened when there is also 

no specific policy which outlines support for teachers in the form of continuous 

professional development opportunities. Teachers are in dire need for keeping 

themselves up-to-date in order for them to be able to teach more effectively, 

especially those teaching in the secondary schools. It is a huge task for the 

government and relevant authorities to provide the career pathways for teachers 

and also support them with training and development so that they can achieve  

sense of confidence and keep improving themselves for the benefits of the 

students (Akindele, 2014). 

In terms of facilities, most secondary school teachers are not provided with 

suitable and personal office space for them to prepare lessons and attend to 

students’ learning needs. Although these teachers may not be complaining, it 

would be essential to enable teachers to give back to the students in the most 

effective and impactful manner. In some countries, the provision for teachers 

even extend to their accommodation. Indeed, teachers also need a get suitable 

accommodation so that they could possibly  rest after daily activities, especially 

attending to issues that arise from interactions with students in the class such as 

assignment, lesson note, and even to prepare for the next day routine activities. 

Teachers need spacious and well-equipped offices to execute their job well. 

Having housing area, which enables teachers live within the school premises, 

would be very convenient for both teacher and students because teachers were 

available to attend to students' issues even during the night time when necessary. 

In short, suitable accommodation with the appropriate authority is pressing for 

teachers. At times, one could see teachers, especially newly employed loafing on 

due to lack of suitable office accommodation. It is important for teachers to be 
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given basic amenities such as a table, chairs, and air conditioner, in their offices 

(Ololube, 2006; Onyekuru and Ibegbunam, 2013). 

Similarly, teaching facilities/equipment and the other materials school plants 

constitute a strategic factor in the system functions.  They are critical in the 

development of qualitative education.  Thus, in an ideal school situation, the 

necessary resources are expected to be provided for the teachers and students to 

use and to ensure progressive development in academic and extra-curricular 

activities. Unfortunately, at present, these related resources are lacking in most of 

the state government schools (Adepoju, 2003), renowned that most of the public 

schools are lacking the essential teaching-learning infrastructure that is a 

necessary and conducive atmosphere for the meaningful teaching environment. 

Olukoya (2003) believes the existing infrastructural facilities in our schools need 

an urgent improvement if the essential conducive environment is to be made 

available for our teachers to perform as expected. There must be an upgrading of 

the dilapidated school structures. Necessary equipment must be acquired to aid 

the teaching process (Inuw et al. 2013). The teaching profession at different levels 

of education – primary, secondary and tertiary levels, gives a set of challenges 

which may affect teachers' how teachers display their emotions while teaching 

and adhering to the different behavioral challenges and issues. Teacher 

efficiencies would be a great advantage in carrying out teachers’ job to develop 

students into good human beings, thus contributing to creating a knowledgeable 

civilization. The decency of any educational program is strong-minded, to no 

small extent, by the teachers. The quality of education and standard of 

accomplishment devoted consistent with the quality of teachers and teaching 

(Kaur, 2013). 
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Realizing the importance of teacher development of social emotional skills, 

Talvio et al. (2013) examined the teacher development in terms of emotional and 

social learning skills by using the teacher effectiveness training as an intervention 

with two groups of teachers. The effects of the teacher effectiveness training 

intervention on teachers were examined by utilizing Kirkpatrick and Kirkpatrick’s 

model, taking into account various aspects of the outcomes of the intervention, 

i.e., respondents’ reactions, knowledge, application skill, and overall wellbeing. 

In the contrast group, no differences between the pre and posttest measurements 

were found. Among the participants, reactions towards teacher effectiveness 

training were positive. Furthermore, there were significant results in two other 

aspects of knowledge, and knowledge application skills improved. This present 

study focusses on teachers' effectiveness with psychotic factors throughout to 

provide excellent solutions for secondary school teachers because they need 

particular care in order to have adequate teaching. 

Another study which looked at teacher development aspect is the one by Rahman 

and Akhter (2017). The researchers investigated teacher training which 

highlighted the need for effective teaching through training. The study assesses 

the relationships between teachers’ training and teaching effective the study 

found that the teachers who have positive attitude towards education gain 

effectiveness in teaching and classroom management. These includes 

effectiveness in their actual instruction, classroom management, curriculum and 

assessment, and human relationships with students. 

Meanwhile, Murphy (2012) examined the impact of the model of his choice, on 

the estimates of teachers effectiveness. The five models with this a wide variety 

of technical procedures some very naive and others very complicated. The results 
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of the research indicated that value-added estimates are responsive to modeling 

choice, and this sensitivity most be considered when value added models are used 

for teachers' evaluations. The study suggested that, other forms of teacher 

effectiveness measures include such as those obtained through specialist 

observation, collection reviews, students' surveys and conversations, could also 

be used in combination with value-added measures in the evaluation of teacher 

effectiveness. In this research, quantitative measurement was used to look at the 

postulated relationship between training which is geared towards teaching 

effectiveness. 

Previous studies also looked at some of the individual factors contributing to 

teacher effectiveness. Muranda et al. (2015), for example, examined the impact of 

teacher motivation on teacher effectiveness in schools in North Province in 

Zimbabwe. The study investigated the relationships between teacher motivation 

and teacher effectiveness. The research findings showed albeit the significance of 

teacher motivation towards their effectiveness, this teacher motivation factor was 

not given top priority in the school settings. As such, teachers in the study 

reported not receiving any financial incentives for their excellence or 

effectiveness. The research recommends that the teacher motivation must be 

given top priority to the schools in order to improve teacher effectiveness. 

It is also worth to note here that in some studies, the concept of teacher 

effectiveness was not captured although the study concerned teaching evaluation 

from students’ perspectives. Mkhdramine and Essafi (2016), for example, 

investigated teacher and teaching effectiveness from students’ perceptions and 

found that it is rare if not nonexistent. The findings would mean that students’ and 

teachers’ own understanding of teacher effectiveness may be significantly 
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different. The conclusions were that implications for more attention must give to 

wording the item questionnaire in a way that allows us to avoid confusion and 

bias in student educational evaluations. 

Garba and Gupta (2015) examined the teachers' effectiveness for both public and 

private universities in Malaysia. The research found a significant relationship 

between self- management skills and teachers empower with teaching 

effectiveness. However, there are insignificant relationships between leadership 

and teaching effectiveness. The study can be tested in any community. Likewise, 

Corcoran et al. (2012) examined the relationship between teachers' effects on 

students' achievement. This study found that little variation in teacher 

effectiveness can be explained by cultural measures of quality, such as the period 

of teaching experience. The research found that teachers' effects are more 

significant on the higher stakes test. Teacher effectiveness on the high stakes test 

is moderate predictors of effectiveness on the low-stakes test, returns to 

experience differ across tests in ways steady with teachers’ incentives teaching 

skills and content specific to the high stakes test and teachers' effectiveness in the 

high stakes test decompose at an earlier rate than those on the low stakes test. 

Investigation on teaching quality should become a critical issue in some 

countries, especially the developing countries, especially because students’ 

education and life forecast are crucial for sustainability of human resources in 

developed countries. The study presents the first estimated teachers’ value-added 

from African countries using data from a school-based in northern Uganda, by 

Buhl-wiggers et al. (2017). In exploiting the random assignment of students to 

classrooms within schools, estimates a lower bound of teachers' effects, the 
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results also suggest that an increase in teacher quality can make other educational 

interventions more efficient. 

Indeed, the development of the educational system and students’ academic 

achievements in Nigeria has placed many demands on the effectiveness of 

teachers. The research revealed that teachers were ineffective in adhering to some 

aspects, among others are, time management, classroom control and lesson plan 

preparation (Cheezie and Euphemia, 2013). 

Besides individual factors there were also studies which were examining the 

organizational factors.  One of the studies is as carried out by Bai et al. (2014), 

who investigated the relationship between teacher effectiveness and school 

organizational climate. The reliability and validity of the instruments used in the 

study were reported to be significant. The result of the research indicates that the 

organizational climate of schools is related significantly to physical education 

teachers’ effectiveness. Therefore, it is suggested that school administrators and 

or or managers need to create positive organizational environment and open 

atmosphere to increase teacher effectiveness. 

2.7 Summary of the Chapter 

This chapter highlights, theories related to teacher effectiveness and other 

relevant factors, which are essential to studies on teacher effectiveness. The 

literature also includes theoretical notions related to the variables of interest in 

this study. Factors relevant to teacher effectiveness, teachers’ wellbeing with its 

importance were discussed.  Besides, the chapter also includes analyses of 

findings on factors affecting the professional well-being of teachers and how it 

relates to self-determination theory. Other than that, teacher professional 
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development was also being explained in connection with the rest of the other 

variables of interest. The discussion on another factor, i.e., teacher resilience, was 

also included in the text. Teachers’ stress causes the teachers' anxiety, and as 

such, consequences of the pressure, and the effects of the strain were also 

deliberated. The idea of teacher self-efficacy belief has been re-visited with 

available related literature in support of each variable. The development of the 

conceptual framework is based on Self-Determination Theory and Organizational 

Support Theory, the two theories which anchored the current study.  
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CHAPTER THREE 

METHODOLOGY 

3.1 Introduction 

The chapter begins by discussing the research design, the targetted population of 

the study, sampling method applied, operationalization dan instruments used to 

measure each construct, data procedure used to gather data and the employment 

of data analysis in the study. In addition, the chapter also reports the pilot study 

and initial reliability values. Besides, the procedures undertaken for data 

screening of the main study and the establishment of reliability and validity of the 

instrument (i.e., through the testing of the fitness of the measurement model for 

each construct) are also explained in this chapter. The last part of the chapter 

concludes with a brief summary. 

3.2 Research Design 

This study utilizes a quantitative research approach, and specifically, survey 

research method, to collect data through the administration of questionnaire. 

Survey research method in educational research and social science research is 

generally accepted as one of the most appropriate because it is a widely used 

method. Educational researchers who intend to collect mass information about a 

certain population, would commonly opt for this research menthod (Ary, Jacobs, 

Irvine and Walker, 2018). With reference to this study, specifically, the 

quantitative survey research used in this study would enable the testing of the 

hypothesized structural equation model. The quantitative data gathered can be 

statistically analyzed and then interpreted, to help researcher make decisions 

about the postulated relationships between the constructs of interests and 
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generalize the findings to the targetted population of the study at the specific 

point in time it was conducted (Hair et al., 2010; Sekaran and Bougie, 2010). The 

adaptation of a cross-sectional research design is recommended for gathering 

large data for testing of structural model (Bryne, 2002). Besides, in the face of 

resource constraints in terms of the time frame and financial availability, this 

method is deemed appropriate (Sekaran and Bougie, 2010). 

Structural equation modeling (SEM) uses a variety of typologies of the models to 

depict relations among experiential variables, using the same fundamental goal of 

as long as a quantitative test of a hypothetical model hypothesized by a researcher 

(Lomax and Schumacher 2004). There are two prevalent typologies of SEM – 

covariance-based SEM (CB SEM) and incomplete least squares SEM (PLS – 

SEM), also called PLS path modeling. CB SEM is the first and foremost used to 

confirm or refute theories through the empirical analysis of systematic 

relationship between multiple variables (Hair et al., 2017). In this study, 

following suggestions by  Hair et al. (2017), smart PLS-SEM is used as it 

involves testing of a structural equation model which is rather complex. The 

structural model proposed in this research involves 3 exogenous variables, 2 

mediating variables and 1 endogenous variable (see Figure 1.2 for the simplified 

version as per Conceptual Framework). A more detailed description of this 

hypothesized structural model will be discussed further in the data analysis 

section. 

3.3 Population of the Study 

Population of a study is the compilation of the unit of analysis, in this case, 

people, who in the same geographical places, relevant to the particular context of 

study. Cavana et al. (2001) mentioned that population can encompass to an 
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identified group of people with a certain criteria and/or common interests which 

are reflected by the constricts of interest in the study. The target population of this 

study refers to the teaching staff in the selected secondary schools in Bauchi 

State, Nigeria. Bauchi State is considered as one of the poorest states in Nigeria 

and it was reported that among the educational challenges faced in the state is the 

lack of qualified teachers (Musa and Malami, 2020). By looking at the 

contributing factors towards teacher effectiveness in Bauchi State, it is hoped that 

this study shall bring light to the relative importance of several organizational 

factors and psychological factors, which would help enhance the quality of 

teachers in the state. 

Sampling used in the current study f is regarded as a form of proportionate stratified 

sampling techniques in which a quantity of people samples, identified from 

random sampling techniques chosen. In this study, stratified sampling technique 

was used to identify the number of respondents to be picked from the different 

zones, based on population of 6045. This sampling technique can minimize 

sampling error. The population in the study comes from Bauchi North, Bauchi 

Central and Bauchi South. The researcher selected the teachers based on the 

senatorial zones, specifically, selected fourteen (14) out of the twenty (20) Local 

Government Areas (LGAs) in Bauchi State. The table below shows the number of 

secondary schools and teachers in Bauchi State. 

Table 3.1 

Population and Sample Size  

S/No. Geographical zones in  

the State of Bauchi 

Number of 

Secondary 

Schools 

Number 

of 

Teachers 

1. Bauchi South 

 

150 3400 
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3. Bauchi North 

 

90 2001 

3. Bauchi Central 

 

62 644 

Total 3 302 6045 

Source: Ministry of Education, Nigeria (2018) 

3.4 Sampling Techniques 

The study ensures an equal opposrtunity for being chosen as sample by carefully 

considering the distribution of teachers and schools in the three senatorial zones 

of Bauchi State. A stratified sampling technique was used for the selection and 

determination of sample size. According to Sekaran and Bougie (2010), sampling 

can be described in the form of balanced stratified sampling techniques in which a 

quantity of people samples from different geographical areas but on an 

expediency basis. The utilization of stratified sampling errors is considered 

appropriate in this reserach  given the number of population (6045 teachers). 

Furthermore, Cooper and Schindler (2009) and Wilson (2010) noted that stratified 

sampling technique can minimize sampling and it is considered as one of the 

types of random sampling techniques. 

The current study employed stratified sampling technique by following certain 

steps. The first step involved was identifying the population. As noted earlier, the 

total population is 6045 (Ministry of Education, Nigeria, 2018). The second step 

was identification of the stratum. The logical stratum in this study is the three 

senatorial zones of Bauchi State. This was followed by the calculation of the total 

sample needed in this study, and then identification the number of teachers 

needed from each stratum, following the percentages (proportionate). In the next 

section, the details on the number of sample needed for the study was firstly 

identified. 



 

89 

 

3.5 Sample Size and Power Analysis 

Sample size is the number of respondents used in a survey method (Zamboni, 

2018). Since it is difficult for researchers to collect data, test, or examine every 

constituent, therefore, sampling can be used to represent the population of the 

study (Cavana et al. 2001; Sekaran and Bougie, 2010).). Sampling can be made 

based on a separation or some part of the vast population of the study, for 

example, by zones (Zikmund et al., 2013). The samples in this research are 

secondary school teachers in Bauchi States, Nigeria, selected from the total 

population of 6045 teachers in the three zones in Bauchi State. The number of 

sampling was determined through several methods, in order to secure power 

analysis using the formula suggested by Dillman (2007); and also to comply with 

the minimum number of sample needed for testing of structural model as 

suggested by Bryne (2002). Through the sampling method, a researcher can 

ensure that appropriate sample size for the hypothesis can be tested through 

statistical power, which generate valid findings to be generalized to the 

population. One of the ways to do this is via power analysis. Through power 

analysis, the minimum number of sample size can be estimated based on the 

significance level and targeted effect size. 
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Figure 3.1. G-Power 

 
Based on the calculation for power analysis, it was indicated that a minimum of 

146 the sample size is needed. However, according to Bryne (2002), testing of 

structural model, which involves robust data analysis, requires bigger sample size, 

at least 200 or more. Therefore, the second method of sample size was carried 

out. Krejcie and Morgan’s (1970) table was referred to in determining the 

proposed number of sample to represent the population. As mentioned earlier, 

there were 6045 secondary school teachers 302 secondary schools in three 
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geopolitical zone of Bauchi state. Therefore, it was stated in the table that 361 

samples are required to reflect the population of this study. As a strategy to 

minimize the low response rate from possibly uncooperative respondents, it was 

recommended by Salkind (1997), that the sample size be purposely increased by 

up to 25%. For this study, that resulted in a total number of 450 samples for the 

distribution of questionnaire, taking into account the possibility of non-response 

and also incomplete responses. 

The population were separated in three groups by their geographic zones and 

sample were taken proportionately based on the total number of the whole 

population in each group (Saunders et al., 2009). Stratified sampling is a type of 

probability sampling method, meaning that everyone in the population based on 

the stratu, has equal chance of being selected as sample (Zikmund et al., 2013). 

According to Sekaran and Bougie (2010), use of geographical zones in a 

particular state as the stratum which divide the target population  is common used 

in many social science reserach (e.g.: Fornoni et al. 2012; Zhang and Zhang, 

2012).  The table below details out the number of population and the number of 

sample which are proportionatey determined for the three zones in Bauchi State, 

Nigeria. 

Table 3.2 

Population and sample number for the three zones of Bauchi. 

S/No. Geographical zones in the State Number of 

Teachers 

Number of 

Samples 

1. Bauchi South 

 

3400 253 

3. Bauchi North 

 

2001 149 

3. Bauchi Central 

 

644 48 

Total 3 6045 450 
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3.6 Measurement of Variables and Instrumentation 

The unit of analysis of the current study is the secondary school teachers in 

Bauchi state, Nigeria. They are the ones who responded to the items in the 

questionnaire The first section of the questionnaire are the demographic variables, 

which includes  information on gender, age, status qualification, and experience 

of the respondents. Section two consists of subsections – i) a total of 24 items that 

measure teacher effectiveness; ii) a total of 16 items that measure teacher 

wellbeing; iii) a total of 5 items that measure teacher professional development; 

iv) a total of 24 items that measure teacher resilience; v) a total of 16 items that 

measure teacher self-efficacy; and, vi) a total of 8 items that measure perceived 

organizational support. The study adapted some of the instruments used by the 

previous studies, which were found suitable, based on the reported validity and 

reliability, and also similarity in context. The items were based on a numerical 

scale, ranging from 1 (Strongly disagree) to 5 (Strongly agree). 

3.6.1 Teacher Effectiveness 

In this study, participants were asked to indicate the extent to which they agree 

with their effectiveness based on the measurement of the teacher effectiveness in 

the secondary school, with a total of twenty-four (24) items, adapted from the 

study of Patrick and Smart (1998). All the items for Teachers Effectiveness 

adopted in this study were screened before use. Examples of adapted items are: 

 

 

Table 3.2  
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Measures of Teachers Effectiveness 

No Instrument No of items Author Sample items 

1. Teacher 

Effectiveness 

(TE) 

24 items Patrick, J. and 

Roslyn M. 

Smart (1998). 

I treat my students 

equally hers.' 

I treat my students with 

respect 

I have full authority on 

the subject I am 

teaching 

I am interested in the 

opinions of my 

students 

 

3.6.2 Teacher Wellbeing 

The instruments for measuring the Teacher Wellbeing construct were adapted 

from Page (2005). Sixteen (16) items for measuring teacher’s wellbeing the items 

were adapted for the present study. The following are sample items are: 

Table 3.3 

Measures of Teacher Wellbeing 

No Instrument No of 

items 

Author Sample of items 

2. Teachers' 

Wellbeing 

(TWB) 

16 items Page, K. 

(2005). 

To what extent are you satisfied 

with your overall job in this school 

To what extent are you satisfied 

with the responsibilities given to 

you in this school 

To what extent are you satisfied 

how meaningful this teaching job 

is for you 

To what extent are you satisfied 

with your freedom at work 
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3.6.3 Teacher Professional Development 

Items measuring the construct of Teacher Professional Development in the 

current study focus on whether or not teachers agree with the statement to show 

that they were given the opportunity to be involved with activities which 

increased their subject knowledge and teaching skills. These items were adapted 

from Version and States (2014). 

Table 3.4 

Measures of Teacher Professional Development 

No Instrument No of items Author Sample of items 

3. Teacher 

Professional 

Development 

(TPD) 

5 items Version and States 

(2014) 

I'm currently involved 

in mentoring activities 

The school gives me 

the opportunity for in-

service training of 

further education 

The school organizes a 

seminar or workshop 

for the teachers. 

I often attend a 

workshop or seminar 

 

3.6.4 Teacher Resilience 

For the measurement of Teacher Resilience, the present study used twenty-five 

(24) items adapted from the original items (25) of Wagnild and Young (1993). 

The items for measuring the construct were adapted to suit the operational 

definition of the construct, i.e., teachers’ capability to regulate themselves in the 

face of unfavorable circumstances or varied situations. Sample of the adapted 

items are: 
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Table 3.5 

Measures of Teacher Resilience 

No Instrument No of items Author Sample of items 

4. Teacher 

Resilience 

(TR) 

24 items Wagnild, and 

Young, (1993) 

 

When I make plans, I 

follow through with them. 

I usually manage one way 

or another. 

I can depend on myself 

more than anyone else. 

Keeping interested in 

things is important to me. 

 

3.6.5 Teacher Self-Efficacy 

In the present study, regarding the measurement of Teacher Self-Efficacy, sixteen 

(16) items were adapted from the Tschannen and Hoy (2001). An example of the 

adapted items are as in Table 3.6. 

 
Table 3.6 

Measures of Teacher Self-Efficacy 

No Instrument No of items Author Sample of items 

5. Teacher   

Self-Efficacy 

(TSE) 

16 items Tschannen-

Moran, and Hoy 

(2001) 

I can use a variety of 

assessment strategies 

I can provide an 

alternative explanation 

when students are 

confused 

I can craft good 

questions for my 

students 

I can implement 

alternative teaching 
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strategies in my 

classroom 

 

3.6.6 Perceived Organizational Support 

The study adapted the (8) items the short version of the Survey of Perceived 

Organizational Support (SPOS) because the measurements was  based on 

previous studies which were found as most relevant to the current research 

context  (Hutchison, 1997).  

 
Table 3.7 

Measures of Perceived Organizational Support 

No Instrument No off 

items 

Author Sample of items 

6. Perceived 

Organizational 

Support 

(SPOS) 

 

 

 

 

8 items http://classweb.uh.

edu/eisenberger/pe

rceived-

organizational-

support/ 

The school that I 

worked for have 

strongly considered my 

goals and values as an 

employee. 

The school that I 

worked for have failed 

to appreciate any extra 

effort from me. 

The school that I worked 

for would have ignored 

any complaint from me. 

The school that I have 

worked for have really 

cared about my well-

being. 
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3.7 Pilot Study 

For a start, a pilot study was conducted to establish the reliability and validity of 

measures (Flynn, Sakakibara, Schroeder, Bates, and Flynn, 1990). Pilot study in 

this case, is considered necessary to test the feasibility and robustness of the 

instruments because the adapted scales used in the present study were originally 

used in the United States (Bandura, 1990; 2000; Hansen and Graham, 1991; 

Oliver and Anderson, 1994). Following Diamantopoulos and Siguaw’s (2012) 

guidelines, a sum of 50 sets of questionnaires were distributed during the pilot 

survey. However, only 30 teachers completed the questionnaires. This gives a 

response rate of 60%. Test of internal reliability and validity were run via SPSS 

software.  Besides, the basic evidence of discriminant validity of the measurement 

of all constructs were also observed in the pilot study. Table 3.7 presents the 

average variance extracted and composite reliability coefficients of the four latent 

constructs. 

3.7.1 Content Validity Test 

Content/face validity was conducted in this study to ensure how well the 

instrument measures what it is intended to measure. To do that, the researcher 

set consultations with a small group of teachers who are in the same category as 

the respondents, plus a panel of experts to help evaluate the items in terms of 

their suitability, relevance and clarity. Experts consulted included senior 

lecturers, associate professors, and professors in the School of Education, 

Universiti Utara Malaysia, and Bauchi State University Gadau, Nigeria. Further, 

a few Ph.D. students who are acquainted with the environmental context of the 

study were consulted to test the clarity of the study instrument. Additionally, 

some principals/teachers were also consulted for their input. Consequently, and 
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upon consultation with the supervisor, some items were improved through re-

wording/re-phrasing and focus were made to ensure that the measurement of the 

constructs would be more accurate and easily understood by potential 

respondents. Within two weeks in December 2018, this process was completed. 

The observations of professionals, the researcher adopted an improved version of 

the instrument, which was administered for the pilot study. In most pilot tests, the 

sample is generally small (Fink, 2003), although it is usual to increase it to 100 

responses (Dillman, 2007). Therefore, a total of 50 copies of the questionnaires 

were randomly and personally administered. Out of the distributed questionnaires, 

35 were collected, and 5 were not properly completed, so only 30 responses were 

considered for analysis. Some questionnaires were received after the closing date 

and consequently, were not included in the analysis. The high response rate of 

about 60% was achieved due to the distribution and collection of questionnaires 

personally. This process ended within two weeks in December 2018. 

3.7.2 Reliability Test  

Different types of testing reliability could used. However, the most popular 

method used by researchers to test the inter-item consistency and reliability is the 

Cronbach‘s alpha coefficient (Sekaran and Bougie, 2010). It indicates the extent 

to which answers of the respondents to all the items are consistent. After running 

a reliability test using SPSS v18 for Windows, it was found that all the measures 

had a high reliability standard ranging from 0.66 to 0.91. This is in line with the 

criterion that a Cronbach‘s alpha coefficient of 0.60 is considered average 

reliability, while a coefficient of 0.70 or higher indicates that the instrument has a 

high reliability standard (Hair Jr. et al., 2010; Nunnally, 1978; Sekaran and 

Bougie, 2010). 
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Table 3.8 

Reliability Test 

S/NO Constructs Number of 

Items 

Cronbach's 

Alpha 

1 Teacher Effectiveness 24 0.82 

2 Teacher Well-being 16 0.86 

3 Teacher Professional 

Development 

5 0.66 

4 Teacher Resilience 24 0.91 

5 Teacher Self-Efficacy 16 0.91 

6 Perceived Organizational 

Support 

8 0.78 
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Table 3.8 shows the summary of the reliability results. It can be seen from that the 

results of the pilot test show that the Cronbach’s alpha values for the respective 

constructs under investigation are all above 0.60. Consequently, given the 

established yardstick of 0.70, it can be concluded all the constructs are reliable. 

3.8 Data Collection Procedures 

Data for the present study was gathered through questionnaires which were self-

administered to the identified samples. In terms of ethics, the researcher to 

applied for consent from the Ministry of Education, Nigeria, who acted as the 

liaison persons for the researcher. The cover letter also provides instructions on 

how to answer and return the questionnaire. To further increase the willingness of 

the respondents to participate in the survey, the researcher explicitly address the 

anonymity and confidentiality through the cover letter. 
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Researcher started to gather data about a month after the proposal defense, i.e., in 

January 2019 until February 2019. According to Sekaran and Bougie (2010), self-

administered questionnaire can help raise considerable cooperation from the 

respondents during data collection period, thus heighten the possibility of their 

responses. Besides, self-administration would normally take shorter period of 

time compared from other methods used for questionnaire distribution. However, 

in some cases, researchers may not get the responses right away; instead, after 

meeting the respondents first time to explain the ethics, purpose and give the 

instructions, they may have to leave the questionnaire and come back another 

time to collect them back from the respondents. 

That was just what happened in the present study. Considering teachers’ busy 

schedule, ample time was given to the respondents to fill up the questionnaire – 

nearly 30 days were giving to respondents days after they were administered by 

the researcher, in order to ensure high response rate. Indeed, 217 completed 

and usable questionnaires were received through the school principals. These 

217 completed questionnaires were labeled as early responses and were further 

used in conducting non-response bias on the main study variables. Despite the 

encouraging responses, follow-up phone calls and Short Message Services (SMS) 

were also sent to the school principals to remind those participants who were yet 

to complete their questionnaires. The principals helped to send a gentle reminder 

to those participants, who then, returned their questionnaires using group emails. 

Hence, this effort yielded an additional 180 questionnaires which were labeled as 

late responses and used for testing non-response bias. Overall, within a period of 

data collection, out of 450 questionnaires distributed to the target participants, 

397 questionnaires were returned. This accounted for a response rate of 87.8%. 
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Of these 397 questionnaires, 11 were excluded because of a significant part of 

these questionnaires incomplete; and the remaining 386 useable questionnaires 

were utilized for further analysis, first beginning with screening process. In the 

process of collecting data, researcher encountered several difficulties, but 

managed to overcome them. One of the significant difficulties encountered during 

data collection was related to the geographical location of the participated 

secondary school. Problem encountered during the data collection was related to 

the time taken before collecting back the completed questionnaires. 

3.9 Data Analysis  

In the present PLS path modeling was used as the method for data analsys (Wold, 

1974, 1985) via Smart PLS 3.0 M3 software (Ringle et al., 2005). Use of smart 

PLS is considered appropriate in test hypothesized theoretical model, due to these 

justifications: Firstly, PLS-path modeling enables the estimations of relationship 

between latent construct and the indicators underlying the complex measurement 

model. Besides, unlike in regression technique, whereby the linear aggregated 

model is submitted in the analysis, PLS-SEM estimate second order measurement 

models within the bigger structural model, simultaneously (Duarte and Raposo, 

2010). PLS-Indeed, PLS-SEM is regarded as as the second-generation technique, 

which advances the analysis of structural models among multiple exogenous 

latent variables and latent endogenous variables concurrently (Gefen, Straub and 

Boudreau, 2000). 

Meanwhile, compared with covariance-founded structural equation modeling 

(CB-SEM) applications such as, AMOS and LISREL, PLS-SEM is a variance-

based technique which is chiefly appropriate for this study as it is particularly 

valuable for prediction, theory extension development of the present theory 
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(Hulland, 1999: Henseler, Ringle, and Sinkovics, 2009). Compared to to other 

CB-SEM, PLS software is claimed to be more user-friendly, especially in the 

accomplishment of some complex analyses (Temme, Kreis, and Hildebrandt, 

2010). Additionally, Urbach and Ahlemann (2010), delineated advantages of 

PLS-SEM statistical software for analyzing structural equation models, and they 

include:  

i. Requirement of less sample size compared to other techniques; 

ii. Can be administered for data which is slightly not normally 

distributed;  

iii. Can accommodate complex, multi-faceted structural models, with 

a large number of variables; 

iv. Can be used to analysed both reflective and formative models;  

v. Most applicable for theory expansion.  

Data screening process was carried out to ensure that data anaysed in the present 

study is clean data and thus, would produce valid results. The initial stages were 

involved in the screening processes of the data analysis includes testing for 

response bias, detecting and also replacing the missing values, and testing and 

treating outliers (extremists). Later on, the measurement model was evaluated for 

its validity and reliability by means of analysis via PLS algorithm (Geladi and 

Kowalski, 1986). Here the loading value of each variable (item) was observed 

and values related to the establishment of discriminant validity were calculated. 

After the establishment of instrument validity, then, the structural model was 

assessed by means of standard bootstrapping procedure as proposed by Hair et al. 

(2012) and Henseler et al. (2009). At the end of this stage, the results were 
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interpreted in the procedure of path coefficients or beta values and the t-value, R2 

value, effect size, as well as the predictive importance of the model were all 

estimated via PLS-SEM analysis (Hair et al., 2014). For the present study, the 

mediating relationship then analysed, also through the use of bootstrapping 

method. The boostrapping method, as well as a few other recommended  

mediation testing, were used in this study to provide evidence for the indirect 

effect (Klarner et al., 2013). 

3.10 Summary of The Chapter 

The chapter discussed the methodology part which comprised the research 

philosophy, research design, and conceptualization of the variables. The chapter 

highlights that a cross-sectional survey applied as the research design and data 

were gathered among the secondary school teachers in Bauchi state, as the unit of 

analysis.. The stratified random sampling technique used in the study. In this 

chapter also, the researcher identified the instruments and measures of the 

constructs of the study, which were adapted from some previous studies, and 

clarified on how the content validity and reliability of the measures measured. 
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CHAPTER FOUR 

ANALYSIS 

4.1 Introduction 

Chapter four discussed the findings analyzed through the method of PLS-SEM 

path modeling. Preceding the main research findings, a preliminary study was 

reported, most of which includes all the data screening process. Afterwards, the 

findings of the primary data analysis are reported, starting with a measurement 

model analysis. Hence, the study conducts and presents reliability as well as 

validity analysis in the chapter. Similarly, the analysis of the structural model was 

also performed and the findings are presented in the form of coefficients. The 

estimated values include loadings of the indicators, path coefficient estimates, R
2
-

values, the effect size, and the predictive values. Finally, the chapter also includes 

findings on the direct and indirect analyses, which ultimately involved the test of 

a mediation model. 

4.2 Response Rate 

This total of 450 questionnaires was distributed personally by the researcher to 

the secondary school teachers in three geopolitical zones of Bauchi state in this 

study. Since teachers were usually busy, the researcher had to leave the 

questionnaire and allow for enough time before the questionnaire be collected. In 

ensuring high response rates among the respondent, the researcher followed up by 

making several phone calls, sent group emails and SMS remind respondents who 

had not yet completed their questionnaires at that time, following suggestions by 

several authors (e.g.: Dillman, 2000; Porter, 2004; Sekaran, 2003;Traina, 

MacLean, Park and Kahn, 2005). The outcomes of these attempts yielded 397 
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(87.89%) returned questionnaires, out of the total 450 questionnaires distributed 

to the target respondents earlier. Based on Jobber, (1989) and Sekaran (2003), 

thee response rate is considered satisfactory for the analysis in the study, 

exceeding the suggested response rate of 60-70% for minimum sufficiency of 

response rate for surveys. Out of these 397 questionnaires, 11 questionnaires were 

found unusable because some of the parts in it were not completed by the 

respondents; the remaining 386 questionnaires were used for further analysis. 

Table 4.1  

Response Rate of The Questionnaires 

Questionnaires Frequency Rate (%) 

Distributed  450 100 

Returned  397 87.8 

Returned and usable 386 85.7 

Returned but excluded 11 2.78 

Not returned 53 11.7 

 

4.3  Data Screening and Preliminary Analysis 

The data screening process is very crucial and is used to identify possible 

violations before a statistical procedure is undertaken in any multivariate analysis. 

It is also important for the establishment of critical assumptions regarding the 

application of multivariate techniques of data analysis (Hair et al., 2007). 

Additionally, by conducting initial data screening, the information compiled for 

further analysis can be  interpreted better. 

Before conducting the data screening, all returned questionnaires were coded and 

entered in the SPSS. Also, all the reversed items in the questionnaires were 

recorded. Data screening were performed – missing values were identified and 
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replaced; outliers were detected and the assumptions of normality and 

multicollinearity were secured so that further analyses to test the hypotheses can 

be carried out (Hair et al., 2010). 

4.3.1 Data Coding and Screening  

Firstly, all questionnaire sets which was returned (386 questionnaire sets) and 

were entered and coded in the SPSS software. The measured variables were 

coded based on their respective initials and were sequenced accordingly 

following the same latent construct where the items belong to. Table 4.2 displays 

the code used for each variable and the number of items for each construct. 

Table 4.2  

Construct Coding 

Constructs Code Number of items 

Teacher Effectiveness TE 24 

Teacher Wellbeing TWB 16 

Teacher Professional Development TPD 5 

Teacher Resilience TR 24 

Teacher Self-Efficacy TSF 16 

Perceived Organizational Support POS 8 

Total 6 93 

 

 
4.3.2 Analysis of the Missing Value  

Based on the dataset, out of the 35340 data points (excluding demographics), 26 

were found to be randomly missed, which accounted for 0.07%. Specifically, 

teacher wellbeing missing values each. Teacher wellbeing had three 3 missing 

values each; teacher professional development had two 2 missing values; teacher 

resilience had 1 missing values; Teacher self-efficacy had 4, and perceived 

organizational support had five 5 missing values. According to Tabachnick and 
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Fidell (2007), the percentage of missing values of 5% or less can be an accepted 

rate for the missing values to be as non-significant and would not affect the 

statistical inferences. 

In addition, it was also recommended Little and Rubin (1987) and Tabachnick 

and Fidell (2007), that the easiest way of replacing the missing values for missing 

data of 5% or below, is by substituting it with the average mean of the particular 

variable. Following this recommendation, the method of mean substitution was 

applied to replace the random missing values in this in this present study. 

4.3.3 Common Method Bias Test   

Generally speaking, the common bias method is a bias which results from 

common method variance (CMV). In other words, CMV is closely related to the 

measurement of a particular construct, and not the construct itself, which the 

instrument intended to uncover (Podsakoff et al., 2003). The variations in 

responses are caused by the spurious correlations that occur between variables 

when these variables are measured using a similar method (Malhotra et al., 2006). 

As a result, there is a potential threat to the relationships between variables due to 

the possibility of the results being either inflated or deflated (Podsakoff et al., 

2003; Conway and Lance, 2010; Podsakoff et al., 2012). 

Common method bias could create a potential problem of especial in behavioral 

research – how people react to item questionnaires is a reflection of their 

behavioral reactions to the particular items. Scholar have been discussing and 

debating the relevance of addressing common method variance and its potential 

impact since the last four decades (Campbell and Fiske, 1998). The discussion 

still continues until these days due to it is a potential problem, which may not be 
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obvious to some researchers (Lindell and Whitney, 2001; Brannick et al., 2010: 

Podsakoff et al., 2012). Yet, many researchers generally agree that common 

method bias can be the primary source of measurement error (Podsakoff et al., 

2003). Measurement error, which may account for both random and systematic 

measurement errors, would potentially threaten the validity of the research, if data 

is not screened accordingly. In other words, any conclusion made out of data 

which are threatened with CMV may not be valid results (Bagozzi and Yi, 1991). 

Systematic errors are identified as more crucial because they may cause spurious 

effect which result in inaccuracy in the estimated relationships of the constructs 

being measured (Campbell and Fiske, 1998; Podsakoff et al., 2003). Sources of 

systematic error, particularly the ones connected to method effects or introduced 

by a measurement method could severely inflate or deflate the actual figure of the 

relationship between independent and dependent variables (Rungtusanatham, 

Choi, Hollingworth, Wu, and Forza, 2003). Thus, again, the results could 

significantly invalidate the research findings (Podsakoff et al., 2003). 

For random errors, they tend to occur when there are several items measuring the 

same construct. When random errors are averaged out across several items; there 

is a tendency for the errors to either inflate or deflate the true scores (Schwab, 

2013). However, for a construct which has more items, it would be easier to take 

care of these random errors. Using PLS-SEM, the constructs are measured by 

taking into considerations the errors by each of the item. Therefore, the estimated 

values would be more accurate compared to when the errors are aggregated.  

As mentioned earlier, the present study involved data collection in the form of 

self-reported survey from a single source, thus, was subjected to method bias 

(Lindell and Whitney, 2001; Spector, 2006). The study employed two 
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approachess as a measure for controlling the errors that may come with it 

(Podsakoff et al., 2003; Williams, Hartman, and Cavazotte, 2010: MacKenzie and 

Podsakoff, 2012). Several authors have suggested some ways to encounter this 

(e.g., Chang et al., 2010; Podsakoff et al., 2012; Viswanathan and Kayode, 2012; 

Williams et al., 2010) and researchers are advised to apply these strategies 

starting from the stage of designing and administering the questionnaires. This is 

to reduce the risk of erroneous responses and the affected results which come 

from it later during analysis stage (Chang et al., 2010; Baumgartner and Winters, 

2012; MacKenzie and Podsakoff, 2012). In this study are first, in terms of 

questionnaire design, the researcher has tried to minimize error by avoiding 

complicated words and double-barreled questions. Also, the scale items were 

made clearly and precisely way. Second, there were instructions at the beginning 

of the questionnaire and a clear definition of each concept to avoid confusion. 

Third, the respondents have been informed that there is no preferred or correct 

answer; all that is desired for them is to be candid and objective. Lastly, the 

researcher has ensured the anonymity and confidentiality of the respondents, 

which has been written boldly on each copy of the questionnaires. 

Use of the above methods often minimizes or also eliminates the effects of 

common method bias, however, it is impossible to absolutely ensure that the 

research is totally error-free (Podsakoff et al., 2003; Podsakoff et al., 2012). 

Moreover, there is no statistical evidence that the method variance, has 

significantly been reduced to the minimum. Therefore, researchers would have to 

consider several statistical methods to help clean the data, as a complimentary 

effort to produce valid data for the research (Podsakoff et al., 2003; Podsakoff et 

al., 2012). 
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This study employed one of the most commonly used statistical techniques in the 

literature, which is Harman's single-factor (Podsakoff et al., 2003). The method 

has been used by several researchers to control for common method variance, and 

it should be applied after the data have been gathered (Aulik and Gencturk, 2000; 

Organ and Greene, 1981).  It was mentioned that the existence of method bias 

would be indicated when the results of factor analysis yielded only one single 

factor (Podsakoff et al., 2003). Results indicated that the first factor was 

represented by only 41 percent of the total variance. Kumar (2012) and Podsakoff 

et al. (2003) suggested that in order for the assumptions of the non-existence of 

CMV, the cut-off value for the contribution of a single-factor analysis should not 

exceed 50 percent of the covariance. Therefore, it was concluded that, based on 

the above results, common method variance (CMV) does not exist between the 

constructs in the present study. 

4.3.4 Assessment of Outliers 

According to Barnett and Lewis (1994), outliers in the dataset, to a certain extent, 

can severely distort the statistical output of the coefficients estimation and results 

in misleading or invalid research findings (Verardi and Croux, 2008). The easiest 

way to identify the observations, which are outside the SPSS value labels is 

through the observations of frequency counts and these were tabulated by 

observing the minimum and maximum statistics. This initial analysis of frequency 

statistics would generally give a picture of whether or not there is a value which is 

out of the expected range. 

Further analysis of data to determine the actual univariate outliers follows, using 

standardized values with a cutoff point of ±3.29 (p <. 001), in accordance with the 

recommendation made by Tabachnick and Fidell (2007). Using the above cut-off 
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point as per suggested by Tabachnick and Fidell (2007) as the criterion for 

detecting outliers, it was noted that none of the cases in this study were identified 

as potentially having the threat of univariate outliers. In addition to using the 

standardized values to identify univariate outliers, the analyses of multivariate 

outliers were also conducted, and this was carried out through the observation of 

the Mahalanobis distance values (D2), as per suggested by Tabachnick and Fidell 

(2007). Results of the analyses for the current research with 93 observed 

variables, were compared to the suggested cut-off point for the chi-square, i.e., is 

93.17 (p = 0.001). It was found that six cases were identified as multivariate 

outliers and thus, removed from the dataset in order to preserve the accuracy and 

validity of the data analysis, which would be conducted in the latter stage of the 

study. This resulted in the final dataset which came from 380 respondents which 

were used for the rest of the analysis. 

4.4 Normality Test 

Normality test is another important screening process required for multivariate 

analysis (Hair et al., 2010). Distribution of data for each variable must correspond 

according to the standard distribution. In other words, data must follow normal 

distribution for results of analyses can be generated correctly and produce 

stronger validity for further assessment (Froh, 2007). Parallel to Hair et al. 

(2010), Pallant (2001) also suggested that the assumption of data normality be 

met up for further multiple regression analysis. Previous research (Reinartz et al., 

2009; Wetzels et al., 2009), traditionally assumed that PLS-SEM provides 

accurate model estimations in situations with extremely non-normal. However, 

this assumption may turn out to be false.  
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In the present study, evidence of normality was observed through the histogram 

illustration and by observing normal probability plots, following Field's (2009) 

suggestion, and thus, ensuring normality assumptions being met (see Figure 4.1). 

In addition, the study used multivariate normalcy to measure data distribution by 

referring to Skewness and Kurtosis values, following Hair et al. (2010). The 

results generated are as shown in Table 4.4. Bhatti, et al. (2012) recommended the 

cut-off value of 2.58 for skewness and kurtosis of the variables. 

Table 4.3 

Normality Test: Skewness and Kurtosis Statistics (n=380) 

   s.d.            Skewness      Kurtosis 

   Statistics Std. 

Error 

Statistics Std. 

Error 

TE 4.11 .33 -.35 .13 2.08 .25 

TWB 3.72 .60 -.30 .13 .828 .25 

TPD 3.34 .87 -.23 .13 -.071 .25 

TR 4.04 .36 .14 .13 1.35 .25 

TSF 4.14 .38 -.21 .13 3.01 .25 

POS 3.92 .45 .06 .13 -.26 .25 
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Figure 4.1.  Histogram and Normal Probability Plots 
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Figure 4.1. Normal P-Plot Regression 

 

4.4.1 Homoscedasticity  

Homoscedasticity refers to an underlying assumption that the variance of the 

dependent variable is approximate. In other words, the error terms in proposed 

model have constant variances, regardless of whether they belong to the 

independent or exploratory variables (Hair et al., 2010). Homoscedasticity can 

easily be assessed by observation of the scatter plot for the regression residuals, 

using the regression method in SPSS.  When the scatter plots show a pattern of 

residuals disseminated around the mean, then, we can say that the residuals is 

approximate, thus establishing  homoscedasticity (Berry and Feildman, 1985). 
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Figure 4.3 illustrates the scatter plot of the regressed residual of all the 

independent variables. It shows that the assumption of homoscedasticity 

was not violated. 

 

 

Figure 4.2. Standardized Residuals against the Standardized Predicted 

Value 

 

4.5 Multicollinearity  

Careful examination of multicollinearity among the variables of the study was 

conducted by looking at the correlational values (r-values) in the correlation 

matrix as per suggested by Peng and Lai (2012). In Table 4.5, it can be clearly 

witnessed that the correlations between the variables of interest are less that the 

cut-off point of 0.90. This provide evidence of non-existence of multicollinearity 

between these variables. The assumption of non-existence of multicollinearity 
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between these independent variables is a pre-requisite for inferential statistics 

based on correlation matrices, such as regression and model testing.  By taking 

care of this, that the validity of statistical estimations from such testing will not be 

affected (Hair, et al., 2006; Tabachnick and Fidell, 2007; Pallant, 2010). 

 
Table 4.4 

Multicollinearity Correlations among the Exogenous Variables 

Variables TWB TPD TR TSF POS 

Teacher Wellbeing 1     

Teacher Professional 

Development 

.579
**

 1    

Teacher Resilience .409
**

 .296
**

 1   

Teacher Self-Efficacy .437
**

 .104
*
 .674

**
 1  

Perceived Organizational 

Support 

382
**

 .298
**

 .411
**

 .391
**

 1 

Note: ** Correlation is significant at 0.01 level (1-tailed) d. 

 
However, another method of detecting multicollinearity problems, as suggested 

by body literature, is to examine the (VIF) and corresponding tolerance value 

(Peng and Lai, 2012; Hair et al., 2011, 2014). Hair et al. (2014) suggested that a 

tolerance level of 0.20 and below or a VIF value of (5) and above designates the 

existence of multicollinearity between variables. If a tolerance value is 0.20 or a 

VIF value is 5 (tolerance over 1, e.g., 0.20/1). Therefore, 80 percent of that 

variable variance is explained by other independent variables of the model. 

As presents in Table 4.6 below, the tolerance levels of all independent variables 

are higher than 0.20, and the VIFs also are below 5 for all the variables. This 

indicates the absence of multicollinearity among the variables. To sum, both 

correlation matrix, as well as culinary statistics using tolerance and VIF, have 
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proved that the exogenous latent variables of the study are free on or after any 

multicollinearity problem considerable. 

Table 4.5 

Multicollinearity Test based on Tolerance and VIF Values, 

 Tolerance  VIF 

TE    

TWB 514  1.94 

TPD 585  1.71 

TR 483  2.06 

TSF 453  2.20 

POS 754  1.32 

Note: TE=Teachers Effectiveness, TWB=Teachers Wellbeing, TPD=Teachers 

Professional Development, TR=Teachers Resilience, TSF=Teachers Self-

Efficacy, and POS= Perceived Organizational Support. 

 
 

4.6 Non-Response Bias Test  

Non-response bias is an error which is introduced when there is a significant 

discrepancy between the answers from the respondents and those obtained (later) 

from the non-respondents. In this sense, it is be possible that the reasons for not 

responding or refusing to participate as respondents could can be of valid 

motives. In some cases, respondents from certain areas may be difficult to reach 

or are out of contact (Armstrong and Overton, 1977; Yehuda, 1999). If for 

example, a group of respondents from the particular area should represent the 

sample of population, but the fact that there is no response from them, then we 

could say that data collected would not be representative of the population, and 

thus, cannot be generalized. Non-response bias can also root from the 

respondents’ refusal to answer due to unsuitability of the questions/statements in 

the survey. Therefore, it is very pressing that the instrument be first pre-tested, 
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piloted, analysed and revised (if necessary), before venturing into the main data 

collection. 

In addition, Salkind (1997) suggested that the number of samples required to be 

bloated up to 50%, taking into account the possibility of non-response. In this 

study, since researcher personally and closely administer the survey, it was 

decided that an addition of 25% would be sufficient to tackle the risk of non-

response among the identified respondents. It is also suggested that researchers 

use several techniques (e.g., through follow-up telephone calls or give token of 

appreciation) (Churchill Jr. and Iacobucci, 2004). 

Test of differences between the two groups was also conducted. All variables of 

interest in the study were included in the analyses. In the output table, Levene’s 

test was referred to as a guide for establishing the equality of variance, followed 

by the p-values. The findings are displayed in Table 4.6 (descriptive statistics) 

and Table 4.7 (t-values and p-values). 

Table 4.6 

Group Descriptive Statistics for the Early and Late Respondents 

 

Construct 

 

Response 

 

 

N 

 

Mean 

Std 

Deviation 

Std. 

Error 

Mean 

TE Early Response 200 4.08 332 0.02 

 Late Response 180 4.15 324 0.02 

TWB Early Response  200 3.63 601 0.04 

 Late Response 180 3.82 886 0.04 

TPD Early Response  200 3.27 836 0.06 

 Late Response 180 3.43 836 0.03 

TR Early Response  200 3.97 358 0.03 

 Late Response 180 4.12 352 0.03 
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TSF Early Response 200 4.08 392 0.03 

 Late Response 180 4.21 358 0.03 

POS Early Response 200 3.85 462 0.03 

 Late Response 180 4.00 415 0.30 

Note: TE=Teacher Effectiveness, TWB= Teacher wellbeing, MO=Market 

Orientation, TPD= Teacher Professional Development, TR_= Teacher 

Resilience, TSF= Teachers Self-Efficacy, and POS= Perceived Organizational 

Support. 

 

Table 4.7 

Independent Samples to Test 

Construct  F s.d. 

Mean 

Difference 

Std. Error 

Difference 

Sig.            

(2-tailed) 

TTE   -2.11 378 .035 -.072 .034 

TWB   -3.12 378 002 -.19 .06 

TPD   -1.78 378 076 -.16 .09 

TR   -4.01 378 000 -.15 .04 

TSF   -3.32 378 001 -.13 .04 

POS   -3.19 378 002 -.15 .05 
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4.7 Demographic Profile of the Respondents 

The respondents’ demographic information, which were gathered in this study 

include gender, age, marital status, educational qualification, and years of 

teaching experience. This should give sufficient profiling of respondents in the 

study. Table 4.8 displays the frequency and percentages of each demographic 

variables accordingly. 

As can be seen from Table 4.8, most of the respondents who participated in this 

study are male constituting 246, which is equivalent to 64.8% of the total 

responses usable for the analysis of this research, whereas 134 participants 

representing only 35.2% of the total respondents are female. This wide gap 

between male respondents and their female counterparts is not so surprising 

because of previous studies on having reported that male respondents always 

represent many of their respondents in both developing and developed economies 

(Idar and Mahmood, 2011).  

Regarding the age range 39 (35.2%) of the respondents aging 20-25 years old; 89 

respondents (23.3%) are representing 26-30 years; 163 respondents (43.0%) 

representing 31-40 years; 81 respondents (43.0%) aging 41-50 years; and 8 

respondents (2.2%) agung 51-65 years. Meanwhile, in terms of marital status, 103 

respondents (27.0%) reported as being single, 266 (70%) married and 11 (3.0%) 

widowed.  

On the other hand, concerning their educational qualifications, most of the 

respondents have either first diploma constituting 11 are participants, which are 

equivalent to 2.8%t of the total respondents. Whereas 86 had NCE respondents 

representing 22.6%. A total of 63 respondents, representing 16.5%, were with 
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HND and 203 (53.3%) of the respondents had a degree and 18 (4.8%) had the 

highest qualification, i.e., as masters degree. 

Finally, 13 (30.2%) of the respondents reported having work experience of 1-5 

years; 122 representing 26.5% were with 6-10 years of work experience; 115 

representing 25.0 % were with 11-15 years of work experience; 68 representing 

14.8% were with 16-25 years of work experience; 16 representing 3.5 % were 

with 26-35 years of work experience. 

Table 4.8 

Summary of Respondents’ Demography Profile 

Characteristics  Frequency Percentage 

Gender   

Male 246 64.8 

Female 134 35.2 

Age   

20-25 39 10.2 

26-30 89 23.3 

31-40 163 43.0 

41-50 81 21.3 

51-65 8 2.2 

Status   

Single 103 27.0 

Married 266 70 

Widowed 11 3.0 

Qualification   

Diploma 11 2.8 

N. C. E 86 22.6 

H. N. D 63 16.5 

Degree 203 53.3 

Master 18 4.8 
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Experience Frequency Percentage 

1-5 115 30.2 

6-10 101 26.5 

11-15 95 25.0 

16-25 57 14.8 

26-35 13 3.5 

 

 

4.8 Descriptive Statistics for Latent Variables 

Before further analyses, basic descriptive analyses were carried out to give an 

overview of the levels of each variable of interest this study. These statistics, 

particularly include the aggregated means and standard deviations. 

Table 4.10 shows that the aggregated means for the variables of interest and they 

ranged between 4.14 and 3.35. Specifically, the mean and standard deviation for 

the Teacher professional development are 3.34 and 0.86 respectively; for Teacher 

wellbeing, they are 3.72 and 0.60, respectively; for Perceived organizational 

support, they are 3.92 and 0.45 respectively; for Teacher resilience, they are 4.04 

and  4.04, respectively; for Teacher effectiveness, they are 4.11 and 0.33, 

respectively; and for Teacher self-efficacy, they are 4.14 and 0.38, respectively. 

Table 4.9 

Descriptive Statistics for Latent Constructs 

 

Latent Constructs 

Sample Mean 

 

Standard 

Deviation 

Teacher Effectiveness 380 4.11 .33 

Teacher Well-being 380 3.72 .60 

Teacher Professional Development 380 3.34 .87 

Teacher Resilience 380 4.04 .36 

Teacher Self-Efficacy 380 4.14 .38 
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Perceived Organizational Support 380 3.92 .45 

 

 

4.9 Exploratory Factor Analysis 

The present study used factor analysis as the technique for reducing data to 

observe the factor structure of each latent variable or construct of interest. 

According to Tabachnick and Fidel (2007) and Hair et al. (2010), researchers 

need to collect data from a minimum sample of 300 respondents for factor 

analysis tp be conducted. Similarly, Comrey and Lee (1992) also suggested that 

300 samples to be a good size.  Before factor analysis, the specific condition 

needs to be met. With the total number of 380 as the sample, it is noted that the 

sample is large enough for the analyses to take place. With such sample size, it 

was mentioned by Hair et al. (2010) and Tabachnick and Fidell (2014) that the 

minimum factor loading value which is acceptable is 0.30. Output observation 

witnessed that all of the variabes in this study loaded significantly and above 

0.30. Pallant (2007) and Hair, et al. (2010) also recommended that the cut-off 

value of 0.30 be used as the general rule-of-thumb for determining the accepted 

loading values. 

The method of extraction applied for EFA in this study was principal component 

analysis (PCA), and the determination of the number of factors was via 

eigenvalue higher than or equals to 1. As for Bartlett’s test of the sphericity, the 

passing requirement is that it needs to be significant at (p<0.05), to show that the 

observed correlations are significantly different from identity matrix. Test of 

sampling adequacy by observing Kaiser-Meyer Olkin (KMO) values was also 

carried out for the EFA results to be considered as valid ones. KMO value of at 
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least 0.6 indicates that the sample is sufficient, otherwise, researcher would need 

to collect additional data (Field, 2009). If KMO value is between 0.5 and 0.7, 

sample is considered average, value between indicates good amount of sample, 

and value 0.8 and above 0.9 indicates excellent sample size. 

In determining the number of components (factors) to extract, the most 

commonly used indicator is the eigenvalues. Factors with eigenvalues more than 

1.0 are considered as good factors to be considered. Besides, there must be at 

least 3 items which loaded significantly in the factor for it to be strongly 

independent and meaningful. All the requirement procedure and interpretation of 

statistical outputs discussed above serve for the basis for conducting principal 

component analysis in this study. EFA was conducted in this study for all the 

variables of interest, including the dependent variable, independent variables, and 

mediating variables. 

EFA functions as validation process for the factor structure of all constructs in the 

present study, as part of effort to minimize measurement errors or errors which 

are introduced by the instruments used in the study (Sekaran, and Bougie, 2010). 

Besides, during EFA, information on the correlations between the measured 

variables were also observed to denote the possibility of collinearity. Later, the 

relevant items were also subjected to test of reliability to get the Cronbach’s alpha 

coefficient for each construct. Table 4.11 below shows the comprehensive result.  
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Table 4.10 

Reliability Test of the Latent Constructs 

Constructs Mean Standard 

Deviation 

Reliability 

Teacher Effectiveness 

24 items 

4.11 .33 .85 

Teacher Wellbeing 

16 items 

3.72 .60 .87 

Teacher Professional 

Development 

5 items 

3.34 .87 .81 

Teacher Resilience 

24 items 

4.04 .36 .87 

Teacher Self-Efficacy 

16 items 

4.14 .38 .88 

Perceived Organizational 

Support 

8 items 

3.92 .45 .73 

 

4.9.1 Dimensions of Teacher Effectiveness 

The discussion now proceeds to the result of the reliability analysis for each 

construct in detail.  It was found the Cronbach’s alpha values ranging from the 

.73 to .88. The result indicated the instruments were reliable (Hair et al. 2006), as 

shown in the Table 4.11. 

 

 

 

 

 

Table 4.11 
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Reliability of the Dimensions of Teacher Effectiveness (TE) 

Dimensions of TE Mean Standard 

Deviation 

Reliability 

Class Autonomy 4.19 .74 .79 

Class Activities 3.80 .61 .64 

Class Motivation 4.16 .67 .88 

Teacher Approach 4.23 .60 .64 

 

The validity of the teacher effectiveness construct was tested via exploratory 

factor analysis (EFA), using principal axis factoring (PAF) method of extraction 

and direct oblimin rotation method — the items loaded into four factors based on 

the a per postulated. Items with loading values of 0.30 and above (Nunnaly, 1978) 

were considered significant contributors in explaining each teacher effectiveness 

construct. Table 4.12 indicated that all 21 out of 24 items loaded into the 

designated factor with absolute loading values ranging from 0.31 to 0.76. The 

three items which did not load beyond 0.3 were TE8, TE 4 and TE16. The four 

factors were then relabeled as Class Autonomy (10 items), Class Activities (4 

items), Class Motivation (4 items) and Teacher Approaches (3 itams). KMO 

measure of sampling adequacy exceeds the cut-off value of 0.5; i.e with value of 

0.75; and Bartlett’s test of sphericity (Ci-square = 2872.60) was significant at p< 

0.05, evidence of the non-existence of correlation matrix as an identity matrix; 

thus, EFA could be conducted (Hair et al., 2006). 

 

 

 

 

Table 4.12 
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Exploratory Factor Analysis for parceled items of Teacher Effectiveness. Factor 

loadings based on principal axis factoring and direct oblimin rotation method. 

 Factor 1 Factor 2 Factor 3 Factor 4 

Items Parceled 12-2 items 4 items 5-1 items 3 items 

Class Autonomy2 .64    

Class Autonomy5 .60    

Class Autonomy4 .57    

Class Autonomy8 .50    

Class Autonomy6 .50    

Class Autonomy7 .45    

Class Autonomy1 .44    

Class Autonomy9 .43    

Class Autonomy 3 .42    

Class Autonomy10 .31    

Class Activities 3  .61   

Class Activities 1  .50   

Class Activities 4  .49   

Class Activities 2  .46   

Class Motivation 1   .76  

Class Motivation 2    .46  

Class Motivation 3   .43  

Class Motivation 4    .36 

Teacher Approach 1   .71 

Teacher Approach 2   .43 

Teacher Approach 3   .34 

KMO .75    

Bartlett's Test of 

Sphericity 

2872.59    

df 276    

Total Variance  59.80    

 

These are descriptive of the construct's parceled items. 
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4.9.2. Dimensions of Teacher Wellbeing 

The descriptive findings and reliability for the dimensions of teacher wellbeuing 

was as stated in Table 4.13 – the means, standard deviations, and Cronbach’s 

alpha values of the teacher wellbeing dimensions ranged from .66 to .78 – see 

Table 4.14. 

The dimensions were labelled as teacher satisfaction, responsibility and school 

achievement following the EFA results as shown in Table 4.14. The cut off points 

for item loading was 0.30 (Nunnally, 1978). The items were coded into for the 

initial validity test through exploratory factor analysis EFA, which used principal 

axis factoring PAF and direct oblimin rotation method. 

Table 4.13 

Reliability of the Dimensions of Teacher Wellbeing (TWB) 

Dimensions of TWB Mean Standard 

Deviation 

Reliability 

Teacher Satisfaction 3.99 .75 .76 

Teacher. Responsibility 3.66 .70 .78 

School Achievement 3.44 .60 .66 

 

The items loaded into three different factors based on the model. The Bartlett's 

Test of Sphericity and KMO did check the correlation matrix and identity matrix. 

Bartlett's Test of Sphericity test was significant with Chi-square 2276.03 and 

KMO value was 0.86 as significant at p< 0.05, as per recommended by Hair et al. 

(2006). 
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Table 4.14 

Exploratory Factor Analysis for parceled items of Teacher Wellbeing. Factor 

loadings based on principal axis factoring and direct oblimin rotation method. 

 Factor 1 Factor 2 Factor 3 

Items Parceled 5 items 6 items 4-1 items 

Teacher Satisfaction 6 .78   

Teacher Satisfaction 3 .68   

Teacher Satisfaction 2 .63   

Teacher Satisfaction 1 .51   

Teacher Satisfaction 4 .46   

Teacher Satisfaction 5 .40   

Teacher. Responsibility 3  .77  

Teacher. Responsibility 2  .72  

Teacher. Responsibility 1  .55  

Teacher. Responsibility 4  .51  

Teacher. Responsibility 5  .42  

Teacher. Responsibility 6  .33  

School Achievement 2   .67 

School Achievement 1   .58 

School Achievement 3   .54 

KMO .862   

Bartlett's Test of Sphericity 2276.03   

df    

Total Variance  53.92   

 

Two items, i.e., TWB 1 and TWB 8 loaded weakly (below 0.30) and thus were 

deleted from the item list of the teacher wellbeing construct. 

4.9.3 Dimensions of Teacher Professional Development 

The analysis of the result of mean, standard deviation, and Cronbach’s alpha of 

teacher professional development was indicated that the instrument was valid and 

reliable (see Table 4.15). 



 

130 

 

Table 4.15 

Reliability of the Teacher Professional Development (TPD) construct 

Dimensions of TPD Mean Standard 

Deviation 

Reliability 

Teacher Professional 

Development 
3.35 .76 

.81 

 

The items that measure TPD were analyzed through exploratory factor analysis 

EFA and principal axis factoring method PAF of extraction and direct oblimin 

rotation. All items loaded into one factor based on the model (unidimensional), 

with loading values ranging between 0.46 to 0.85, exceeding the cut-off point 

value of 0.30 (Nunnally, 1978). The items were considered significantly 

contributed to the variance explaining the TPD construct. The results of the KMO 

value, Bartlett’s test of sphericity and loading values are displayed in Table 4.16. 

Table 4.16 

Exploratory Factor Analysis for parceled itemsof Teacher Professional 

Development, Factor loading based on principal axis factoring and direct 

oblimin ration method   

 Factor 1 

Items Parceled 5 items 

TPD 4 .85 

TPD 3 .80 

TPD 5 .74 

TPD 2 .60 

TPD 1 .46 

KMO .79 

Bartlett's Test of Sphericity 713.55 

Df 10 

Total Variance  49.48 
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4.9.4 Dimensions of Teacher Resilience 

The reliability results indicated the Cronbach’s alpha value for each dimension 

was ranged from .67 to. 78, which signifies that the result is reliable (Hair et al., 

2006) (see Table 4.17). 

Table 4.17 

Reliability of the Dimensions of Teacher Resilience (TR) 

Dimensions of TR Mean Standard 

Deviation 

Reliability 

Self-Discipline 4.30 .55 .78 

Positive Outlook 4.06 .54 .67 

Determination 4.41 .58 .77 

Difficult Situation 4.13 .59 .67 

 

The results of the items analyzed by exploratory factor analysis EFA through 

principal axis factoring method PAF of extraction and direct oblimin rotation 

method. Twenty-two out of 24 items loaded into four factors based on the model, 

with loading values ranging from 0.34 to 0.73, above the recommended cut-off 

point of 0.30 (Nunnally, 1978). The two items which did not load above 0.30 was 

TR3 and TR13.  The four dimensions for teacher resilience construct were then 

labelled as self-discipline, positive outlook, determination and difficult situation. 

All item loading values following the respective dimensions, together with 

Bartlett's Test of Sphericity (Chi-square value) and Kaiser-Meyer-Olkin Measure 

of Sampling Adequacy KMO value was indicated in table 4.18. 
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Table 4.18  

Exploratory Factor Analysis for parceled items of Teacher Resilience. Factor 

loadings based on principal axis factoring and direct oblimin rotation method. 

 Factor 1 Factor 2 Factor 3 Factor 4 

Items Parceled 9-1 items 5 items 6 items 4-1 items 

Self-Discipline 8 .62    

Self-Discipline 6 .50   

Self-Discipline 4 .48   

Self-Discipline 2 .44   

Self-Discipline 7 .41   

Self-Discipline 1 .40   

Self-Discipline 3 .34   

Self-Discipline 5 .34    

Positive Outlook 3  .65   

Positive Outlook 2  .56   

Positive Outlook 5  .46   

Positive Outlook 1  .46   

Positive Outlook 4  .41   

Determination 3   -.73  

Determination 2   -.71  

Determination 4   -.53  

Determination 6   -.48  

Determination 1   -.41  

Determination 5   -.41  

Difficult Situation 1    .63 

Difficult Situation 2    .46 

Difficult Situation 3    .38 

KMO  .82   

Bartlett's Test of Sphericity  3108.74   

Df  276   

Total Variance   57.68   
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4.9.5 Dimensions of Teacher Self-Efficacy 

Reliability and validity analysis were also conducted for the dimensions of 

teacher self-efficacy. The means, standard deviations and Cronbach’s alpha 

values for of the dimensions based on the exploratory factor analysis (EFA) were 

displayed in Table 4.19. 

Table 4.19  

Reliability of the Dimensions of Teacher Self-Efficacy (TSF) 

Dimensions of TSF Mean Standard 

Deviation 

Reliability 

Assessment Strategy 4.15 .72 .82 

Classroom Management 4.16 .64 .75 

Students Behavior 4.10 .67 .69 

 

The EFA was conducted using principal axis factoring (PAF) method of 

extraction and direct oblimin rotation. It was found that all 16 items loaded 

significantly below the cut-off point of 0.30 (Nunnaly, 1978), ranging from 0.30 

to 0.79. Total variance explained the construct was 53.93%. Table 4.27 shows 

EFA results with the KMO values of 0.87; Bartlett's test of sphericity (Chi-square 

= 2143.24), significant at p<0.05, proving that the correlation matrix was not an 

identity matrix (Hair et al., 2006) (see Table 4.20). 

Table 4.20 

Exploratory Factor Analysis for parceled items of Teacher Self-Efficacy. Factor 

loadings based on principal axis factoring and direct oblimin rotation method. 

 Factor 1 Factor 2 Factor 3 

Items Parceled Eight items 5 items 3 items 

Assessment Strategy 2 .79   

Assessment Strategy 4 .76   

Assessment Strategy 3 .64   
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Assessment Strategy 6 .57   

Assessment Strategy 7 .50   

Assessment Strategy 1 .47   

Assessment Strategy 5 .46   

Assessment Strategy 8 .30   

Classroom Management 1  .71  

Classroom Management 3  .69  

Classroom Management 2  .69  

Classroom Management 5  .53  

Classroom Management 4  .40  

Student Behavior 2   -.75 

Student Behavior 3   -.53 

Student Behavior 1   -.30 

KMO .87   

Bartlett's Test of Sphericity 2143.24   

Df 120   

Total Variance  53.93   

 

4.9.6 Dimensions of Perceived Organizational Support 

The result of the reliability analysis of perceived organizational support indicated 

that the Cronbach’s alpha values of the two dimensions ranged from .64 and .78, 

respectively, as shown in the Table 4.21. 

Table 4.21  

Reliability of the Dimensions of Perceived Organizational Support (POS) 

Dimensions of POS Mean Standard 

Deviation 

Reliability 

Extra Effort 3.78 .54 .78 

Work Accomplishment 4.10 .54 .64 
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The validity of the items was tested using exploratory factor analysis EFA 

through the principal axis factoring (PAF) method of extraction and rotated via 

direct oblimin rotation method. All eight items loaded significantly with values 

ranging from 0.55 to 0.79, which are well above 0.30 (Nunnally, 1978). They 

were considered significant contributors towards explaining the construct, with 

total variance explained 48.80% (see Table 4.22). 

Table 4.22 

Exploratory Factor Analysis for items of Perceived Organizational Support. 

Factor loadings based on principal axis factoring and direct oblimin rotation 

method. 

 Factor 1 Factor 2 

Items Parceled 7-1 items 4 items 

Extra Effort 5 .65  

Extra Effort 6 .63  

Extra Effort 2 .60  

Extra Effort 1 .57  

Work Accomplishment 2  -.79 

Work Accomplishment 3  -.69 

Work Accomplishment 1  -.67 

Work Accomplishment 4  -.55 

KMO .71  

Bartlett's Test of Sphericity 1133.74  

Df 55  

Total Variance  48.40%  

 

4.10 Evaluation of PLS-SEM Result 

In structural equation modeling (SEM), path models are diagrams used to display 

the postulated relationships between the variables in the study (Hair et, al., 2011). 

The latent constructs in this study are represented in the path models as circles; 



 

136 

 

items which measure the latent constructs are the manifest variables and each of 

them are connected to the respective constructs and error terms, with a single-

headed arrows, which indicate directional relationships (Hair, et al., 2014). 

In the the PLS-SEM model, we could observe both the measurement model, 

which is the outer model; and the structural model, which is the inner model in 

the PLS-SEM, accordingly (Hair, et al., 2014; Henseler et al., 2009). Each latent 

construct and the indicators (items) and the respective errors would represent a 

single measurement model, and they are automatically embedded in the larger 

structural model. As such, in the present study, there are altogether 6 

measurement models which can be observed within the whole structural model. 

Each measurement model were assessed and reported in this thesis. 

Reflective measurement model is drawn in a way that the arrows are from the 

latent variable to the assigned indicators; this signifies that the latent variable 

‘causes’ the indicators or measured variables. The second type is the formative 

measurement model in which the arrow direction is from the indicator variables 

to the latent variable; and this signifies that the indicators ‘causes’ the latent 

variables. Once the measurement models for all the constructs of interest in the 

study have been observed and validated, the structural model can be analysed. 

The structural model utilizes the concept of PLS-SEM path modeling, in which 

all latent variables of interest in the model are mapped together and the 

relationships between them observed. Table 4.23 signifies the procedures of the 

PLS-SEM model assessment used in the study, which were also separated into 

two steps (Hair, et al., 2014). 
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Table 4.23 

Steps in PLS-SEM 

First step 

 

 

Measurement 

Model 

Assessment 

 

 

Assessing the Result of Reflection Measurement Model 

Individual Item Reliability of Reflective Measurement 

Models 

Internal Consistency Reliability of Reflective Models 

Convergent Validity of Reflective Models 

Discriminant Validity of Reflective Models 

Heterotrait Monotrait Ratio of Correlations (HTMT)  

 

Second Step 

 

 

Structural 

Model 

Assessment 

 

 

Assessing of the Result of the Structural 

Model 

Hypotheses Testing for the Direct 

Relationships 

Assessment of the Coefficient of 

Determination (R
2
) 

Assessment of the Effect Size for  Direct 

Relationship (f
2
) 

Assessment of the Predictive for Relevance 

Direct Relationship (Q
2
) 

Hypotheses Testing for Mediating 

Relationships 

 

4.11 Assessment of The Measurement Model  

The evaluation of the measurement model proposed in this study includes 

estimation of the reliability of the individual items which measures each latent 

construct, i.e., its the internal consistency. Besides, estimations of the construct 
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reliability and discriminant validity, and convergent validity were also calculated 

(Henseler et, al., 2009: Hair, et al., 2014). For the formative construct, the 

researcher then examined two conditions upon each indicator, for it to be 

considered as an important contributor of the construct (Hair et al., 2014). First, 

the researcher assessed the collinearity among the indicators using the tolerance 

level or what is termed as variance inflation factor (VIF) values. The threshold of 

for tolerance level is 0.20, while the cut-off value for VIF was 5. To comply to 

the second condition, statistical analysis was carried out to identify the 

significance of formative indicator to the main construct.  

Nevertheless, as the mediating variable of this study is a reflective-formative type 

of hierarchical component model (HCM), the study firstly employed a repeated 

indicator approach (Figure 4.4). This has been done by repeating all indicators of 

the lower order components (LOCs), such as teacher wellbeing, teacher 

professional development, teacher resilience, perceived organizational support, 

and teacher effectiveness on the higher-order component (HOC) that is teachers 

self-efficacy to obtain the latent variable (2; Ringle, Sarstedt, and Straub, 2012: 

Afthanorhan, 2014). The obtained latent variable scores were then used for a two-

stage approach thereby using each LOC scores as a formative indicator to the 

HOC (Hair, et al., 2014; Ringle, et al., 2012).  

Thus, analysis of reliability for the reflective construct in the measurement model, 

and the validity of both reflective and formative constructs, were estimated based 

on the nested model illustrated in Figure 4.4. Hence, as mentioned earlier, the 

initial analyses involved the calculation of reliability for the individual item; 

followed by the estimation of construct reliability and validity of the reflective 

construct. Afterward, using the computation of VIF values, the assessment of 
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collinearity among formative indicators was conducted. In addition, the 

calculation proceeded with finding the significance of the statistical contribution 

both relative and absolute contributions of each indicator to the primary construct. 

4.12 Individual Item Reliability of Reflective Measurement Models 

The assessment of the fitness of the measurement models in this study includes 

estimation of individual item reliability through PLS algorithm (Geladi and 

Kowalski, 1986), as presented in Figure 4.5. The factor reliability of reflective 

constructs was strongminded using the outer loadings of each construct pointers 

(Hulland, 1999; Duarte and Roposo, 2010; Hair, et al., 2012). Hair et al. (2014), 

an indicator with 0.70 external loadings is reliable and satisfactory an instrument 

which was developed in previosu studies. They argued in deciding whether or not 

an item should be removed, the loading of the particular indicator should be 

carefully observed. Furthermore, even with loadings below 0.70, researcher must 

consider deleting the factor only if the deletion can significantly increase the 

composite reliability CR of the construct (Hair et al., 2014). Based on these rules, 

out of 83 items measuring 6 reflective constructs of the study, only 16 items were 

deleted, 6 items from TE, 1 item from TWB, 5 items from TR, 2 items from TSF 

and 2 items from the POS. Leave-taking the study with the remaining items that 

are measured acceptable for further analysis.  

Apart from the variables that were removed from the analysis due to some 

measurement issues, all other indicators have loadings of 0.70 and above except 

item deleted items are below cut of the point. Even though this item has a loading 

below 0.70, it was maintained because it is already above the critical level of 

0.40, and it is removal would not bring about any significant change CR. 

Moreover, 0.67 is very close to 0.70 or approximately equal to. Hair et al. (2014), 
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based on the standard all the remaining items are reliable’ to measure the 

reflective latent constructs. 
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Figure 4.4. Measurement Models: Items were parcelled by the dimensions  

Below are the reliability values of all the measurement model (composite reliability), 

and also the loading estimations (see Table 4.24). 

Table 4.24 

Measurement Model: Reliability and Convergent Validity 

Constructs Items Loadings Composite Reliability 

Extra Effort       POS4 0.72 0.82 

 

POS1 0.78 

 

 

POS5 0.77 

 

 

POS8 0.66 

 
Work Accomplishment 

POS2 0.65 0.84 

 

POS3 0.79 

 

 

POS7 0.76 

 

 

POS6 0.80 

 
Teacher Responsibility 

TWB2 0.73 0.85 

 

TWB3 0.73 

 

 

TWB4 0.79 
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TWB5 0.73 

 

 

TWB7 0.66 

 Teacher Satisfaction TWB10 0.81 0.87 

 

TWB11 0.78 

 

 

TWB13 0.69 

 

 

TWB15 0.66 

 

 

TWB16 0.72 

 

 

TWB9 0.72 

 School Achievement TWB12 0.84 0.85 

 

TWB14 0.82 

 

 

TWB6 0.75 

 Determination TR1 0.65 0.83 

 

TR10 0.68 

 

 

TR2 0.71 

 

 

TR4 0.76 

 

 

TR6 0.72 

 Self-Discipline TR16 0.70 0.83 

 

TR17 0.63 

 

 

TR5 0.75 

 

 

TR7 0.75 

 

 

TR9 0.70 

 Positive Outlook TR11 0.71 0.81 

 

TR12 0.81 

 

 

TR15 0.64 

 

 

TR19 0.70 

 Difficult Situation TR21 0.78 0.82 

 

TR22 0.79 

 

 

TR23 0.75 

 Assessment Strategy TSF1 0.69 0.86 

 

TSF2 0.71 

 

 

TSF3 0.72 

 

 

TSF4 0.73 

 

 

TSF6 0.74 
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TSF7 0.69 

 
Classroom Management 

TSF10 0.79 0.86 

 

TSF11 0.69 

 

 

TSF14 0.74 

 

 

TSF9 0.75 

 

 

TSF12 0.74 

 Student Behavior TSF15 0.76 0.81 

 

TSF16 0.81 

 

 

TSF8 0.73 

 Further Education TPD1 0.71 0.86 

 

TPD2 0.59 

 

 

TPD3 0.74 

 

 

TPD4 0.81 

 

 

TPD5 0.84 

 Class Autonomy TE10 0.73 0.83 

 

TE2 0.65 

 

 

TE5 0.68 

 

 

TE6 0.80 

 

 

TE7 0.66 

 Class Motivation TE13 0.77 0.80 

 

TE14 0.74 

 

 

TE16 0.65 

 

 

TE19 0.66 

 Teacher Approach TE20 0.73 0.80 

 

TE22 0.80 

 

 

TE24 0.73 

 Class Activities TE17 0.75 0.78 

 

TE18 0.72 

 

 

TE23 0.72 
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4.13 Internal Consistency Reliability of Reflective Models  

This refers to the how consistent the set of items can measure the intended construct 

and produce similar correlational scores (Bijttebier et al., 2000; Hays and Hayashi, 

1990; Sun et al., 2007). One of the ways to measure internal consistency is by 

calculating the composite reliability (Cronbach, 1951; Cronbach and Shavelson, 

2004). This measure of internal consistency was recommended as more accurate than 

the popular alpha coefficient especially in structural equation modeling (Hair et al., 

2014; Peterson and Kim, 2013).  

The calculation of CR was based on the contribution of each item loading to its 

relevant construct; while for Cronbach’s alpha, it assumed equal contribution of all 

items, regardless of the actual item loadings (Hair et al., 2014), The cut-off value for 

a latent construct to be regarded as reliable is 0.70. Table 4.9 displays the results of 

CR estimations of all constructs in this study, which ranges from 0.78 to 0.88.  

4.14 Convergent Validity of Reflective Models  

Convergent validity is how the items that measure a construct actually measure the 

intended construct accurately. The correlation between items which measure the 

same construct are positively significant (Hair, et al., 2006). This can be achieved 

through the estimation of the average of variance extracted (AVE), i.e., the squared 

loadings of the indicators of a construct. The minimum value of AVE value for the 

construct to be regarded having convergent validity is 0.50 (Chin, 1998; Hair, et al., 

2011). TGhis would mean that all the items measuring the construct were able to 

explain at least half of the variance in the particular construct (Hair et al., 2014). The 

estimations of  AVE for all constructs were clearly above the cut-off point of of 0.50, 

lending evidence to the convergent validity for each of the constructs. 
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Table 4.25 presents the results of AVE for each construct, (Geladi and Kowalski, 

1986; Lohmoller, 1989) – the AVE value for perceived organizational support is 

0.53; the AVE value for teacher effectivenessis 0.84; the AVE value for teacher 

professional development is 0.86; the AVE value for teacher resilience is 0.84, the 

AVE value for teacher self-efficacy is 0.860, and lastly, the AVE value for teacher 

wellbeing is 0.78. 

4.15 Discriminant Validity of Reflective Models  

Another type of validity which was calculated in this study was the discriminant 

validity. Discriminant validity refers to the extent to which a particular construct 

differs from the other constructs of interest in the study (Duarte and Roposo, 2010; 

Hair et al., 2014). In other words, each construct should be unique and not in 

overlapping with other constructs, thus its contribution to the latent construct can be 

clearly represented (Barroso, Carrion, and Rolden, 2010; Hair, et al., 2014).  

In assessing the discriminant validity, Hair et al. (2014) proposed two methods. One 

of the methods commonly used by researchers to observe discriminant validity is the 

Fornell-Lacker criterion. In this method, the estimation of discriminant validity is 

through the square root of it is AVE than its correlation with any other elective 

construct in the same model (Fornell and Larcker, 1981). The rule of thumb is that 

the former value should be greater than the latter. Based on the criterion, all the 

reflective latent constructs of this study have achieved discriminant validity (Table 

4.25). 
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Table 4.25 

Measurement Model: Discriminant Validity (Fornell-Lacker Criterion) of the First Stage 
 Constructs 1 2 3 4 5 6 7 8 9 10 11 12 13 14 15 16 17 

1 Assessment Strategy 0.718 

                2 Class Activities 0.393 0.736 

               3 Class Motivation 0.316 0.272 0.711 

              4 Classroom Management 0.496 0.399 0.278 0.744 

             5 Determination 0.475 0.491 0.347 0.54 0.71 

            6 Difficult Situation 0.448 0.295 0.254 0.168 0.383 0.778 

           7 Extra Effort 0.590 0.314 0.324 0.355 0.389 0.391 0.74 

          8 Positive Outlook 0.417 0.482 0.232 0.489 0.441 0.485 0.333 0.721 

         9 School Achievement 0.309 0.264 0.229 0.141 0.254 0.213 0.195 0.185 0.812 

        10 Class Autonomy 0.455 0.334 0.425 0.294 0.487 0.358 0.416 0.31 0.239 0.709 

       11 Self-Discipline 0.584 0.388 0.21 0.417 0.573 0.46 0.544 0.56 0.357 0.414 0.716 

      12 Student Behavior 0.500 0.43 0.223 0.556 0.418 0.351 0.35 0.483 0.314 0.282 0.568 0.775 

     13 Teacher Approach 0.455 0.465 0.411 0.238 0.36 0.427 0.389 0.312 0.204 0.463 0.347 0.274 0.76 

    14 Teacher Prof Dev. 0.105 0.219 0.234 0.119 0.248 0.287 0.168 0.185 0.508 0.127 0.331 0.177 0.219 0.748 

   15 Teacher Responsibility 0.471 0.426 0.347 0.414 0.485 0.265 0.346 0.285 0.523 0.338 0.44 0.455 0.267 0.466 0.732 

  16 Teacher Satisfaction 0.250 0.253 0.341 0.212 0.275 0.198 0.099 0.109 0.644 0.218 0.273 0.345 0.208 0.527 0.503 0.737 

 17 Work Accomplishment 0.011 0.127 0.023 0.178 -0.038 0.016 0.203 0.245 0.335 0.113 0.259 0.289 0.002 0.238 0.123 0.339 0.756 

 

 
  



 

148 

 

As observed in Table 4.26, all latent constructs of this study are distinctively 

different because the values of square roots of their respective AVEs are greater than 

the values of other correlations. Thus, the latent constructs achieved its discriminant 

validity because none of them are highly correlated with the other. As a result, each 

construct can uniquely be observed in terms of its contribution to the other latent 

constructs. 

The other way of assessing discriminant validity is via observing the cross-loading 

values of the items or indicators of (Hair et al., 2014). It was noted by Chin (1998) 

that evidence of discriminant validity is portrayed when the values of all item 

loadings within the constructs are greater than the values of the observed cross-

loadings in the other constructs (Chin, 1998). Hair et al. (2011) also recognized the 

use of cross-loading comparisons with the item loadings as a valid method for 

establishing discriminant validity. The results are as in Table 4.30.  
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Table 4.26 

Measurement Model: Discriminant Validity Loadings and Cross Loadings of First Stage 
Constructs Items 1 2 3 4 5 6 7 8 9 10 11 12 13 14 15 16 17 

 

TSF1 0.699 0.309 0.198 0.389 0.435 0.263 0.505 0.278 0.356 0.329 0.534 0.406 0.301 0.146 0.394 0.221 0.070 

 

TSF2 0.716 0.151 0.187 0.282 0.194 0.342 0.333 0.241 0.164 0.336 0.257 0.170 0.386 0.012 0.232 0.131 -0.051 

 

TSF3 0.724 0.296 0.183 0.350 0.278 0.194 0.372 0.295 0.097 0.228 0.367 0.356 0.179 -0.001 0.333 0.082 -0.047 

 

TSF4 0.736 0.237 0.145 0.301 0.320 0.420 0.379 0.279 0.242 0.339 0.394 0.380 0.389 0.039 0.296 0.120 -0.015 

 

TSF6 0.741 0.313 0.269 0.431 0.364 0.363 0.471 0.378 0.153 0.376 0.469 0.383 0.385 0.125 0.327 0.191 0.031 

 

TSF7 0.693 0.362 0.367 0.364 0.427 0.349 0.458 0.311 0.312 0.347 0.464 0.428 0.324 0.112 0.429 0.319 0.046 

 

TE17 0.334 0.755 0.178 0.316 0.411 0.192 0.247 0.411 0.273 0.341 0.348 0.285 0.286 0.237 0.415 0.290 0.157 

 

TE18 0.270 0.724 0.262 0.196 0.231 0.257 0.166 0.406 0.181 0.095 0.160 0.251 0.324 0.102 0.203 0.185 0.066 

 

TE23 0.262 0.729 0.169 0.356 0.428 0.207 0.273 0.257 0.130 0.285 0.334 0.404 0.414 0.139 0.312 0.088 0.056 

 

TE13 0.178 0.134 0.773 0.106 0.227 0.189 0.150 0.103 0.100 0.335 0.075 0.177 0.189 0.109 0.202 0.227 0.005 

 

TE14 0.213 0.127 0.749 0.213 0.218 0.182 0.217 0.142 0.027 0.306 0.078 0.149 0.323 0.031 0.181 0.181 0.025 

 

TE16 0.308 0.263 0.651 0.281 0.230 0.220 0.249 0.261 0.310 0.344 0.233 0.121 0.334 0.367 0.365 0.338 0.020 

 

TE19 0.188 0.245 0.664 0.180 0.313 0.123 0.302 0.143 0.202 0.211 0.204 0.189 0.316 0.138 0.226 0.212 0.014 

 

TSF10 0.383 0.308 0.180 0.791 0.468 0.131 0.357 0.336 0.175 0.298 0.363 0.435 0.178 0.180 0.355 0.240 0.207 

 

TSF11 0.263 0.279 0.154 0.692 0.355 0.043 0.177 0.227 0.000 0.132 0.139 0.239 0.178 0.080 0.211 0.015 0.019 

 

TSF14 0.340 0.345 0.144 0.741 0.399 0.131 0.246 0.493 0.108 0.184 0.407 0.494 0.180 0.050 0.324 0.163 0.210 

 

TSF9 0.381 0.248 0.286 0.751 0.406 0.122 0.252 0.307 0.084 0.206 0.311 0.377 0.216 0.126 0.265 0.210 0.057 

 

TSF12 0.450 0.300 0.260 0.740 0.374 0.175 0.267 0.423 0.129 0.251 0.295 0.483 0.137 0.009 0.360 0.132 0.140 

 

TR1 0.446 0.400 0.200 0.241 0.656 0.400 0.368 0.278 0.203 0.429 0.364 0.223 0.379 0.231 0.311 0.211 -0.075 

 

TR10 0.375 0.405 0.290 0.446 0.689 0.319 0.256 0.472 0.147 0.354 0.450 0.394 0.258 0.038 0.331 0.109 -0.034 

 

TR2 0.273 0.240 0.266 0.457 0.717 0.191 0.218 0.253 0.088 0.315 0.308 0.263 0.169 0.113 0.254 0.131 -0.072 

 

TR4 0.237 0.321 0.188 0.386 0.762 0.227 0.250 0.223 0.117 0.235 0.422 0.224 0.243 0.259 0.403 0.170 -0.090 
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TR6 0.339 0.353 0.280 0.383 0.721 0.207 0.281 0.309 0.332 0.385 0.468 0.356 0.217 0.246 0.409 0.352 0.124 

 

TR21 0.314 0.288 0.181 0.172 0.276 0.785 0.256 0.488 0.180 0.290 0.282 0.225 0.298 0.252 0.210 0.117 0.078 

 

TR22 0.325 0.249 0.259 0.115 0.363 0.795 0.413 0.296 0.203 0.251 0.430 0.236 0.323 0.328 0.243 0.228 0.010 

 

TR23 0.412 0.147 0.147 0.103 0.248 0.754 0.235 0.352 0.110 0.298 0.359 0.366 0.380 0.075 0.162 0.111 -0.055 

 

POS1 0.463 0.280 0.259 0.394 0.318 0.280 0.726 0.232 0.237 0.406 0.457 0.357 0.274 0.219 0.349 0.135 0.198 

 

POS10 0.547 0.255 0.225 0.270 0.253 0.361 0.789 0.337 0.167 0.425 0.429 0.293 0.455 0.080 0.245 0.101 0.194 

 

POS11 0.335 0.223 0.252 0.159 0.283 0.272 0.771 0.144 0.115 0.224 0.370 0.089 0.213 0.187 0.265 0.034 0.088 

 

POS4 0.384 0.163 0.224 0.217 0.303 0.234 0.667 0.265 0.043 0.145 0.346 0.291 0.182 0.000 0.153 0.013 0.112 

 

TR11 0.380 0.243 0.099 0.359 0.308 0.396 0.327 0.717 0.253 0.213 0.482 0.378 0.284 0.083 0.187 0.117 0.209 

 

TR12 0.354 0.423 0.133 0.427 0.374 0.417 0.251 0.814 0.151 0.278 0.495 0.459 0.185 0.117 0.287 0.059 0.150 

 

TR15 0.186 0.321 0.174 0.306 0.133 0.202 0.089 0.642 0.002 0.078 0.248 0.237 0.167 0.109 0.076 0.050 0.247 

 

TR19 0.243 0.404 0.285 0.304 0.402 0.335 0.246 0.701 0.079 0.279 0.335 0.277 0.258 0.229 0.226 0.083 0.133 

 

TWB12 0.199 0.197 0.177 0.082 0.233 0.217 0.123 0.149 0.847 0.112 0.277 0.260 0.119 0.476 0.392 0.554 0.354 

 

TWB14 0.282 0.277 0.219 0.139 0.235 0.232 0.195 0.223 0.829 0.207 0.405 0.365 0.158 0.462 0.451 0.563 0.296 

 

TWB6 0.275 0.161 0.159 0.121 0.145 0.060 0.156 0.069 0.759 0.272 0.174 0.125 0.226 0.289 0.434 0.447 0.154 

 

TE10 0.336 0.273 0.343 0.241 0.397 0.347 0.263 0.300 0.097 0.731 0.277 0.195 0.372 0.085 0.161 0.176 0.099 

 

TE2 0.384 0.220 0.264 0.257 0.414 0.227 0.341 0.237 0.209 0.653 0.352 0.270 0.341 0.118 0.333 0.205 0.036 

 

TE5 0.294 0.169 0.295 0.108 0.250 0.270 0.368 0.137 0.205 0.681 0.336 0.152 0.179 0.064 0.256 0.068 0.040 

 

TE6 0.347 0.221 0.384 0.190 0.362 0.187 0.257 0.086 0.159 0.807 0.215 0.157 0.433 0.088 0.269 0.210 0.032 

 

TE7 0.259 0.303 0.198 0.253 0.306 0.247 0.282 0.367 0.207 0.663 0.334 0.252 0.285 0.102 0.205 0.101 0.200 

 

TR16 0.363 0.330 0.149 0.288 0.360 0.340 0.340 0.500 0.147 0.223 0.709 0.458 0.222 0.206 0.300 0.095 0.123 

 

TR17 0.460 0.300 0.189 0.343 0.458 0.266 0.367 0.262 0.128 0.281 0.638 0.448 0.296 0.106 0.333 0.160 0.075 

 

TR5 0.434 0.236 0.113 0.238 0.484 0.405 0.444 0.374 0.288 0.335 0.758 0.347 0.208 0.276 0.332 0.197 0.143 

 

TR7 0.442 0.219 0.127 0.340 0.374 0.344 0.367 0.407 0.435 0.345 0.756 0.478 0.268 0.386 0.422 0.320 0.299 

 

TR9 0.400 0.313 0.182 0.294 0.378 0.280 0.426 0.450 0.265 0.297 0.709 0.312 0.257 0.192 0.187 0.203 0.281 

 

TSF15 0.329 0.283 0.154 0.365 0.247 0.218 0.235 0.464 0.269 0.154 0.433 0.766 0.225 0.192 0.306 0.229 0.295 
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TSF16 0.440 0.379 0.139 0.458 0.358 0.314 0.400 0.383 0.235 0.349 0.530 0.819 0.246 0.159 0.425 0.260 0.299 

 

TSF8 0.384 0.329 0.227 0.463 0.356 0.275 0.163 0.285 0.230 0.135 0.350 0.737 0.164 0.064 0.316 0.310 0.079 

 

TE20 0.282 0.191 0.424 0.136 0.219 0.292 0.214 0.187 0.085 0.364 0.209 0.179 0.736 0.200 0.149 0.204 -0.015 

 

TE22 0.384 0.451 0.222 0.248 0.366 0.336 0.326 0.261 0.184 0.381 0.343 0.231 0.806 0.114 0.250 0.149 0.110 

 

TE24 0.369 0.412 0.300 0.153 0.229 0.346 0.347 0.262 0.195 0.308 0.233 0.214 0.737 0.190 0.207 0.121 -0.100 

 

TPD1 0.173 0.203 0.200 0.117 0.219 0.217 0.245 0.202 0.258 0.162 0.355 0.064 0.279 0.718 0.325 0.260 0.017 

 

TPD2 0.046 0.010 0.048 -0.026 0.098 0.066 0.105 -0.013 0.403 0.052 0.127 0.016 0.109 0.597 0.218 0.326 0.208 

 

TPD3 -0.077 0.120 0.108 0.099 0.130 0.085 -0.049 0.090 0.429 0.023 0.124 0.101 0.032 0.742 0.264 0.470 0.273 

 

TPD4 0.005 0.181 0.185 0.086 0.191 0.211 0.052 0.205 0.434 0.066 0.203 0.217 0.125 0.818 0.358 0.472 0.360 

 

TPD5 0.120 0.186 0.221 0.097 0.212 0.335 0.149 0.090 0.477 0.097 0.279 0.195 0.159 0.840 0.475 0.500 0.170 

 

TWB2 0.478 0.322 0.398 0.308 0.375 0.280 0.325 0.246 0.394 0.259 0.376 0.464 0.236 0.292 0.732 0.404 0.091 

 

TWB3 0.296 0.364 0.198 0.337 0.429 0.192 0.235 0.277 0.286 0.323 0.332 0.311 0.284 0.308 0.732 0.273 0.078 

 

TWB4 0.381 0.347 0.206 0.413 0.460 0.266 0.335 0.295 0.329 0.227 0.377 0.391 0.179 0.358 0.796 0.350 0.094 

 

TWB5 0.261 0.307 0.126 0.224 0.283 0.092 0.188 0.128 0.459 0.179 0.272 0.195 0.134 0.451 0.734 0.365 -0.001 

 

TWB7 0.298 0.225 0.332 0.238 0.239 0.137 0.179 0.106 0.429 0.256 0.252 0.298 0.154 0.290 0.661 0.430 0.186 

 

TWB10 0.363 0.230 0.302 0.234 0.349 0.195 0.217 0.063 0.514 0.295 0.322 0.275 0.181 0.409 0.525 0.815 0.191 

 

TWB11 0.171 0.185 0.210 0.137 0.162 0.117 0.107 0.079 0.517 0.092 0.246 0.268 0.226 0.438 0.311 0.781 0.367 

 

TWB13 0.111 0.179 0.290 0.131 0.100 0.163 0.053 0.153 0.489 0.128 0.133 0.235 0.135 0.408 0.343 0.699 0.220 

 

TWB15 0.191 0.244 0.264 0.212 0.309 0.189 0.086 0.041 0.491 0.221 0.255 0.289 0.275 0.409 0.326 0.667 0.182 

 

TWB16 0.000 0.056 0.128 0.022 0.037 0.066 -0.088 -0.047 0.359 0.052 0.105 0.196 -0.013 0.344 0.240 0.727 0.422 

 

TWB9 0.211 0.205 0.291 0.174 0.214 0.133 0.016 0.177 0.462 0.140 0.116 0.253 0.094 0.319 0.430 0.723 0.153 

 

POS2 -0.123 -0.005 -0.001 -0.026 -0.178 0.000 -0.036 0.190 0.198 -0.014 0.092 0.137 -0.055 0.185 -0.032 0.203 0.651 

 

POS3 -0.095 0.076 0.012 0.175 -0.077 -0.081 0.105 0.219 0.182 0.000 0.185 0.250 -0.022 0.226 0.051 0.282 0.796 

 

POS7 -0.094 0.026 0.019 0.054 0.015 0.047 0.091 0.014 0.257 0.054 0.113 0.216 -0.087 0.243 0.127 0.312 0.769 

 

POS9 0.199 0.200 0.028 0.230 0.033 0.059 0.312 0.282 0.334 0.209 0.309 0.242 0.099 0.115 0.154 0.236 0.800 
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4.16 Heterotrait Monotrait Ratio of Correlations (HTMT)  

It was found that observation of the cross-loading values and identifying the Fornell–

Larcker criterion are commonly used to test the discriminant validity of an 

instrument. According to Henseler et. al. (2015) and Hair et al. (2017a), these test 

may not always be reliable in detecting discriminant validity issues. The simulation 

tests “confirmed that both the Fornell-Larcker criterion and the assessment of the 

cross-loadings are insufficiently sensitive to detect discriminant validity problems” 

(p. 120). As such, it was proposed that the HTMT as better alternative (Henseler et 

al., 2015, Hair et al., 2017a, Ramayah et al., 2018).  

Since the use of the HTMT was highly regarded as the most superior in establishing 

discriminant validity, i.e., to ensure the distinctiveness of every construct, “one 

should rely on this criterion especially in light of the limitations of cross-loadings 

and Fornell-Larcker criterion” (Hair et al., 2017a, p. 120). Furthermore, Voorhees et 

al. (2015, p. 120) added that “HTMT (with a cut-off value of 0.85) technique is 

recommended for detecting discriminant validity violations, and the HTMT 0.85 

technique performed best overall”.  

Based on these reasons, instead of looking at the cross-loadings or identifying the 

Fornell-Larcker criterion, the current studies opted for HTMT ratio of correlations as 

the alternative reference for discriminant validity (e.g., Matthews, 2017, Ramayah et 

al., 2017, Andrei et al., 2017, Ogbeibu et al., 2018, Lee and Hallak, 2018, Yap et al., 

2018).  

HTMT can be approached via two ways. In the first approach, assessment of the 

HTMT criterion can be derived by looking at all pairs of constructs in a matrix 

format (Hair et al., 2017). The acceptable threshold of HTMT criterion is set at either 
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0.85 (Hair et al., 2017a) or 0.90 (Henseler et al., 2015, Gold et al., 2015), depending 

on the how similar the constructs are. In the second approach, researchers may use 

HTMT by adopting bootstrapping method in conducting relevant statistical test 

which involves the construction of confidence intervals (Henseler et al., 2015). As 

described by Hair et al. (2017), bootstrapping is a technique used to draw subsamples 

from the original set of data, and then derive the confidence interval values where the 

right HTMT population will fall (Hair et al., 2017a).  

Based on the suggestions, HTMT was referred to in this study as the criterion to 

establish the discriminatory validity of the second-order constructs. It was indicated 

that the value is more than 0.85, well beyond the suggested threshold. This would 

mean that the discriminant validity is secured for the measurement used in the 

present study. 
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Table 4.27 

HTMT of the First Stage 

 

Constructs 1 2 3 4 5 6 7 8 9 10 11 12 13 14 15 16 

1 Assessment Strategy 

                2 Class Activities 0.563 

               3 Class Motivation 0.422 0.44 

              4 Classroom Management 0.601 0.577 0.382 

             5 Determination 0.593 0.723 0.487 0.693 

            6 Difficult Situation 0.609 0.471 0.37 0.221 0.527 

           7 Extra Effort 0.756 0.476 0.467 0.456 0.528 0.549 

          8 Positive Outlook 0.531 0.767 0.349 0.637 0.571 0.685 0.443 

         9 School Achievement 0.396 0.399 0.323 0.195 0.333 0.292 0.263 0.257 

        10 Class Autonomy 0.584 0.497 0.585 0.375 0.645 0.508 0.565 0.434 0.336 

       11 Self-discipline 0.737 0.579 0.316 0.528 0.751 0.636 0.731 0.74 0.463 0.565 

      12 Student Behavior 0.664 0.679 0.337 0.743 0.574 0.523 0.495 0.693 0.441 0.399 0.798 

     13 Teacher Approach 0.634 0.761 0.634 0.333 0.512 0.656 0.561 0.466 0.301 0.659 0.501 0.42 

    14 Teacher Prof.  Devt. 0.175 0.292 0.279 0.154 0.318 0.366 0.235 0.256 0.672 0.174 0.365 0.248 0.261 

   Not 15 Teacher Responsibility 0.582 0.628 0.491 0.518 0.631 0.362 0.456 0.371 0.682 0.455 0.571 0.622 0.382 0.539 

  16 Teacher Satisfaction 0.317 0.385 0.446 0.262 0.37 0.257 0.186 0.191 0.815 0.278 0.349 0.46 0.306 0.651 0.606 

 17 Work Accomplishment 0.228 0.211 0.107 0.233 0.202 0.118 0.243 0.352 0.416 0.18 0.324 0.389 0.158 0.382 0.166 0.437 
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4.17 Assessment of the Structural Model 

The assessment of the structural model is by far considered as the most important 

analysis of all in this study. This analysis helps give the answer to the research 

questions crafted earlier in this write up. In the present study, bootstrapping method 

was used to estimate both the primary and mediating hypotheses. As suggested by 

Henseler et al. (2009) and Hair et al. (2011; 2012; 2014), using the standard 

bootstrapping procedure (involving 5000 bootstrap samples) for 380 cases, the direct 

and mediating paths can be identified and their significance calculated. In the present 

study, the direct and indirect paths were analysed via two different structural models. 

While the first model examined the direct relationship, the second one is for the 

mediation relationship (Baron and Kenny, 1986; Frazier, Tix, and Barron, 2004; Hair 

et al., 2014).  

4.18 Hypotheses Testing for Direct Relationships 

As can be seen in Figures 4.5 and Table 4.28, the direct relationships tested in the 

first model are postulated as such:  

i) H1: There is a significant relationship between perceived 

organizational support (POS) and teacher effectiveness (TE).  

ii) H2: There is a significant relationship between perceived 

organizational support (POS) and teacher resilience (TR).  

iii) H3: There is a significant relationship between perceived 

organizational support (POS) and teacher self-efficacy (TSF).  

iv) H4: There is a significant relationship between teacher professional 

development (TPD) and teacher effectiveness (TE). 
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v) H5. There is a significant relationship between teacher professional 

development (TPD) and teacher resilience (TR).  

vi) H6: There is a significant relationship between teacher professional 

development (TPD) and teacher self-efficacy (TSF). 

vii)  H7: There is a significant relationship between teacher resilience 

(TR) and teacher effectiveness (TE).  

viii) H8: There is a significant relationship between teacher self-efficacy 

(TSF) and teacher effectiveness (TE).   

ix) H9: There is a significant relationship between teacher wellbeing 

(TWB) and teacher effectiveness (TE).  

x) H10: There is a significant relationship between teacher wellbeing 

(TWB) and teacher resilience (TR).  

xi) H11: There is a significant relationship between teacher wellbeing 

(TWB) and teacher self-efficacy (TSF). 

 

The analyses of the direct relationship in the structural model and the significance of 

the direct paths between the exogenous variables and the endogenous variables of the 

study are presented. These results were interpreted using the coefficients (Beta) in 

the relationship to the path and standard errors and the T- value.
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Figure 4.5. PLS Algorithm (Direct Relationship) 
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Table 4.28 

Structural Model: Test of Significance for Direct Relationships 

Hypothesis 

number 
Relationship Std. Beta Std. Dev. t-values p-values Decision 

H1 POS -> TE 0.14 0.06 2.248 *0.012 Supported 

H2 POS -> TR 0.42 0.04 9.092 **0.00 Supported 

H3 POS -> TSF 0.43 0.03 12.761 **0.00 Supported 

H4 TPD -> TE -0.05 0.06 0.582 0.280 Not Supported 

H5 TPD -> TR 0.09 0.04 1.951 *0.026 Not Supported 

H6 TPD -> TSF -0.22 0.04 4.743 **0.00 Supported 

H7 TWB -> TE 0.20 0.06 3.056 **0.00 Supported 

H8 TWB -> TR 0.26 0.04 5.887 **0.00 Supported 

H9 TWB ->TSF 0.49 0.04 11.410 **0.00 Supported 

H10 TR -> TE 0.39 0.05 6.759 **0.00 Supported 

H11 TSF -> TE 0.12 0.06 1.767 *0.039 Not Supported 

 

4.19 Coefficient of the Determination (R2) 

Besides looking at the Beta values, the relationships in the PLS model also involved 

calculating the variance of the predictors’ contribution to the criterion variable, i.e., 

the value of R-square (Hair, et al., 2011; Hair et al., 2012). The R-square (R
2
) or the 

squared value among the latent constructs measures the predictive accuracy of a 

model are important (Hair et al., 2014). In other words, the R
2
 value signifies the 

combined effects of the exogenous; latent exogenous variables on the latent 

endogenous variable (Hair et al., 2010). 

While it is difficult to provide a threshold for the suitable level of the values R
2
 as it 

frequently varies on the intricacy of a model of the research correction, based on 
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previous related findings, some researchers have stated some values (Hair, et al., 

2014). Meanwhile, the R
2
 value of the latent variable of the direct relationships 

model. 

In general, many of the researchers consider the R
2
 values of  0.75 as high, between 

0.75-0.25 as moderate, and   0.25 as week in the studies aims at explaining the 

variance of certain variable(s) towards the targeted one(s) (Hair et al., 2014; Henseler 

et al., 2009). Table 4.29 displays the R
2
-values for each of the criterion construct of 

interest in this research, i.e., teacher effectiveness, teacher resilience and teacher self-

efficacy. 

Table 4.29  

Coefficient of the Determination for Direct Relationships: R-Squared 

Criterion Construct R
2
 

Teacher Effectiveness 0.47 

Teacher Resilience 0.37 

Teacher Self-Efficacy 0.45 

 

The result showed the constructs of this study all of the other constructs (i.e., teacher 

wellbeing, perceived organizational support, teacher professional development, 

teacher resilience and teacher self-efficacy) contribute 47% in explaining the 

variance of teacher effectiveness. Besides, the three exogenous variables (teacher 

wellbeing, perceived organizational support and teacher professional development) 

contribute 37% in explaining teacher resilience and 45% in explaining teacher self-

efficacy. These are all moderate values on R
2
 (Hair et al., 2014; Henseler et al., 

2009). 
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4.20 Assessment of Effect Size for the  Direct Relationship (F
2
) 

Beside the estimation of R
2
 value of the endogenous’ variable of this model, i.e., for 

the construct of teacher effectiveness’, the analysis was extended by excluding the 

exogenous variable from the model and then observe the change in R
2
-value. This 

method was used to assess whether the variable which was taken out would bear any 

substantive influence on that latent endogenous variable. According to Hair et al. 

(2014), this is the estimation of effect size, F
2
, which specifies the relative effect of 

the relevant exogenous’ latent variable which precedes the latent endogenous’ 

variable. The effect size based on the changes can be measured using Cohen’s 

formula (Hair et al., 2014). 

According to Cohen, the F
2
-value which determines the effect size of the specific 

exogenous on the endogenous variable. The squared value included can be used to 

calculate the R
2
 value of the endogenous variable when omitting the exogenous 

variable from the model. Based on the results of the current study, it was noted that 

the F
2 

values are 0.02, 0.15, and 0.35,  indicating insignificant, medium, and large 

effect sizes, respectively (Cohen, 1988). Table 4.30 displays the results of the effect 

size estimation.  

Table 4.30 

Assessment of the Effect Size for Direct Relationships: F-Square 

  

Teacher 

Effectiveness 

Teacher 

Resilience 

Teacher Self-

Efficacy 

POS 

 

0.02 0.25 0.30 

Teacher Professional 

Development 0.00 0.00 0.05 

Teacher Resilience 0.12 

  Teacher Self-Efficacy 0.01 
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Teacher Wellbeing 0.03 0.06 0.27 

 

4.21 Assessment of Predictive for Relevance Direct Relationship (Q
2
) 

Besides the assessment of the level of R
2
-value as the measure of predictive 

accuracy, Geisser (1974) also suggested that there is the need to evaluate the Q
2
-

value as measure of the model’s predictive valueG (Hair, et al., 2014). This is 

regarded as as an additional assessment of the model fitness in the PLS - SEM 

analysis (Duarte and Roposo, 2010). It is noted by Chin (1998) that Q
2
 designates 

how well the observed values have created the model as it is parameter estimates.  

Table 4.31 

Predictive Relevance for Direct Relationships: Q-Square 

 

SSO SSE Q² (=1-SSE/SSO) 

Teacher Effectiveness 1,520.00 1,166.69 0.23 

Teacher Resilience 1,520.00 1,195.16 0.21 

Teacher Self-Efficacy 1,140.00 821.098 0.2 

 

Table 4.31 represents the blindfolding result of the cross-validated redundancy (Q
2
) 

of the latent endogenous variable of the direct relationships model of the study. Cross 

validated joblessness Q
2
 is greater than zero, it indicates the presence of the path 

model predictive relevance (Chin, 1998; Hayes, 2009). 

4.22 Hypotheses Testing for Mediating Relationships 

As can be seen in Figures 4.6, the model specifically analyzed the mediation of 

teacher resilience, represented by these hypotheses: 

i) H12: Teachers resilience mediates the relationship between perceived 

organizational support and teacher effectiveness;  
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ii) H13: Teacher resilience mediates the relationship between teacher 

professional development and teacher effectiveness; and,  

iii) H14: Teacher resilience mediates the relationship between teacher 

wellbeing and teacher effectiveness. 

In addition, the model also denotes further mediation by teacher self-efficacy, 

with these hypotheses:  

i) H15: Teacher self-efficacy mediates the relationship between 

perceived organizational support and teacher effectiveness;   

ii) H16: Teacher self-efficacy mediates the relationship between teacher 

professional development and teacher effectiveness; and, 

iii) H17: Teacher self-efficacy mediates the relationship between teacher 

wellbeing and Teacher effectiveness. 

For all the aforementioned mediating hypotheses, the relationships were analyzed 

using the general recommendations given for the mediation analysis (Baron and 

Kenny, 1986; Preacher and Hayes,, 2008), and precise suggestions for the PLS - 

SEM mediation analysis Hair et al., 2014; Helm, Eggert, and Garnefeld, 2010; 

Sattler, Völckner, Riediger, and Ringle, 2010) as well as bootstrapping the sample 

distribution of the indirect effect, the technique of which is ideally suited for the 

PLS-SEM (Hair et al., 2014). The relationships denoted in Hypotheses 15 to 

Hypotheses 17 were analyzed using the general approach suggested by  Baron and 

Kenny (1998) and Oreacher and Hayes (2008), for the mediation analysis. Besides, 

PLS - SEM mediation analysis, Hair et al (2014) for  precisely recommended 

bootstrapping method for estimation of indirect effect. According to Hair et al. 
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(2014), using such approach will yield the mediating result when there is an 

intervening effect by the proposed  mediation construct between the two latent 

constructs that have direct relationships. The following empirical test were 

conducted, following Hair et al. (2014):  

 Test of the significant direct relationship without a mediator; 

 Test of the indirect effect via the mediator (i.e., the path a and b); and,  

 Test of how much of the direct effect does indirect effect absorbs using 

variance accounted for (VAF).  

However, as the direct relationships between all IVs and the DV were already tested 

in the previous model Table 4.33, the researcher forged ahead to test the significance 

of path a (the relationship between all the IVs with the mediator) and path b (the 

relationship between the mediator and the DV). Afterward, the researcher analyzed 

the mediating effects of DCs between all IVs and the DV based on the bootstrapped 

indirect effects of the path relationships. Finally, the VAF analysis was carried out to 

determine the level of mediation.  

As in the case of direct relationships, the results of the paths (i.e., the path a and b) 

were also estimated using bootstrapping analysis Figure 4.6. Consequently, the path 

a and b relationships were obtained from the PLS bootstrapping toward ascertain 

significance of the path coefficients' (Hair et al., 2013), whereas indirect effects were 

calculated by multiplying path a by-path b (i.e., a*b) as presented in Table 4.32 (Hair 

et al., 2014). 
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Table 4.32 

Summary of the Hypotheses Test 

N

O 
Hypotheses Statements Notes 

1 
There is a significant relationship between perceived organizational 

support and teacher effectiveness 

Support

ed 

2 
There is a significant relationship between perceived organizational 

support and teacher resilience 

Support

ed 

3 
There is a significant relationship between perceived organizational 

support and teacher self-efficacy 

Support

ed 

4 
There is no significant relationship between teacher professional 

development and teacher effectiveness 

Not 

Support

ed 

5 
There is a significant relationship between teacher professional 

development and teacher resilience 

Not 

Support

ed 

6 
There is a significant relationship between teacher professional 

development and teacher self-efficacy 

Support

ed 

7 
There is a significant relationship between teacher wellbeing and 

teacher effectiveness 

Support

ed 

8 
There is a significant relationship between teacher wellbeing and 

teacher resilience 

Support

ed 

9 
There is a significant relationship between teacher wellbeing and 

teacher self-efficacy 

Support

ed 

1

0 

There is a significant relationship between teacher resilience and 

teacher effectiveness  

Support

ed 

1

1 

There is a significant relationship between teacher self-efficacy and 

teacher effectiveness  

Not 

Support

ed 

1

2 

Teachers resilience, mediate the relationship between Perceived 

organizational support and Teacher effectiveness 

Support

ed 

1

3 

Teacher resilience mediates the relationship between Teacher 

professional development and Teacher effectiveness 

Not 

Support

ed 

1

4 

Teacher resilience mediates the relationship between Teacher 

wellbeing and Teacher effectiveness 

Support

ed 
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1

5 

Teacher self-efficacy mediates the relationship between perceived 

organizational support and Teacher effectiveness, 

Not 

Support

ed 

1

6 

Teacher self-efficacy mediates the relationship between Teacher 

professional development and Teacher effectiveness 

Not 

Support

ed 

1

7 

Teacher self-efficacy mediate the relationship between teacher 

wellbeing and Teacher effectiveness 

Not 

Support

ed 
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Figure 4.6. PLS Algorithm (Mediating Relationship)
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Table 4.32 

Structural Model: Test of Significance for Mediating Relationships  

Hypot-

heses 
Relationships 

Std. 

Beta 

Std. 

Dev. 

T-

values 

P-

values 
Decision 

 

POS -> TR -> 

TE 
0.16 0.035 4.704 0.00 Supported 

 

TPD -> TR -> 

TE 
0.03 0.02 1.64 0.10 

Not 

Supported 

 

TWB -> TR -> 

TE 
0.10 0.02 5.03 0.00 Supported 

 

POS -> TSF -> 

TE 
0.05 0.03 1.72 0.08 

Not 

Supported 

 

TPD -> TSF -> 

TE 
-0.02 0.01 1.67 0.09 

Not 

Supported 

 

TWB -> TSF -> 

TE 
0.06 0.03 1.75 0.07 

Not 

Supported 

 

The results presented in Table 4.33 above, teacher resilience was found a significant 

mediator for the relationship between perceive organizational support and teacher 

effectiveness; and teacher resilience is also a significant mediator for the relationship 

between teacher wellbeing and teacher effectiveness. In other words, H12 and H14 

are supported. The findings also indicated that teacher resilience is not a significant 

mediator for the relationship between teacher performance development and teacher 

effectiveness, thus H13 is not supported. In addition, the findings also could not 

support any of the hypothesis which postulates teacher self-efficacy as plausible 

mediator – H15, H16, and H17 are all not supported.  

Results shown through Smart PLS 3.0 analyses has engendered the confidence 

interval estimation at 5 percent lower level (LL) and 95% percent upper level (UL). 
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4.23 Summary of the Chapter 

Chapter 4 presents the findings of the analyses which were carried out in the study, 

beginning with the preliminary data screening. The chapter reported the details of 

missing value analysis and replacement method,  observation of outliers, normality 

test, identification of multicollinearity, evidence of non-response bias in the data and 

finally, the assessment of common-method variance (CMV). The chapter continues 

by giving the profile of respondents and the descriptive statistics of all the constructs 

of interest in this study.  

For the main data analysis, the report focused on the results of the measurement 

model testing first, before proceeding to the assessment of the structural model. It 

was found that the measurement model for all constructs fit the data well – reliability 

and composite validity was beyond the recommended threshold of 0.70; the 

convergent and discriminant validity were all established, with an acceptable number 

of item deletion (i.e., below 20% of the total items). The chapter then reported on the 

results of the structural model assessment, which included the path analysis and the 

calculation of effect size for the significant relationship. At the end of the chapter, 

the the most important findings with regard to the test of all the 17 hypothesized  

direct and indirect relationships in the proposed model. It was found that 10 of the 17 

hypothesis were supported.  

Briefly stated: 

i) POS contributes significantly and directly towards TSF, TR and TE. 

ii) POS also contributes significantly and indirectly to TE, mediated by TR. 
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iii) TPD was found to be directly significant with TSF, but not with any other 

variables directly or indirectly. 

iv) TWB was found as contributing significantly and directly to all the other 

variables. 

v) TWB also contributes significantly and indirectly towards TE, mediated 

by TR. 

vi) TR was found as a significant partial mediator for the relationship 

between POS – TE and the relationship between TWB – TE. 

  



 

 

 

171 

 

 

CHAPTER FIVE 

DISCUSSION AND CONCLUSIONS 

5.1 Introduction  

The key objectives of the study are to present and support the developed hypotheses 

with empirical evidence using the gathered data. This chapter recapitulates the 

findings of the research based on the analyzed and presented results in the previous 

chapter. In the second section, the researcher discusses the findings based on the 

sequence of the research questions and objectives. The results are discussed by 

referring to the underpinning theories which were presented earlier in this thesis. In 

the third section, the researcher explains the theoretical, methodological, and 

practical implications of the present study to both the body of knowledge 

theoretically speaking and also how the research can be more translational in the 

context. In section four, the researcher identifies some limitations of the research and 

recommends some directions for future research based on the research constraints. 

Finally, in the last chapter, the researcher concludes the research based on such 

research findings. 

5.2 Review of the Study Findings  

The main objective of the current study is to examine the structural model of the 

relationships between Teacher psychological factors, professional development, self-

efficacy with effectiveness. Below is the review of the research questions of the 

study. 
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RQ 1: What are the relationships between teacher wellbeing, engagement in 

professional development, perceived organizational support, teacher self-

efficacy, teacher resilience with teacher effectiveness? 

Regarding the direct relationship between the exogenous latent variable and 

endogenous latent variables, the findings of this study indicated that 8 out of 11 

hypotheses were supported. The results of the PLS path model showed that 7 of 9 

hypotheses between the three exogenous variables (teacher wellbeing, perceived 

organizational support and teacher professional development), and the all 

endogenous variables (teacher resilience, teacher self-efficacy and teacher 

effectiveness), were significantly supported. The structural equational model also 

indicated that there is no significant relationship between teacher self-efficacy and 

teacher effectiveness; but the is a significant relationship between teacher resilience 

and teacher effectiveness. 

RQ 2: Does teacher resilience mediate the relationships between teacher 

wellbeing, engagement in professional development, and perceived 

organizational support, with teacher effectiveness? 

Results indicated that teacher resilience is a significant mediator for the relationship 

between teacher wellbeing and teacher effectiveness; and perceived organizational 

support and teacher effectiveness and teacher professional development and teacher 

effectiveness. 
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RQ 3: Does the teacher self-efficacy mediate the relationships between 

teacher wellbeing, engagement in professional development, and perceived 

organizational support, with teacher effectiveness? 

Since the relationship between teacher self-efficacy and teacher effectiveness was 

earlier found as non-significant, therefore the test of teacher self-efficacy as plausible 

mediator would only result in non-significant values. Based on the findings the 

relationship between the exogenous latent variable teacher self-efficacy does not 

significantly mediate the relationship between teacher wellbeing and teacher 

effectiveness (H15); teacher self-efficacy does not mediate the relationship between 

teacher professional development and teacher effectiveness (H16); and  teacher self-

efficacy does not mediate the relationship between perceived organizational support 

and teacher effectiveness (H17). 

5.3 Discussions 

The present study aims to respond to 3 research questions that were established in 

section 1.3. This section mainly concerns the discussions of findings of those 

questions with reference to the underpinning theories and previous research results in 

the available literature. Consequently, the sub-sections that follow are labelled 

accordingly, relevant to the main research questions presented earlier. 
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5.3.1 Direct relationships between teacher wellbeing, engagement in 

professional development, perceived organizational support, self-efficacy, 

resilience, and teacher effectiveness. 

In terms of the direct relationships between teacher wellbeing (TWB), teacher 

engagement in professional development (TPD), perceived organizational support 

(POS), self-efficacy (TSF), resilience (TR), and teacher effectiveness (TE), it was 

found that 8 out of the 11 hypotheses were supported. All of the hypotheses which 

denote the predictive value of POS were supported. This would mean that it 

important for teacher to perceive that they gain support from the administrators and 

their colleagues for them to be able to be effective teachers. Perceive organizational 

support is also important to shaping how teachers’ feel and the way they behave in 

their work – teacher could build resilience and become more efficacious in their 

work if they know that support is given to them (Mohamed and Ali, 2015). This is 

consistent with previous research which looks into similar positive workplace 

behavious such teacher performance (Murphy, 2017). Murphy (2017) also 

highlighted that the organization would develop perceived organizational support 

among the teachers. Human resources of the organizations should play a proactive 

role in developing this perception among the teachers. The development of perceived 

organizational support in teachers will enhance their work resulting in increased 

organizational effectiveness. 

The next set of hypotheses which postulated the predictive value of teacher 

professional development were with mixed results. Teacher professional 
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development was found significant for the teachers to become more effective. This is 

in line with previous research which highlighted the relative importance of TPD in 

equipping teachers continuously with knowledge and skills for them to become better 

teachers and keep up-to-date with the latest pedagogical approaches and strategies 

(Kaur, 2013; Akindele, 2014). However, contrary to previous findings, such as 

Fernandes et al. (2019), teacher professional development did not influence teacher 

resilience; and surprisingly, neither does it influence teacher self-efficacy.  The one 

explanation for this findings may be due to the unique context of Nigeria whereby 

teachers have long been deprived of proper professional development programmes 

due to the small budget allocated for such activities – therefore, the community of 

teachers have somehow or rather built their own mechanism (such as peer learning 

environment) in trying to manage their work in the environment that they are serving 

(Jennings, 2014; Welmilla, 2020). 

The findings also highlight the importance of teacher wellbeing. Teacher wellbeing 

plays significant roles in determining teacher effectiveness, building teacher 

resilience and making teachers feel confident (self-efficacy). Such psychological 

factors has previously been researched on (teacher wellbeing included) on and 

similarly, it was found that they play detrimental role in determining teacher 

effectiveness. Absence of teacher wellbeing could lead to negative effects, such and 

teacher depression (Jenning, 2014), which eventually would affect how teachers 

perform in the classroom. 
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In general, the result provides further support for the assertion of the SDT as 

psychological theory and OST as a management theory by confirming the positive 

influence of teacher effectiveness due to psychological aspects and also perceive 

organizational support that they reported in this current research. 

Meanwhile, H8 result fond there is a significant relationship between perceived 

organizational support and teacher self-efficacy; There is a significant positive 

relationships between teacher self-efficacy and organizational support. (Habte, 

2019). 

Further, the present research highlights the significance of teacher resilience in 

contributing towards teacher effectiveness. This is parallel to the work of Mansfield, 

(2020) and Wosnitza et al. (2019) who mentioned how Constructionist theories have 

called for a more extensive understanding of the successful account earned and what 

demanding condition it takes for a person to become resilience and eventually, reap 

excellence.  However, the findings did not support the relationship between self-

efficacy and teacher effectiveness.  This would mean that whether or not teachers 

feel confident about their work, that does not account for them being effective 

teachers. 

5.3.2 The mediation role of teacher resilience and teacher self-efficacy in the 

relationship between teacher wellbeing, engagement in professional 

development, and perceived organizational support, with teacher effectiveness. 

The next six objectives in the present study was to examine the role of teacher 

resilience and teacher self-efficacy as plausible mediators for the relationship 
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between the exogenous variables of interest (teacher wellbeing, engagement in 

professional development, and perceived organizational support) with teacher 

effectiveness. The results again delineated the significance of teacher resilience. 

Teachers who perceived that the school (administrators and other organizational 

members) are supporting them, would have more resilient in facing their work 

challenges, and thus become more effective teachers. Similarly, teachers who rated 

having good sense of wellbeing would also develop better resilience and in turn, 

would be more effective.  These are the two important findings which are significant 

with regard to mediation analysis. The other postulated hypothesis on the mediation 

of teacher resilience, i.e., the one which postulated that teacher professional 

development as affecting teacher resilience and then would affect teacher 

effectiveness, was not supported. Similarly, the three hypotheses which postulated 

teacher self-efficacy as plausible mediator were also not supported – wellbeing, 

perceptions towards organizational support and engagement in teacher professional 

development may directly influence teacher effectiveness, with or without teachers 

having to feel confidence in their work. 

5.4.1 Theoretical Implications 

The conceptual framework of the study was formed based on the literature gaps that 

identified in the study and supported by those above three underpinning theories. 

Specifically, the Self-Determination Theory and Organizational Support Theory 

(Rhoades and Eisenberger, 2002). Consequently, the current research combines two 

methods, SDT and OST, to highlight the contributions of teacher psychological 
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factors and their perception of organizational support, POS, as a regulatory factor 

that can influence Teacher behavior, i.e., their efficacy, resilience, and effectiveness 

in teaching. 

5.4.2 Practical Implications 

Based on the research findings, the present study has contributed several practical 

implications in terms of human resource management practices in the context of 

secondary schools in Bauchi state, Nigeria. Firstly, the results suggest that Teacher 

effectiveness is an essential consideration in teacher wellbeing in their work. 

Secondary schools can make considerable efforts to enhance the organizational 

support and teaching effectiveness in Bauchi state. For example, they should reward 

teachers who sacrificed their time for school achievement. These would also improve 

the beauty of the educational development in secondary schools in Bauchi state. The 

findings suggest that teacher wellbeing is related to teacher effectiveness. Besides, 

teacher wellbeing relates significantly to teacher self-efficacy. Thus, the management 

of the school could minimize the likelihood of teachers from engaging in teaching 

effectiveness by improving conditions that lead to positive outcomes. 

Lastly, teacher effectiveness would achieve when there is a relationship between 

teacher wellbeing, teacher professional development, and informed organizational 

support. These will play a big part in the positive outcomes of teaching in schools in 

Bauchi, Nigeria. There is a significant role for teacher self-efficacy and teacher 

resilience to existing as mediators in this research. Teaching effectiveness would 

enable the students to learn, discuss, promoting engagement, and reduce anxiety for 
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students and maximizing their academic performance. In the academic specialty, the 

quality of teaching is related to the effectiveness (Buhl-Wiggers, Kerwin, Smith, and 

Thornton, 2017). The mediators will intervene to bring a resolution to this study. 

Teacher development in Nigeria becomes a substance of great apprehension. The 

challenge facing teacher education in Nigeria appears herculean, prominent. 

5.4.3 Methodological Implications  

Moreover, the practical and theoretical contributions, this study puts forth some other 

methodological implications. Firstly, some of the previous studies have mainly used 

SPSS and or AMOS, but to the best knowledge of the researcher, very few have used 

Smart PLS-SEM 3.0 (Ringle et al., 2014) to produce results. Meanwhile, the study 

used two mediators, namely teacher self-efficacy and teacher resilience, to get 

different results. Secondly, the present research removed all unnecessary items from 

the latent variables. Another methodological contribution of this study is related to 

using PLS path modeling to assess the psychometric properties of each latent 

variable. Specifically, the present study has succeeded in determining the 

psychometric properties of each latent variable in terms of convergent validity, as 

well as discriminant validity. Psychometric properties examined were individual item 

reliability, average variance explained (AVE), and composite reliability of each 

latent variable. Convergent validity was assessed by examining the value of AVE for 

each latent variable. 

Finally, following the suggestions of some researchers (Hair, Ringle, and Sarstedt, 

2011; Hair et al., 2014) for studies that concerned with formative construct, as well 
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as a complex structural model in which many constructs and indicators are 

incorporated that the PLS - SEM is the most suitable method for the data analysis. 

Thus, as against the somewhat conventional practice of some previous studies that 

concerned with both formative model and complex structural model, and yet 

employed the SEM for their analysis (Pavlou and Sawy, 2011; Walter, Auer, and 

Ritter, 2006; Wu, 2006), the present study used the PLS-SEM, which is more 

appropriate considering the model specification. To end, this study contributed to our 

understanding when using complex structural model, or a study in which formative 

and reflective models are included. 

5.5 Limitations of the Study  

Despite the enormous contribution given by this study in theoretical, practical, as 

well as methodological aspects, as in many investigative studies, several limitations 

must be taken into cognizance. Even though this study has provided support for 

several the hypothesized relationships between the exogenous and endogenous 

variables, the findings have to the interpreted with consideration of the study’s 

limitations. 

Firstly, the present study adopts a cross-sectional design which does not allow causal 

inferences to be made from the population. Therefore, a longitudinal design in the 

future needs to be considered to measure the theoretical constructs at different points 

in time to confirm the findings of the present study. Secondly, the present study 

adopts a non-probability sampling, e.g., quota sampling, in which all elements of the 

target population were not captured. As such, the extent to which the sample size 
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represents the entire population cannot be known (Lohr, 2009). The use of quota 

sampling has limited the area to which the findings of the study can be generalized to 

the population.  

Thirdly, latent variables were assessed using self-report measures. According to 

Bennett and Robinson (2000), self-report measures are valid for evaluating teacher 

effectiveness, particularly when anonymity was assured during the data collection. 

Nevertheless, the use of self-reports is associated with standard method variance 

(Podsakoff et al., 2003) and social desirability bias (Podsakoff and Organ, 1986; 

Randall and Fernandes, 1991: Dodaj, 2012). Although this study attempts to reduce 

these problems by ensuring anonymity and improving scale items (Podsakoff et al., 

2003; Podsakoff et al., 2012), the participants in this study might have under-

reported their deviance on survey questionnaires. 

Fourthly, it is also important to note that the workplace deviance data reported in this 

study was subjective. Research demonstrates that personal data is valid and reliable 

for teacher effectiveness. Finally, the present study offers quite limited 

generalizability as it focused mainly on secondary school teachers in three (3) 

senatorial zones of Bauchi state Nigeria. 

5.6 Suggestion for Further Studies 

The study successfully figures out the significance of the psychological factors and 

teacher effectiveness mediates by teacher self-efficacy and teacher resilience. In 

Bauchi state secondary schools. The research can test the teacher self-efficacy and 

teacher resilience as mediating the relationship between teacher wellbeing, teacher 
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professional development, perceived organizational support with the teacher's 

effectiveness. Therefore, future research needs to go beyond using quota sampling if 

the sample frame can be obtained so that the probability sampling technique could be 

employed. Hence, one sample frame has obtained. The findings of the study can be 

generalized to the entire teachers in Bauchi state Nigerian. 

Therefore, in the future, researchers may wish to employ other strategies to assess the 

direct relationship between teacher wellbeing, teacher professional development, 

perceived organizational support with the teacher's effectiveness.  

5.7 Conclusion 

The objectives of the study are to examine the A structural model of the relationships 

between Teacher psychological factors, professional development, elf-efficacy with 

effectiveness in Bauchi state Nigeria. The empirical findings supported 13 out of 17 

hypotheses developed, thereby answering all the research questions despite some 

identified limitations and supported the critical theoretical positions upon which the 

present study has been drawn. Also, the research findings are consistent with several 

previous empirical studies conducted in the domain of current research underpinning 

theories.  

While there is some previous literature that has investigated the relationships 

between teacher professional development and teacher self-efficacy, the present 

research focusses on a structural model of the relationships between Teacher 

psychological factors, professional development, self-efficacy with effectiveness. 

Specifically the research addressed the theoretical gap by combining two theories, 
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which supported both the psychological and organizational element, which 

contributes to teacher effectiveness. In addition, the study also examined how the 

relationships could be made more explicit through the use of teacher self-efficacy 

(TSE) and teacher resilience (TR) to become the mediators in explaining teacher 

effectiveness. Specifically, the empirical results lent to the body of knowledge, 

particularly on how TR exert influences on the relationships between TWB, TPD, 

POS, and teacher effectiveness. 

From another perspective, this study also sheds more light on how to measure a 

complex structural model that concerns with a reflective, formative, as well as a 

hierarchical component model (HCM) using PLS-SEM path modeling, more 

specifically with SmartPLS3.0. Moreover, the research findings also go a long way 

in lending a strategic model of how secondary school teachers can improve their 

performance. The results also can serve as a blueprint of archiving Universal Basic 

Education and the Ministry of Education of Nigeria. Finally, the study concluded 

with some limitations that are the avenues for future research directions. In summary, 

there were 17 seventeen hypotheses formulated in the study to test the relationship 

between the latent variables of the study. Based on the result, 13 thirteen were 

significantly supported. While 4 four were negatively supported.  
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APPENDIX A 

 

SURVEY QUESTIONNAIRE 

 

Dear Sir/Madam. 

This research questionnaire has been developed and designed to collect data as well 

as to seek your assistance in this research entitled “A Structural Model of The 

Relationship Between Teachers’ Psychological Factors, Professional Development, 

Self-Efficacy with Effectiveness of Secondary School in Bauchi State-Nigeria”. 

 

I am therefore soliciting your support to kindly provide objective answers to all the 

questions in this research. The survey is part of the Doctor of Philosophy (Ph.D) 

study being undertaken by the researcher who is a student at University Utara 

Malaysia (UUM).  

 

Please be assured that all the information you provide will be handled with 

confidential and use only for this research study. Your participation is going to help 

the study to achieve the desired goal. The data collected will be precious geared 

towards the development of education globally. 

 

Thank you for your time and participation in this survey. 

 

Yours Sincerely, 

Al Munnir Abubakar 

Matric No 901550 

School of Education and Modern Languages 

Awang Had Saleh Graduate School of Arts and Sciences 

Universiti Utara Malaysia (UUM) 

Mobile; +2348034456193 (Nigerian) 

  +601126172157 (Malaysian) 

Email;   munirbasug@gmail.com (Nigerian) 

 al_munnir#ahsgs.uum.edu.my 

SECTION A: DEMOGRAPHIC INFORMATION ABOUT THE TEACHERS' 
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Please tick appropriately in the box provided. Your candid response will be highly 

appreciated. Any information given will be treated as it will help in obtaining 

information needed for purely academic exercise. Thank you. 

 

1. Gender M                       F    

2. Age range? (Please tick under only one of them). 

 

Age 

20-25yrs 25-30yrs 30-35yrs 40-50yrs 55-65yrs 

1 2 3 4 5 

 

3. Marital status      1. Single                     2. Married                       3. Widowed 

4. Academic Qualification attained 

 

Qualification 

 

National 

Diploma 

N. C. E  H. N. D Degree Master 

Degree 

1 2 3 4 5 

 

5. How long have you been employed in this profession?  

1-5yrs 5-10yrs 10-15yrs 15-25 25-35 

1 2 3 4 5 

 

SECTION B: PLEASE TICK IN THE APPROPRIATE BOX PROVIDED 

BELOW. 

Instructions: Read each statement carefully and make a response by ticking against 

the appropriate box. 

 

Code Description Symbol 

1 Strongly Disagree SD 

2 Disagree D 

3 Neutral N 

4 Agree A 

5 Strongly Agree SA 

 

 

Table 1.  Teacher Effectiveness 
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S/N ITEMS 
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1 I am treating my students equally 1 2 3 4 5 

2 I am treating my students with respect 1 2 3 4 5 

3 I have full authority on the subject I’m 

teaching 1 2 3 4 5 

4 I am interested in the opinions of my 

students 
1 2 3 4 5 

5 I am understanding person 1 2 3 4 5 

6 I care about my students  1 2 3 4 5 

7 I consider myself patient 1 2 3 4 5 

8 I create a feeling of goodwill in the 

class I teach 
1 2 3 4 5 

9 I am always well prepared my lesson 1 2 3 4 5 

10 I am a very well-organized person 1 2 3 4 5 

11 I structure the materials I use in class 

well 
1 2 3 4 5 

12 I have a professional attitude in what I 

do as a teacher 1 2 3 4 5 

13 I use class time appropriately 1 2 3 4 5 

14 I made the aims of each lesson. 1 2 3 4 5 

15 I use audio-visual aids to help my 

students learn better 
1 2 3 4 5 

16 I use different methods to facilitate 

students’ learning 
1 2 3 4 5 

17 I make it clear what standard of work I 

expect of my students 
1 2 3 4 5 

18 I challenge my students 
1 2 3 4 5 

19 I suggest specific ways students can 

improve 
1 2 3 4 5 

20 I motivate my students to do their best 1 2 3 4 5 

21 I am responding to my students’ 

questions accordingly 
1 2 3 4 5 

22 I am encouraging my students to 

become independent 
1 2 3 4 5 
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23 I am demonstrating how students 

should approach the tasks 1 2 3 4 5 

24 I stimulate my students to seek more 

information on what they learned in 

class 

1 2 3 4 5 

 

Table 2. Teacher Wellbeing 

S/N ITEMS 
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1 I satisfied with my overall job in this 

school 

1 2 3 4 5 

2 I satisfied with the responsibilities 

given to me in this school 

1 2 3 4 5 

3 I satisfied with my teaching job style 1 2 3 4 5 

4 I satisfied with my freedom at work 1 2 3 4 5 

5 I satisfied with the tasks that enable me 

to use my knowledge  

1 2 3 4 5 

6 I satisfied with the sense of 

achievement gained from my job 

1 2 3 4 5 

7 I satisfied with the suitability of my 

working hours 

1 2 3 4 5 

8 I satisfied with my colleagues in the 

school  

1 2 3 4 5 

9 I satisfied with the school environment 1 2 3 4 5 

10 I satisfied with the support of the 

school administrators  

1 2 3 4 5 

11 I satisfied with my promotion 1 2 3 4 5 

12 I satisfied with an acknowledgment 

that I get for a job well done  

1 2 3 4 5 

13 I satisfied with my job security 1 2 3 4 5 

14 I satisfied with the sense of being 

appreciated as an individual in the 

school  

1 2 3 4 5 

15 I satisfied with my influence in the 

school 

1 2 3 4 5 

16 I satisfied with my salary 1 2 3 4 5 
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Table 3. Teacher Professional Development 

S/N ITEMS 
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1 I am currently involved in mentoring 

activities 
1 2 3 4 5 

2 The school gives me an opportunity 

for in-service training to further my 

education 

1 2 3 4 5 

3 The school organizes a seminar or 

workshop for the teachers' 1 2 3 4 5 

4 I often attend a workshop or seminar 1 2 3 4 5 

5 I plan to implement the new ideas in 

my teaching that I learned from the 

training 

1 2 3 4 5 

 

Table 4. Teachers Resilience 

S/N ITEMS 
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1 When I make plans, I follow through 

with them. 
1 2 3 4 5 

2 I usually control my classroom 

diligently 
1 2 3 4 5 

3 I can depend on myself more than anyone 

else 
1 2 3 4 5 

4 I am interested in keeping things 

important 
1 2 3 4 5 

5 I can be on my own in a certain 

situation 
1 2 3 4 5 

6 I feel proud that I have accomplished 

things in life. 
1 2 3 4 5 

7 I usually take things in stride. 
1 2 3 4 5 

8 I am friendly with my colleagues  1 2 3 4 5 

9 I can handle many things at one time 1 2 3 4 5 

10 I am determined teacher.  1 2 3 4 5 

11 I take things one day at a time 1 2 3 4 5 

12 I can get through difficult times 
1 2 3 4 5 
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13 I have self-discipline. 1 2 3 4 5 

14 I keep interested in things.  1 2 3 4 5 

15 I can usually find something to laugh 1 2 3 4 5 

16 I believe I can get through hard times 1 2 3 4 5 

17 I am a reliable person 1 2 3 4 5 

18 I usually look at a situation in several 

ways 
1 2 3 4 5 

19 Sometimes I am doing things that I do 

not like 
1 2 3 4 5 

20 My life has meaning. 1 2 3 4 5 

21 I do not dwell on things that I can’t do 

anything about 
1 2 3 4 5 

22 When I’m in a difficult situation, I can 

usually find my way out of it. 
1 2 3 4 5 

23 I have energies doing things that I do. 1 2 3 4 5 

24 I am okay if people do not like me 1 2 3 4 5 

 

Table 5. Teacher Self-Efficacy 

S/N ITEMS 
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1 I can use a variety of assessment 

strategies 
1 2 3 4 5 

2 I can provide an alternative 

explanation for example when students 

are confused 

1 2 3 4 5 

3 I can craft the right questions for my 

students 
1 2 3 4 5 

4 I can implement alternative strategies 

in my classroom.  
1 2 3 4 5 

5 I can respond to difficult questions 

from my students. 
1 2 3 4 5 

6 I can adjust your lessons to the proper 

level for students.'' 
1 2 3 4 5 

7 I can gauge student comprehension of 

what has taught 1 2 3 4 5 

8 I can provide appropriate challenges 

for competent students' 
1 2 3 4 5 

9 I can control disruptive behavior in the 

classroom. 
1 2 3 4 5 
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10 I can get students to follow classroom 

rules 
1 2 3 4 5 

11 I can calm a student who is disruptive 

or noisy. 
1 2 3 4 5 

12 I can establish a classroom 

management system with each group 

of students' 

1 2 3 4 5 

13 I can keep a few problems of the 

students from ruining an entire lesson. 1 2 3 4 5 

14 I can respond to deviant students' 1 2 3 4 5 

15 I can \ make your expectation clear 

about student behavior 
1 2 3 4 5 

16 I can establish routines to keep 

activities running smoothly. 
1 2 3 4 5 

 

Table 6. Teacher Perceived Organizational Support 

S/N ITEMS 
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1 The school that I have worked for 

strongly considered my goals and 

values as an employee. 

1 2 3 4 5 

2 The school that I have worked for 

failed to appreciate any extra effort 

from me. 

1 2 3 4 5 

3 The school that I have worked for 

would ignore any complaint from me. 
1 2 3 4 5 

4 The school that I have worked for have 

really cared about my well-being. 
1 2 3 4 5 

5 The school that I work for would 

acknowledge if I am doing my 

possible best at work  

1 2 3 4 5 

6 The school that I have worked for care 

about my general satisfaction at work 
1 2 3 4 5 

7 The school that I have worked for 

show very little concern for me. 
1 2 3 4 5 

8 The school that I have worked for have 

taken pride of my accomplishment at 

work 

1 2 3 4 5 
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APPENDIX B 

RESULT OF FACTOR ANALYSI 

Factor Analysis TE 

KMO and Bartlett's Test 

Kaiser-Meyer-Olkin Measure of Sampling 

Adequacy. 
.746 

Bartlett's Test of 

Sphericity 

Approx. Chi-Square 2872.593 

df 276 

Sig. .000 

 

 

 

Total Variance Explaine 

Factor Initial Eigenvalues Extraction Sums of Squared Loadings 

Total % of Variance Cumulative % Total % of Variance Cumulative % 

1 5.834 24.309 24.309 5.332 22.218 22.218 

2 1.928 8.034 32.343 1.406 5.857 28.074 

3 1.683 7.011 39.354 1.190 4.960 33.034 

4 1.382 5.758 45.112 .938 3.907 36.941 

5 1.295 5.396 50.508 .749 3.120 40.061 

6 1.189 4.954 55.463 .694 2.891 42.952 

7 1.041 4.336 59.798 .643 2.677 45.629 

8 .999 4.161 63.960 
   

9 .938 3.907 67.867 
   

10 .904 3.767 71.634 
   

11 .825 3.438 75.072 
   

12 .796 3.318 78.390 
   

13 .705 2.939 81.329 
   

14 .611 2.547 83.876 
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15 .567 2.364 86.240 
   

16 .551 2.295 88.535 
   

17 .492 2.049 90.584 
   

18 .455 1.896 92.480 
   

19 .424 1.765 94.245 
   

20 .363 1.514 95.760 
   

21 .315 1.314 97.073 
   

22 .268 1.118 98.192 
   

23 .241 1.003 99.194 
   

24 .193 .806 100.000 
   

 

Extraction Method: Principal Axis Factoring. 

 

Pattern Matrix
a
 

 Factor 

1 2 3 4 

TE2 .647 -.040 .144 -.174 

TE6 .606 -.067 -.058 -.260 

TE5 .576 .037 -.162 .174 

TE10 .504 .054 -.153 -.095 

TE7 .501 .134 .080 -.053 

TE9 .450 -.088 -.078 -.034 

TE1 .448 -.182 -.005 .027 

TE11 .439 .379 -.154 .261 

TE3 .424 .079 -.088 -.026 

TE12 .311 -.025 -.190 -.172 

TE8 .278 .114 -.211 -.027 

TE4 .255 .139 .163 -.066 

TE18 -.163 .618 -.139 -.084 

TE15 -.105 .500 -.103 .086 
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TE23 .126 .491 .072 -.177 

TE17 .310 .465 .172 -.003 

TE13 .132 .039 -.766 .066 

TE14 .048 -.129 -.465 -.396 

TE19 .022 .203 -.436 -.114 

TE21 .241 .145 -.360 -.123 

TE16 .175 .138 -.259 -.193 

TE20 .059 -.034 -.138 -.718 

TE22 .085 .383 .090 -.431 

TE24 .076 .325 -.062 -.347 

 

Extraction Method: Principal Axis Factoring.  

 Rotation Method: Oblimin with Kaiser 

Normalization.
a
 

a. Rotation converged in 13 iterations. 

 

Factor Correlation Matrix 

Factor 1 2 3 4 

1 1.000 .260 -.255 -.332 

2 .260 1.000 -.152 -.202 

3 -.255 -.152 1.000 .186 

4 -.332 -.202 .186 1.000 

 

Extraction Method: Principal Axis Factoring.   

 Rotation Method: Oblimin with Kaiser 

Normalization. 

Factor Analysis TWB 

KMO and Bartlett's Test 

Kaiser-Meyer-Olkin Measure of Sampling 

Adequacy. 
.862 

Bartlett's Test of 

Sphericity 

Approx. Chi-Square 2276.027 

df 120 

Sig. .000 
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Total Variance Explained 

Factor Initial Eigenvalues Extraction Sums of Squared Loadings 

Total % of 

Variance 

Cumulative 

% 

Total % of 

Variance 

Cumulative 

% 

1 5.851 36.567 36.567 5.326 33.286 33.286 

2 1.706 10.664 47.232 1.194 7.460 40.746 

3 1.071 6.691 53.923 .506 3.160 43.906 

4 .978 6.112 60.034 
   

5 .938 5.860 65.894 
   

6 .783 4.893 70.787 
   

7 .718 4.487 75.274 
   

8 .627 3.918 79.192 
   

9 .569 3.554 82.745 
   

10 .539 3.370 86.115 
   

11 .511 3.193 89.308 
   

12 .483 3.019 92.327 
   

13 .355 2.218 94.545 
   

14 .336 2.100 96.645 
   

15 .287 1.795 98.439 
   

16 .250 1.561 100.000 
   

 

 

 

 

Pattern Matrix
a
 

 Factor 
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1 2 3 

TWB1

6 
.789 -.012 -.106 

TWB1

1 
.682 -.091 .197 

TWB1

0 
.633 .308 -.011 

TWB9 .516 .233 .034 

TWB1

3 
.463 .023 .229 

TWB1

5 
.403 .033 .250 

TWB4 .004 .778 -.044 

TWB3 -.043 .722 -.048 

TWB2 .107 .551 .073 

TWB5 -.053 .516 .251 

TWB7 .221 .426 .073 

TWB8 .130 .331 .103 

TWB1

2 
.225 -.098 .676 

TWB6 .050 .093 .588 

TWB1

4 
.229 .065 .545 

TWB1 -.081 .123 .241 

 

Extraction Method: Principal Axis 

Factoring.  

 Rotation Method: Oblimin with Kaiser 

Normalization.
a
 

a. Rotation converged in 12 iterations. 

 

 

 

 

 

Factor Correlation Matrix 
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Factor 1 2 3 

1 1.000 .352 .504 

2 .352 1.000 .546 

3 .504 .546 1.000 

 

Extraction Method: Principal Axis 

Factoring.   

 Rotation Method: Oblimin with Kaiser 

Normalization. 

 

FACTOR ANALYSIS TPD 

KMO and Bartlett's Test 

Kaiser-Meyer-Olkin Measure of Sampling 

Adequacy. 
.788 

Bartlett's Test of 

Sphericity 

Approx. Chi-Square 713.550 

df 10 

Sig. .000 

 

 

Total Variance Explained 

Factor Initial Eigenvalues Extraction Sums of Squared Loadings 

Total % of 

Variance 

Cumulative 

% 

Total % of 

Variance 

Cumulative 

% 

1 2.919 58.386 58.386 2.474 49.482 49.482 

2 .780 15.601 73.987 
   

3 .645 12.897 86.884 
   

4 .400 7.997 94.881 
   

5 .256 5.119 100.000 
   

Extraction Method: Principal Axis Factoring. 

 

Factor Matrix
a
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 Factor 

1 

TPD4 .853 

TPD3 .800 

TPD5 .737 

TPD2 .595 

TPD1 .458 

Extraction 

Method: 

Principal Axis 

Factoring. 

 

FACTOR ANALYSIS TR 

 

KMO and Bartlett's Test 

Kaiser-Meyer-Olkin Measure of Sampling 

Adequacy. 
.815 

Bartlett's Test of 

Sphericity 

Approx. Chi-Square 3108.741 

df 276 

Sig. .000 

 

Total Variance Explained 

Factor Initial Eigenvalues Extraction Sums of Squared Loadings 

Total % of 

Variance 

Cumulative 

% 

Total % of 

Variance 

Cumulative 

% 

1 6.559 27.330 27.330 5.966 24.857 24.857 

2 2.054 8.560 35.890 1.459 6.077 30.935 

3 1.505 6.269 42.159 .900 3.750 34.684 

4 1.350 5.626 47.785 .785 3.273 37.957 

5 1.243 5.177 52.962 
   

6 1.133 4.720 57.682 
   

7 .977 4.072 61.754 
   

8 .959 3.996 65.750 
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9 .893 3.720 69.471 
   

10 .841 3.502 72.973 
   

11 .787 3.279 76.252 
   

12 .706 2.940 79.193 
   

13 .634 2.640 81.832 
   

14 .589 2.456 84.289 
   

15 .530 2.209 86.498 
   

16 .524 2.185 88.683 
   

17 .473 1.969 90.652 
   

18 .421 1.753 92.405 
   

19 .381 1.589 93.995 
   

20 .335 1.398 95.392 
   

21 .312 1.300 96.692 
   

22 .300 1.252 97.944 
   

23 .268 1.117 99.060 
   

24 .225 .940 100.000 
   

 

 

Pattern Matrix
a
 

 Factor 

1 2 3 4 

TR20 .629 -.178 .110 .139 

TR16 .499 .293 -.144 -.099 

TR9 .483 .233 -.093 .008 

TR7 .443 .226 -.094 .053 

TR17 .408 .044 -.334 -.145 
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TR5 .405 .100 -.212 .203 

TR8 .343 -.146 -.192 .049 

TR13 .339 .012 -.212 .174 

TR14 .265 .108 -.191 .159 

TR15 -.150 .651 -.087 .058 

TR12 .206 .556 -.145 .068 

TR24 .062 .462 .227 -.127 

TR11 .302 .456 -.023 .068 

TR19 -.006 .411 -.306 .109 

TR4 -.019 -.066 -.729 .039 

TR2 -.129 -.010 -.708 .089 

TR6 .178 -.010 -.531 .010 

TR18 .165 .074 -.478 -.192 

TR1 .066 -.047 -.412 .372 

TR10 .221 .208 -.409 -.029 

TR21 -.153 .461 -.049 .634 

TR22 .381 .021 -.013 .462 

TR23 .243 .261 .086 .379 

TR3 .043 -.082 -.015 .185 

 

Extraction Method: Principal Axis Factoring.  

 Rotation Method: Oblimin with Kaiser 

Normalization.
a
 

a. Rotation converged in 22 iterations. 

 

 

 

Factor Correlation Matrix 

Factor 1 2 3 4 

1 1.000 .231 -.441 .288 

2 .231 1.000 -.175 .087 

3 -.441 -.175 1.000 -.260 

4 .288 .087 -.260 1.000 
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Extraction Method: Principal Axis Factoring.   

 Rotation Method: Oblimin with Kaiser 

Normalization. 

 

 
FACTOR ANALYSIS TSF 

 

KMO and Bartlett's Test 

Kaiser-Meyer-Olkin Measure of Sampling 

Adequacy. 
.874 

Bartlett's Test of 

Sphericity 

Approx. Chi-Square 2143.238 

df 120 

Sig. .000 

 

 

Total Variance Explained 

Factor Initial Eigenvalues Extraction Sums of Squared Loadings 

Total % of 

Variance 

Cumulative 

% 

Total % of 

Variance 

Cumulative 

% 

1 5.801 36.257 36.257 5.241 32.757 32.757 

2 1.638 10.239 46.496 1.114 6.964 39.721 

3 1.190 7.438 53.934 .687 4.292 44.013 

4 .977 6.106 60.040 
   

5 .855 5.342 65.382 
   

6 .709 4.429 69.811 
   

7 .689 4.305 74.115 
   

8 .651 4.067 78.182 
   

9 .574 3.585 81.767 
   

10 .553 3.453 85.220 
   

11 .490 3.065 88.286 
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12 .457 2.853 91.139 
   

13 .426 2.663 93.802 
   

14 .386 2.413 96.215 
   

15 .328 2.050 98.265 
   

16 .278 1.735 100.000 
   

 

Pattern Matrix
a
 

 Factor 

1 2 3 

TSF2 .791 -.003 .254 

TSF4 .763 -.137 -.066 

TSF3 .640 -.012 -.053 

TSF6 .579 .136 -.021 

TSF7 .500 .099 -.104 

TSF1 .470 .070 -.178 

TSF5 .464 .074 -.103 

TSF13 .300 .139 -.261 

TSF9 .038 .715 .037 

TSF11 -.011 .697 .129 

TSF10 .036 .694 -.037 

TSF14 -.049 .533 -.283 

TSF12 .160 .400 -.253 

TSF15 .019 -.040 -.756 

TSF16 .156 .100 -.533 

TSF8 .127 .300 -.309 

 

Extraction Method: Principal Axis 

Factoring.  

 Rotation Method: Oblimin with Kaiser 

Normalization.
a
 

a. Rotation converged in 9 iterations. 
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Factor Correlation Matrix 

Factor 1 2 3 

1 1.000 .495 -.427 

2 .495 1.000 -.447 

3 -.427 -.447 1.000 

 

Extraction Method: Principal Axis 

Factoring.   

 Rotation Method: Oblimin with Kaiser 

Normalization. 

FACTOR ANALYSIS POS 

 

KMO and Bartlett's Test 

Kaiser-Meyer-Olkin Measure of Sampling 

Adequacy. 
.711 

Bartlett's Test of 

Sphericity 

Approx. Chi-Square 1133.744 

df 55 

Sig. .000 

 

 

Total Variance Explained 

Factor Initial Eigenvalues Extraction Sums of Squared Loadings 

Total % of 

Variance 

Cumulative 

% 

Total % of 

Variance 

Cumulative 

% 

1 3.137 28.519 28.519 2.547 23.154 23.154 

2 2.230 20.277 48.796 1.671 15.195 38.349 

3 1.079 9.805 58.601 
   

4 .887 8.061 66.663 
   

5 .795 7.228 73.891 
   

6 .709 6.445 80.336 
   

7 .576 5.234 85.570 
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8 .536 4.870 90.440 
   

    
   

 

Pattern Matrix
a
 

 Factor 

1 2 

POS4 .656 -.066 

POS1 .631 .037 

POS5 .607 -.006 

POS8 .573 -.073 

POS3 -.071 -.790 

POS7 .033 -.690 

POS2 -.189 -.670 

POS6 .268 -.551 
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APPENDIX C 

THE DETAILS OF INSTRUMENTS 

CONSTRUCTS  DIMENSIONS 

1. TEACHER 

EFFECTIVENESS 

 

Source; 

Patrick, J., & 

Roslyn M. Smart 

(1998). 

 

Old = 24 items 

New = 24 items 

1.Class 

Autonomy CA 

 

 

 

 

 

 

 

I am understanding person 

I am a very well-organized person 

I consider myself patient 

I am always well prepared my lesson 

I am treating my students equally 

I structure the materials I use in class well 

I have full authority on the subject I am 

teaching 

I have a professional attitude in what I do 

as a teacher 

2. Class 

Activities CA 

 

I really challenge my students  

I use audio-visual aids to help my students 

learn better 

I am demonstrating how students should 

approach the tasks 

I make it clear what standard of work I 

expect of my students 

3. Class 

Motivation CM 

 

 

 

 

I use class time appropriately y students 

I suggest specific ways students can 

improve 

I am responding to my students’ questions 

accordingly 

I use different methods to facilitate 

students’ learning 

4. Teacher I motivate my students to do their best  
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Approach TA I am encouraging my students to become 

independent 

I stimulate my students to seek more 

information on what they learned in 

class 

2. TEACHER 

WELLBEING 

 

Source; 

Page, K. (2005 

 

 

1. Teacher 

Satisfaction TS 

 

 

 

 

I am satisfied with my salary  

I am satisfied with my promotion 

I am satisfied with the support of the school 

administrator 

I am satisfied with the school environment 

I am satisfied with my job security 

I am satisfied with my influence in the 

school 

 2.Teacher. 

Responsibility 

TR 

 

 

 

 

 

I am satisfied with my freedom at work  

I am satisfied with my teaching job style 

I am satisfied with the responsibilities 

given to me in this school 

I am satisfied with the tasks that enable me 

to use my knowledge 

I am satisfied with the suitability of my 

working hours 

I am satisfied with my colleagues in the 

school 

3. School 

Achievement SA 

I am satisfied with an acknowledgment that 

I get for a job well done  

I am satisfied with the sense of 

achievement gained from my job 

I am satisfied with the sense of being 

appreciated as an individual in the 

school 
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3.TEACHER 

PROFESSIONAL 

DEVELOPMENT 

Source; 

Version, M. S., & 

States, U. (2014). 

5 Items 

1. Further 

Education FE 

I often attend a workshop or seminar 

The school organizes a seminar or 

workshop for the teachers 

I plan to implement the new ideas in my 

teaching that I learned from the training 

The school gives me an opportunity for in-

service training to further my education 

I am currently involved in mentoring 

activities 

4. TEACHER 

RESILIENCE 

 

Source; 

Downing, B (2017). 

 

Old 25 = Items 

New 24 = Items 

1. Self-Discipline 

SD. 

 

 

 

 

 

 

 

My life has meaning  

I believe I can get through hard times 

I can handle many things at one time 

I usually take things in stride 

I am a reliable person 

I can be on my own in a certain situation 

I am friendly with my colleagues 

I have self-discipline. 

2. Positive 

Outlook PO  

 

 

 

 

I can usually find something to laugh  

I can get through difficult times 

I am okay if people do not like me 

I take things one day at a time 

Sometimes I am doing things that I do not 

like 

3. Determination 

DT 

 

 

 

 

I am interested in keeping things important 

I usually control my classroom diligently 

I feel proud that I have accomplished things 

in life. 

I usually look at a situation in several ways 

When I make plans, I follow through with 
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 them 

I am determined teacher. 

 4. Difficult 

Situation, DS 

I do not dwell on things that a can’t do 

anything about 

When I’m in a difficult situation, I can 

usually find my way out of it  

I have energies doing things that I do. 

5 TEACHER 

SELF- EFFICACY 

 

Source; 

Tschannen-Moran, 

M., & Hoy, A. W. 

(2001) 

Old = 16 Items 

New = 16 Items 

1. Assessment 

Strategy AS 

I can provide an alternative explanation for 

example when students are confused  

I can implement alternative strategies in my 

classroom 

I can craft good questions for my students 

I can adjust your lessons to the proper level 

for students' I can gauge student 

comprehension of what has taught 

I can use a variety of assessment strategies 

I can respond to difficult questions from 

my students.  

I can keep a few problems of the students 

from ruining an entire lesson 

I can control disruptive behavior in the 

classroom.I can control disruptive 

behavior in the classroom. 

I can calm a student who is disruptive or 

noisy 

2. Classroom 

Management CM  

I can get students to follow classroom rules 

I can respond to deviant students' 

I can establish a classroom management 
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system with each group of students 

I can respond to difficult questions from 

my students. 

I can craft good questions for my students 

3. Student  

Behavior SB 

I can make your expectation clear about 

student behavior  

can establish routines to keep activities 

running smoothly. 

I can provide appropriate challenges for 

very capable students 

6. Perceived 

Organizational 

Support 

 

Source: The 8-item 

Survey of Perceived 

Organizational 

Support (SPOS). 

http://classweb.uh.e

du/eisenberger/perc

eived-

organizational-

support/ 

8 items 

 

 

1. Value goals 

and 

accomplishment 

 

 

 

 

The school that I work for values my 

contribution to its wellbeing 

The school that I work for have really cared 

about my well-being. 

The school that I work for have takes pride 

of my accomplishment at work. 

Even if I did best job possible, the school 

that I work for would fail to notice. 

 2. Sense of 

satisfaction 

The school that I work for fails to 

appreciate any extra effort from me. 

The school that I have worked for would 

ignore any complaint from me. 

http://classweb.uh.edu/eisenberger/perceived-organizational-support/
http://classweb.uh.edu/eisenberger/perceived-organizational-support/
http://classweb.uh.edu/eisenberger/perceived-organizational-support/
http://classweb.uh.edu/eisenberger/perceived-organizational-support/
http://classweb.uh.edu/eisenberger/perceived-organizational-support/
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The school that I have worked for have 

cared about my general satisfaction at 

work. 

The school that I have worked for have 

shown very little concern for me. 
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